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Margaret Follows 

Looking For A Fairer Assessnnent Of Children's Learning, 
Development And Attainment In The Infant Years: An Educational 
Action Research Case Study 

Abstract 

This thesis tells the story of an infant head teacher researcher's journey into the heart 
of a living educational assessment landscape. She embarks on this journey to search 
for a fairer assessment of young children's learning, development and attainment. It is 
a journey that forces her to question everything about the professional world in which 
she works and lives. 

The story is intended to use and evoke the human senses within the context of a real 
infant school (for children aged 3-7 years) - seeing, touching, hearing, and listening. It 
provides the vehicle to experience and gain an Insight into an evolutionary and 
exploratory journey of people working and learning together as they reflect on the 
creative, emotional, social, moral and sensual feelings of practice. In particular, it 
offers insights into the professional identity of the writer as she critically examines the 
impact of educational assessment on a school community and the people working in 
it. 

The research methodology is adapted from critical action research in which the 
researcher's educational values are the yardstick against which the tacit knowledge of 
action (practice) is evaluated. Professional stories of past practice are used to 
represent implicit theories that are collaboratively reflected upon as they are 
deconstructed and explored. 

The creative research process is uniquely represented by the visual metaphor of a 
multi-layered jigsaw puzzle that enables the researcher to uncover successive, 
significant layers of professional knowledge in the infant school that relate to the 
concept of a fairer assessment of children's learning, development and attainment. 

The educational assessment landscape or 'sensescape' is traversed in order to make 
sense of the conceptual model of a fairer assessment of children's learning, 
developnient and attainment as a living educational theory. 

The research offers an original contribution to educational knowledge in that it 
clarifies meanings of the researcher's ontological value of a fairer assessment of 
children's learning, development and attainment and transforms that value into a 
living epistemological standard of critical judgement. 
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Journey Beginning 
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Introduction = Journey Beginning 

Purpose of researcii 

The debate about raising standards of primary children's achievements and 

attainment by politicians,, educationalists and educational researchers provides, the 

general background for the research. In my research I aim to explore the 

meaning(s) of a fairer assessment of children's learning, development and 

attainment in the infant school, in relation to the Foundation Stage and National 

Curriculum Key S t a g e ! The purpose of my research is to contribute to the 

debates about rationality and justice of educational assessment practices (Carr & 

Kemmis, 1986). The research will be useful to primary school practitioners as they 

critique their own practice and education policy. 

During my time as an infant head teacher (1989-1998) 1 observed that certain 

groups of young children appeared to be disadvantaged by the National 

Curriculum assessment practices that were imposed on schools at the time, 

particularly in the compilation of standardised test results. 1 witnessed the 

disadvantaging and potentially damaging effect of the tests on children in my 

school. The administration of the tests required an abnormal classroom 

organisation that resulted in anxiety and behavioural changes. The tests gave a 

narrow representation of the children's skills, knowledge and understanding and 

labelled them in a way that excluded them from opportunities and failed to 

measure their true potential (Goodwin, 1997). Such children were considered by 

many local and national policy-makers to be underachieving because their 

performance ih national tests was lower than the national norm (D/EE, 1997; 

Ofsted, 2005, 2003, 2000 & 1995). I decided to use my own school (Oak Tree 

Infant School) as a case study to explore the issues associated with this apparent 

disadvantaging and potentially damaging effect of tests on young children. 
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Theoretical framework 

The last decade of the 20* century has witnessed dramatic changes across the 

whole range of education including the beginning of formal schooling. The issue 

that has created the greatest tension for primary schools has been assessment 

^(Conner, 2001:45). in emphasising educational assessment rather than a 

simplistic testing and examination culture I have taken a holistic view of the issue, 

reflecting the way in which assessment is viewed in the infant schoo) (Clarke, 

2005, 2003, 2001, 1998; Hutchin, 1996). To examine the complex debate on 

educational assessment I intend to study the types of fonnative assessment that 

enhance the teaching and learning process. That is, the day-to-day process by 

which children's work is assessed in the classroom as an integral part of the whole 

curriculum. I shall also consider summative assessment that involves the 

monitoring and measurement of performance for accountability purposes that is 

required by the Department for Education and Skills (DfES), Qualifications and 

Curriculum Authority (QCA) and Office for Standards in Education (Ofsted). 

Summative assessment includes national assessments (Baseline and Key Stage 1 

tests) that are published as statistical performance tables. Finally 1 scrutinise the 

role of Ofsted relating it to a national evaluation of schools. 

In creating my own meaning of a fairer assessment 1 examine the concept of tacit 

or intuitive knowledge (Atkinson & Claxton, 2000; Eraut, 2000; Winter, Buck & 

Sobiechowska, 1999; Wolf, 1998; Tripp, 1993; Schon, 1991, 1987 &1983; Boud 

1985). 1 intend to use my case study to explore the existence and significance of 

tacit knowledge as a basis for effective assessment practices that will not 

disadvantage young children and my research is an original contribution in this 

area. 
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Research method 

I am using a research method adapted from critical action research in which the 

researcher's educational values are the yardstick against which action (practice) is 

evaluated (Winter, 1989; McNiff, Lomax & Whitehead, 2003 & 1996). Following 

the ideas of Whitehead I intend to show how to create living educational theory as 

I grapple with the issues of a fairer assessment that are raised by my own past 

experiences as an infant head teacher/teacher. I use self-study methods to 

explore my infant practice and approach to headship (Hamilton, Pinnegar, Russell, 

Loughran & LaBoskey, 1998). I adapt a narrative approach (Clandinin & Connelly, 

1999 & 1995) to construct a language that I can use to open up for reflection and 

examination of the education assessment landscape I journey through. The critical 

dimension of the research is facilitated by collaboration with colleagues who 

include teachers from the case study school and a group of practitioner 

researchers (head teachers, teachers and teacher educators) as critical friends. 

Research data 

I have collected a variety of data about formative and summative assessment and 

the role of Ofsted, as follows: 

1. Data about formative assessment: 

a. Looking at how teachers assess children's learning by examining their work 

from reception to year 2 (entry into school to end of key stage 1) and 

related continuous teacher assessment records that were taken from 

children's portfolios at the case study infant school. 1 had data for 21 

children who attended the school 1994-1997 and were in the less and more 

able groups for reading and number and I selected the work of two children 

from the sample (School self-evaluation study 1995-1997). 
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b. Examining tine infant curriculum and assessment procedures by presenting 

examples of my own classroom practice to a group of practitioner 

researchers who act as critical friends. I also analyse completed 

questionnaires that I received from 50 local infant and primary head 

teachers when I was examining the curriculum provision and the impact of 

season of birth on children's attainment in 1997 as the co-ordinator of an 

L E A early years project. 

2. Data about summative assessment: 

Evaluating formal statistics from Baseline Assessment and end of Key Stage 1 

assessment (SATs) and pupil background data for four cohorts of children at the 

case study infant school to analyse the notion of value-added, which provides a 

way of evaluating school performance by taking account of intake factors that 

impact on children's attainment and progress-(School self-evaluation study 1995-

1997). 

3. Data about Ofsted: 

Analysing data from the three stages of an Ofsted inspection at the case study 

infant school (1996-1997) to explain how Ofsted inspectors assess the educational 

standards achieved by children and make judgements about their attainment and 

progress. I use a variety of techniques for its analysis, including writing a 

fictionalised professional story of my experiences, as a head teacher, throughout 

the Ofsted process (Winter et al, 1999; Winter, 1991, 1969 & 1988; Carter, 1992; 

Evans 1998 &1996). The process of presenting, sharing and analysing the data 

enables me to test out my judgements in a disciplined and rigorous way as I 

involve a diverse group of professionals in the interpretation, validation and 

triangulation of the data. Also the critical friends collectively interrogate the related 

research literature and Ofsted documentation and I attempt to integrate it into the 

ongoing cyclical evaluation of the data. 





Throughout the research I work within the agreed ethical framework with all 

participants (See Ethical Protocol: Explanatory Notes, Appendix 1). Also 1 record 

my experiences as a head teacher/teacher in professional diaries that show a 

factual account of events and reflective diaries that are a personal account of 

events and experiences. I make audio-tapes and keep detailed written records of 

meetings with a group of practitioner researchers and critical friends. 

Summary of chapters of thesis 

The thesis is divided into seven chapters: 

1. The debate on educational assessment: reviewing the literature 

2. Accessing tacit knowledge of infant school practice: a methodology 

3. Learning from children's work: exploring the evidence 

4. Learning from the infant curriculum: exploring the evidence 

5. Learning from assessment and pupil data: exploring the evidence 

6. Learning from Ofsted: exploring the evidence 

7. Creating a living educational theory about assessment in the infant years 

Chapter 1: The debate on educational assessment: reviewing the literature 

In this chapter I review the literature about educational assessment and the debate 

about raising standards. I examine the local and national perspectives by exploring 

the historical, cultural and political contexts within which they are worked out. I 

engage with alternative viewpoints (Black et al, 2003; D/EE, 2000 & 1995; Davis, 

1999; Black, 1998, Murphy & Broadfoot, 1995; Gipps, 1994; Gipps & Murphy, 

1994; Conner, 1991). 

I analyse a number of assessment schemes and I explore whether they measure 

up to what they are supposed to accomplish. 1 question whether it makes sense to 

claim that assessment schemes can do this. 
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The six complaints about current educational assessment policy: 

1. Raising standards is being equated with improving test performance 

2. Current policies encourage teaching to the test and this distorts the 

curriculum 

3. Using standardised language in the National Curriculum and in standards 

for newly qualified teachers for accountability distorts learning 

4. Using assessment to hold schools and teachers to account is unjust 

5. Teachers are being told how to teach and yet are still being held to account 

for their pupils' learning, and 

6. Ofsted inspectors cannot accurately detect teaching quality 

listed by Davis (1999) are pertinent to debates about the rationality and justice of 

assessment practices and policy. 

I examine research evidence about the purpose of educational assessment to 

improve standards not just to measure them. Mortimer (1998:299) writes about 

school effectiveness and school improvement and concludes that raw test results 

give a very superficial picture and emphasise children's attainment without 

considering factors that might affect children's learning, development and 

attainment. This ties in with infant head teachers' dilemmas and difficulties in 

looking at Baseline Assessment and National Curriculum Key Stage 1 Standard 

Assessment Tasks (SATs) statistics in isolation and the way they are used to 

make comparative judgements about schools, teachers, the children and the 

families they served (Robson & Smedley, 1996). In their research the Assessment 

Reform Group (2002, 1999 & 1998) write about a testing and assessment culture 

and they show that assessment is one of the most powerful tools for effective 

learning. This is recognised by many teachers who prefer to work with young 

children in an assessment rather than a testing culture in order to raise standards 
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of achievement. Teachers believe that classroom assessment provides essential 

information about children's learning so that activities can be modified to meet 

each child's needs. A s 1 was required to irhplement Key Stage 1 assessment I 

have reflected on the impact of it on children and their teachers (Follows, 1993) 

and consulted on the work of researchers (Clarke, 2005, 2003, 2001 & 1998; 

Sainsbury, 1998 & 1996; Hutchison & Schagen, 1994). 

I trace the origins of a holistic view of assessment and teaching and learning back 

to the Latin origins of educational assessment that is based on the Latin verb 

assidere, which means to sit beside and educare, which means to bring out, 

(Satterly, 1989:1). This matches very closely to the common integrated approach 

in the infant school context. It is the key issue for class teachers. They try to find 

out and understand what young children really know and it is necessary to be 

close to them, perhaps moving sensitively alongside them and engage in 

conversation as they pursue their learning. The children I taught were not always 

able to tell me what they knew, and accessing their learning was a combination of 

observation, communication, involvement and interpretation and demanded a 

broad view of child development, including social, emotional, creative, physical 

and attitude dimensions of children's learning and therefore a holistic view of 

assessment, (Moriarty & Siraq-Blatchford, 1998; Edgington, 1998; Hurst, 1997; 

Drummond, 2003 & 1993). 

Chapter 2: Accessing tacit knowledge of infant schoo! practice: a 
methodology 

This chapter explains a research methodology that I develop as a practitioner -

researcher who works in infant/primary school settings. The methodology is based 

on an educational action research case study and it includes empirical research, 

reflective research and creative research (Bassey, 1995:5). The inquiry integrates 

and adapts different techniques as I have to drawn on the dimensions of each 
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method that seem to complement each other and combine to enrich my overall 

methodology. 

1 choose to explore the idea of tacit knowledge of practice, as it seems to parallel 

the intuitive and tacit approach to teaching that is followed by early years teachers 

such as myself (Atkinson & Claxton, 2003; Elliott, 1983: 227 & Gipps et al, 2000). I 

realise that my research needs to draw on a variety of understandings and that it 

is: 

Situated, liolistic, eclectic and principled {Go\hy & Parroit, 1999:22). 

The theoretical base for my enquiry seems to be intuitively within the interpretivist 

and phenomenologist paradigms and make it explicit to others. The methods on 

which 1 have drawn come from action research, case study, self-study and 

reflective practice research paradigms. 

I empathise with the important notion of professional life-long learning and the 

belief that professional development is closely bound up with personal 

development, which is accelerated by critical reflection, all key features of action 

research and case study (McNiff, Whitehead & Laidlaw , 1992:xi). There have 

been recent changes in the idea of action research itself, as well as my own 

understanding of it. Lomax and Whitehead have particularly influenced my own 

ideas of action research and i have chosen to follow an education action research 

approach developed by them that advocates: 

Creating community of action research and self-study as aspects of 
evidence-based professionalism (Lomax, 1999:1). 

This approach helps me to create theory about my own practice. I use professional 

story as a means of representing my implicit theories and, subsequently, I 

deconstruct them in a group so that my theories become more explicit (Winter et 

al, 1999; Clandinin & Connelly, 1999 &1995; Carter, 1993). I call this living 

educational theory as it embodies my commitment to live my educational values 

more fully in my practice. I explain my educational practice by an evaluation of 
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past practice witli tlie intention to create improvement (Whitehead, 1993; Lomax, 

Whitehead & Evans, 1996). By mal<ing my research public i feel that I am offering 

new knowledge and giving other people the opportunity to learn from me so 

impacting on wider practice. 

I move away from a technical approach that emphasises the class teacher/head 

teacher as the researcher to implement initiatives for educational change to a 

creative approach whereby practitioners explore their professional practice 

through sharing imaginative forms of writing to encourage a sense of community 

for critical collaborative reflective enquiry. Critical collaborative reflection is 

reported to be particularly relevant to teacher action research by Kemmis (1987); 

Clandinin & Connelly (1999 & 1995); Noffke & Stevenson (1995); Tomlinson, 

Gunter & Smith (1999) and others. Winter (1989) lists reflexive and dialogue 

critique, collaborative resource, risk and plural structures amongst his six action 

research principles. These are central to the reflective stance that I adopt in my 

research. 

In relation to accessing understandings of the educational assessment process, 

the two teacher co-researchers and myself have had to explore new ways of 

defining the process of observation and reflection to increase our knowledge and 

understanding of past practice. The research process involves risk as it is a joint 

exploratory process and it is problem solving and open-ended, that seeks 

differences, contradictions, possibilities and questions and that includes varying 

viewpoints. This leads to the research group's own identification of a number of 

new understandings about a fairer assessment of children's learning, development 

and attainment in relation to the data we collected in the past. 

I support the idea that a dialogue of equals can foster both processes of 

professional and personal development. By collectively pursuing my research with 

a group of experienced and creative practitioners 1 am involved in active, open-
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ended and vigorous reflection upon our woric and its consequences and I am able 

to draw upon our individual and mutual experiential resources. I find it an attractive 

and very challenging process because it has to do not only with the production of 

educational knowledge for its own sake (though it has a contribution to make in 

that respect), nor with identifying the technical improvements to our job (though it 

can help us understand the preconditions of good practicej; it also has to do with 

emancipation (McNiff e ta l ,1992:ix). 

To pursue the idea of critical collaborative reflection 1 adapt the method of memory 

work developed by Lomax & Evans from the original works of Haug (1987) and 

Crawford (1992). Lomax and Evans write that: 

Memory work is particularly appropriate for self-study as it is only possible 
if the 'object' and 'subject' of the research are the same, where the object of 
the research becomes the researcher Memory work is a method for a 
collective investigation of experience, where each member of the group can 
draw upon their own experience in order to help another understand hers 
better {Lomax & Evans, 1996:139). 

I use the research techniques of memory work and fictionalised story together to 

explore the data because they provide strong ethical safeguards for dealing with 

sensitive data so that respect for persons and respect for the integrity of their acts 

is emphasised. Because I have focused on real events, I have adopted the 

practice of using fictionalised story as an appropriate way of dealing with ethical 

issues of anonymity and confidentiality. Also it provides opportunities to validate 

aspects of my work through triangulation by sharing it with different audiences and 

enables a collective group investigation of my experiences and my actions during 

the investigation (an inter-subjective and intra subjective dialectic) (Lomax, 1999:5 

&Schratz, 1994). 

This shared discourse fits in with ideas of Schon (1991) who writes: 

In all forms of intervention research, and especially in collaborative self-
study, reflection-in-action is centrally important to the process of bringing to 
the surface and testing alternative accounts of reality (Schratz, 1991:353). 
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Also Schratz (1994) justifies the use of memory work as collective self-reflection 

within action research and says that: 

Reflection processes rely a lot on how practitioners remember certain 
actions and how they evaluate them with a view towards changing future 
patterns of behaviour Underlying this 'theory-in-action' is that anything a 
person remembers constitutes a relevant trace in his or her construction of 
personal and/or professional self Remembering actions, episodes from the 
past make certain aspects of those processes accessible. Using memory 
work as a collective research method helps in uncovering the hidden 
aspects in the way a person evaluates his or her own actions (Schratz, 
1994:2). 

I explore the way that I uncover the hidden aspects and meanings of my research 

in a paper (Follows, 1999) that introduces my idea of representing my research 

through a visual metaphor of a multi-layered jigsaw puzzle, in analysing layers of 

professional knowledge in an infant school context. I use memory-work to reveal 

the processes by which I construct my sense of self by uncovering successive 

layers of significance in the concept of a fairer assessment in personal accounts 

through creating this particular and very personal representation for my research 

(Lomax, 2000&1999 & Eisner, 1997 &1993). 

A s my research is an education action research case study I am not expecting to 

generalise in a scientific way, instead I am creating educational knowledge that is 

specific to a given context and practice, and which may be transferable if taken up 

by practitioners and policy makers. By examining Bassey's views on the 

problematic of generalisation in educational research and his concept of fuzzy 

logic I realise the in-built uncertainty or the fuzzy generalisation of the findings of 

my work but I feel that I can transform my research findings into fuzzy predictions 

that may help teachers and policy makers to improve the assessment techniques 

that enhance the learning opportunities for young children and therefore improve 

educational standards (Bassey, 2001: 3). Golby & Parrott (1999:27) express 

practitioner knowledge in a slightly different way by stating the necessary 

eclecticism of practitioner research and importance of recognising the holistic aim 
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of understanding tlie individual case and recognising the values inherent in 

practice. This eclecticism is important to me, as the research techniques that I use 

ih each chapter are different. Also the creation of transferable practitioner 

educational knowledge closely follows the fundamental principle of action research 

,{Guba, 1999:xi). 

Chapter 3: Learning from children's work: exploring the evidence 

In this chapter I describe and explain how teachers assess children's work and 

make judgements about their learning, development and attainment. This chapter 

shows how teacher assessment happens in practice. To do this i draw on data 

from three infant classes, which are real life settings. I examine young children's 

learning, development and attainment, by using actual work of children, which was 

produced during the three-year period 1994-1997. Like Hutchin (1996:74) I use 

children's drawings and emergent writing, as concrete examples, to show children 

developing over time, as I want to show a picture of each child's learning, 

development and attainment. 

I frame the chapter by adopting the action reflection process in which cycles 

explicate meanings about a fair assessment of young children's learning, 

development and attainment through looking at their work-. This chapter attempts 

to show the development of my own learning and understanding in the process of 

deconstructing my own infant practice and making it explicit to others. My research 

is in contrast to other researchers (Gipps, McCullum & Brown, 1996) who have 

sought to access the minds of primary school teachers to find out their preferred 

teaching approaches and styles and their strategies for the assessment of 

children's learning. 

I represent the data of the children's work by making a storybook. I adapt the book 

making approach as a way of representing and sharing the data for further 
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collective analysis. I choose this form of representation because making 

storybooks is an integral part of infant school practice (HMSO, 1975:par5.22; 

Hutchih, 1996:82-88). The children at Oak Tree Infant School (fictional name) 

made storybooks about topics like cooking bread or made up imaginary stories 

themselves as main characters. The ten class teachers made the books with the 

children using their pictures and their version of events for the text. 

I use the idea of two children making a storybook about themselves so as to 

provide a visual and chronological representation of their work. The storybook that 

I make is an example of a fictionalised story, because Polly and Robert (fictional 

names) did not make the book with me. Although I construct the book from their 

real work, so their actual work is included in the story. I write an introduction to the 

book to provide some general information about Polly and Robert and I construct 

the text to accompany each pair of examples of their work, to clearly explain the 

assessment process as it takes place in the classroom, around the definition of 

assessment by Drummond (2003 & 1993:24): 

What is there to see? 

How best can we understand what we see? 

How can we put our understanding to good use? 

Chapter 4: Learning from the Infant curriculum: exploring the evidence 

This chapter shows one experienced infant teacher/ head teacher's practice by 

using different examples of her work when following a prescribed National 

Curriculum for Key Stages 1&2 (2000, 1997 & 1988) and Curriculum Guidance for 

the Foundation Stage (2000, 1999 & 1997) with standardised assessment 

procedures. It offers an insight into a range of activities present in an infant 

classroom/school and shows the realities of classroom life. I examine the impact of 
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both the curriculum and types of assessment on children's learning. I draw on the 

works of James & Gipps (1998) who conclude that: 

Instead of raising standards by deepening learning. National Cumculum 
Assessment could actually lower standards by nan-owing students' learning 
to a limited range of skills learned in a superficial way. There is already 
evidence that this could be happening in some schools (Broadfoot et al, 
1998) which does not bode well for ihe kind of leamers we need for the 
millennium (James & Gipps, 1998:291) 

Like Gipps, Mc Galium & Hargreaves (2000) I show that teaching is a diverse and 

complex activity with no clear rules except that teachers should teach and each 

child should learn. The purpose of this chapter is to unpack it and explain some of 

the strategies used by an experienced teacher in her work to explore the blend of 

theory and practice (Hayes, 2000:v). 

In this chapter I explore the two broad connected issues of teaching and learning 

and attempt to address Woods key fundamental questions: 

What should we teach? 

How should we teach it and in what context? How and what do children 
learn? 
Or what is the nature of learning? 
How is children's learning assessed? 
Or how should we assess children's educational experiences? 
(Woods, 1996:xi). 

I look at the key questions about infant school teaching: 

How do (good) teachers teach? 
What are the teaching strategies they use? 
How do they build assessment and feedback into the teaching/ learning 
cycle? (Gipps, McCallum & Hargreaves, 2000) 

My research is in contrast to Gipps, McCallum & Hargreaves who sought to 

describe a range of teaching, assessment and feedback practice used in primary 

classrooms in order to find out what makes a good primary school teacher and as 

the research was carried out in 1997 maybe their work was subsumed under or 

written in relation to determining the standards or competences for the advanced 

skills teacher status that was introduced by the D/EE. I explore the possibilities to 
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find out tine important issues of teacliing and learning that may contribute to a 

fairer assessment of children's learning, development and attainrhent. 

I adapt Mohammed's (1998) use of the educational metaphor of cameos for 

representing qualitative data to recount and discuss significant moments of rhy 

teaching, and to engage with others in a discussion of the issues that will lead me 

to develop my emerging theories further. I write and rewrite a series of 

interconnected cameos and I frame the chapter by adopting the action reflection 

process in which cycles explicate meanings about a fairer assessment of young 

children's learning, development and attainment through looking at the infant 

curriculum. The chapter also atteriipts to show the development in my own 

learning and understanding in the process of deconstructing my own infant school 

practice and making it explicit to others. 

Chapter 5: Learning from assessment and pupli data: exploring the evidence 

In this chapter I describe how value-added analysis happens in practice. To do this 

I draw on data from a school self-evaluation project at the case study infant school 

(1995-1997) that I co-ordinated as head teacher. I adapt the techniques used in 

the National Value-added System (Fitz-Gibbon, 1997) to examine the value-added 

possibilities between entry into school (reception) and end of K S l (year 2). I 

consider 4 cohorts of children who were admitted into school 1991-1994 and I use 

four main factors that are baseline assessment and K S l SATs results, aspects of 

school context and pupil background, as I want to explore effects on children's 

achievement. I draw on the works of researchers who examine the effects of 

school intake on educational attainment (Nuttall, 1990 & Mortimore et al 1988) and 

Hillman (1996) who writes that: 

The gap between schools in advantaged and disadvantaged areas is wide 
and increasing (Hillman, 1996:1) 
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The issue of poverty and schools is revisited by Maden (2001), Davies (2000) & 

Department for Catholic Education (1999). 

1 frame the chapter by adopting an action reflection process in which cycles 

explicate meanings about a fairer assessment of children's learning, development 

and attainment through looking at assessment and pupil data. I attempt to show 

the development in my own learning in the process of deconstructing my own past 

practice and making it explicit to others. My research differs from other 

researchers (Strand, 1997; Institute of Education, 1997; Goldstein e ta l , 2000) who 

all made external statistical analyses and evaluation of schools and young children 

as they considered a value-added approach to be a fairer way of comparing 

schools. My research innovatively considers a value-added approach as a means 

to a fairer assessrnent within and of one infant school (Follows et al, 1997). 

Chapters: Learning from Ofsted: exploring the evidence 

In this chapter I describe and explain how Ofsted inspectors assess the 

educational standards achieved by children at infant school and make judgements 

about their attainment and progress, when working within the Ofsted Framework 

1995. I show how Ofsted happens in practice (a real life setting) and 1 illustrate 

how one head teacher tells her own story. I draw on data from the three stages of 

the Ofsted inspection process at one infant school that took place 1996-1997, 

rather than the three-day event (January 1997). 

I frame the chapter by adopting the action reflection process in which cycles 

explicate meanings about a fairer assessment of young children's learning, 

developnhent and attainment through looking at the Ofsted inspection process. 

Also this chapter attempts to show the development in my own learning and 

understanding in the process of deconstructing my own infant practice and making 

it explicit to others. My research contrasts with other researchers (Ferguson, 2000; 
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Macbeath, 1999; Cullingford, 1999 and Earley, 1998;) who have written about 

and evaluated the role of Ofsted, particularly as it relates to school improvement 

and raising standards. 

Tomlinson (1999) presents: 

The stories and struggles of head teachers today as a legitimate 
methodology and an alternative, richer understanding than the essentially 
conservative and debilitating notion of the all-powerful visionary leader. 
(Tomlinson, 1999:xi) 

Also Macbeath (1999) recognises the importance for schools to give their own 

account of their achievements and experiences in order to come to know 

themselves. Macbeath writes that; 

The 'story is powerful because it is crucial to recognise that schools have a 
history, a unique cast of characters and a nanrativethat unfolds overtime in 
unanticipated directions (Macbeath, 1999:2). 

I represent the data by using fictionalised story and I did it in two stages. First I 

write a chronological and factual account that was cross-referenced with related 

documentation and supported by diary extracts and records of conversations with 

personal and professional colleagues. I write about the events involving the people 

directly involved with Oak Tree Infant School (the school staff, the parents and 

children, the governors and Park LEA personnel) and the Ofsted team, HMl's and 

the School Improvement Team. 

Second I write a fictionalised account by adapting a children's story that the 

children and I had enjoyed in a variety of situations at Oak Tree Infant School. 1 

choose the children's story After the Storm (Butterworth,1993) as the fictional 

context in which to set the Ofsted experience. The title, the story line and the 

central character have no significance, but there are numerous animal and bird 

characters with neutral characters that I can borrow. It is very important for the 

research group to focus on the events in the Ofsted process rather than the 

personalities as we need to critically examine the situation and the issues it throws 

up, not the individuals involved. 
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Chapter 7: Creating a living educational theory about educational 
assessment in the infant years 

At this stage in the research journey through the hidden world of an infant school 

head teacher, it isn't so much that I nearly reach the destination but that along the 

way of this complex and wide ranging journey, 1 touch the emotional heart of my 

teaching. It is a statement of a passionate belief in a more optimistic educational 

future for young children. 

This chapter is the overall conclusion to the thesis and follows chapters in which I 

begin to explicate and understand the inter-linking and emerging dimensions of a 

fairer assessment in my own evolving conceptual model as I create my own living 

education theory. In the Summary of Research (p2) 1 wrote about my concern for 

the rationality and justice of the assessment practices throughout my headship 

and at the beginning of the enquiry I found myself spending a lot of time wondering 

about fairness in educational assessment. This was not speculation, but a definite 

and naive sense that there must be somewhere out there something that conforms 

to a better or even an ideal approach to educational assessment so that it is a fair 

assessment. 

What do I mean by a fair assessment? I very quickly ask myself three further 

questions: 

• Can there ever be such a thing as a fair assessment? A s the research 

process develops I realise that the topic appears to be increasingly 

complex and maybe the notion too simplistic, but by exploring the tensions, 

dilemmas, contradictions and possibly the ambiguities within and between 

the dimensions of educational assessment I can realistically look for a 

fairer assessment 
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0 Am I exploring assessment or testing? i explore both, as the statutory 

National Curriculum Assessment (NCA) procedures include both teacher 

assessment and standardised testing or performance assessment 

• Am I exploring attainment or learning and development? I explore all three, 

as N C A requires teachers to look at children's attainment at the end of a 

Key Stage as well as their progress from entry into school to the end of a 

Key Stage. I look at how much children learn (progress or achieve) and 

how it is measured over a period of three years, but more importantly 1 look 

at the. quality of children's learning and their accomplishments in a positive 

way by using a holistic approach to assessment. 

What will I learn about a fairer assessment of children's learning, 

development and attainment? 

My evolving conceptual model of a fairer assessment seems to be determined by 

five broad characteristics, that include: 

1. An understanding of and a commitment to the issues of social justice, 

fairness, ethics and equity in education 

2. A respect for the rights (entitlements) and interests of all children that 

recognises the uniqueness of the individual child 

3. A realisation of the forms and purposes of classroom assessment for 

learning that are integral to and support and enhance the teaching and 

learning process, rather than assessment of learning, which is measured 

against expected standards of performance in NC tests 

4. A holistic view of assessment and a broad view of child development, that 

celebrates achievement of the whole child, and 
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5. The positive use of school assessment is central to the commitment to 

equity and justice for all children In the wider context that is both 

inside/outside the school. 

I base the five characteristics for a fa/rer assessment on three questions: 

Where does assessment come from? (1,2) 

What, how, when and where assessment happens? (3,4), and 

How is assessment used? (5) 

Original claims to knowledge 

I am able to offer the thesis as my original contribution to educational knowledge, 

the process of coming to l<now, as I describe my conceptual model of a fairer 

assessment of children's learning, development and attainment as a living 

educational theory (Whitehead, 1993). 

Wly research offers: 

a. An unconventional perspective from a practitioner-researcher using genuine 

infant head teacher/ teacher experiences 

b. Additional case study information about the effects of educational 

assessment on teaching and learning in the infant school context 

c. An original action research methodology that facilitates a critical 

collaborative reflective look at professional practice through using self-study 

and memory work 

d. A thoughtful critique of educational policy and practice that is potentially 

disadvantaging and harmful to young children 

e. A presentation of educational assessment both as an integral part of the 

infant school curriculum and as a result of the politics of education. 
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Chapter 1 

The Debate on Educational Assessment: 
Reviewing the Literature 
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Chapter 1 

The Debate on Educational Assessment: reviewing the literature 

Purpose of chapter 

In this chapter I critically review the forever changing, diverse and complex 

landscape of educational assessment and its impact on young children's learning 

and teachers' teaching. Educational assessment has been central to the debate 

about raising standards since the introduction of the National Curriculum and its 

testing apparatus in 1988 and the introduction of the national assessment 

programme 1991 at the end of Key Stage 1 for children 6-7 years (Hutchison & 

Schagen, 1994). The assessment of educational performance has become one of 

the most significant areas of interest in educational policy development woridwide. 

Official assessment procedures and techniques are commissioned and sanctioned 

to provide hard evidence on which governments, parents and the media evaluate 

educational policies and hold schools to account (Filer & Pollard, 2000). 

I examine local and national perspectives of educational assessment by exploring 

the historical, cultural and political contexts within which they are worked out. I 

engage with alternative viewpoints (Black et al, 2003; Dann, 2002; D/EE, 1999, 

1995 &1988; Filer & Pollard, 2000; Davis 1999; Black, 1998; Murphy & Broadfoot, 

1995; Gipps, 1994 & 1991; Gipps & Murphy, 1994; Drummond, 2003 & 1993; 

Conner 1991). I analyse a number of assessment schemes and explore whether 

they measure up to what they are supposed to accomplish, as this is peri:inent to 

debates about the rationality and justice of assessment practices and policy that 

are central to my research. 

This chapter starts with a story to show how National Curriculum Key Stage 1 

assessment happens in school. It is a genuine story and shows how one class 

teacher attempts to translate national policy into meaningful classroom practice. 1 

23 



use storytelling as my main research investigative tool as it helps to give meaning 

to my professional life and experiences (Atkinson, 1998). A s a member of a 

research group I shared stories that then triggered a story from another member. 

Often, on hearing a story, we remembered a forgotten experience. Stories 

provided inspiration, and fresh ideas or confirmed old ones. W e also gained an 

understanding of another person's experience through their story, as it involved us 

in events from the frame of reference of the teller. Atkinson suggests that, in telling 

a story, we increase our understanding and knowledge of ourselves, deepening 

-the meaning .In our .lives through reflection and putting our experiences Jn a forin 

that can be understood by others. Also Wilkins (2000b) suggests that stories are 

pari: of our natural dialogue and interaction. He frames the process of storytelling 

in research as having a number of stages, which are a means to access tacit 

knowledge or as being a largely intra-psychic process that can be mediated and 

modified by others.^ 

It woi' the^ mCddXe^ of May; tvme^ marked M V Miifetn '̂ emd^ 
prCmcuy KhocU- cond/ dowyu the/ ayvwtry hy hJatConcd/ 
CiM-rtculoim/Xey SUi^l StoAxda^^d'A^fie^^me^Tco^ WCKSl ' 
SATy]... 

(See Appendix 2:p385-391 for the complete story). 

The Origins of Educational Assessment 

The terms assessment, testing and exam conjure all sorts of images in most 

people's minds. Often these memories are tinged with apprehension and the 

feeling of failure. Assessment for many of us has been an emotional experience. 

' Cross reference Chapter^2 Accessing Tacit Knowledge of infant School Practice: A methodology. 
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and therefore many infant teachers in school reject having to face children with 

such experiences too early in their lives (Follows, 1996; Conner, 1991). In addition 

to the emotional nature of assessment, Satterly (1989) suggests that there are two 

contrasting interpretations of assessment: 

First tiiere is a fiard-nosed objectivity of an obsession with the 
measurement of performances (many of which are assumed to be relatively 
trivial) and an increasingly technical vocabulary, which defies most teachers 
save for the determined few with time on their hands. Secondly, and to 
many others, assessrnent presents a very different face as the means by 
which schools and teachers- sort out children for occupations of different 
status and remuneration in a hierarchical ordered society (Satterly, 1989:1). 

Each of these views of assessment - as an objective measurement, as a means of 

social classification and as an emotive experience is surprising when you discover 

the roots of the word assessment. Satterly traces assessment to the Latin assidere 

meaning to sit beside. Sitting beside children suggests a close relationship and a 

sharing of experience. If you combine assessment with education, which can be 

traced back to the Latin educare meaning to bring out, then educational 

assessment should be seen: 

As the sitting beside the child and bringing out the potential that exists 
within them, creating an opporiunity for them to demonstrate what they are 
able to do (Conner 1991: xi). 

Given such a scenario, assessment in education becomes a positive experience, a 

fundamental feature of teaching and successful learning. A s an infant head 

teacher I strongly followed Conner's definition of assessment and used it as the 

underiying principle for the assessment of children's learning in my school. I used 

the definition of educational assessment as the introductory statement for both the 

school's teaching and learning and assessment policies.^ 

Teachers frequently pose three questions on in-service courses on assessment: 

• What is assessment? 
• Why do we do it? 
• Who is it for? 

(Conner, 1991:1). 

^ Cross-reference Chapter..3 Learning From Children's Wori<: exploring the evidence. 
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The variety of answers produced is an indication of the age we presently live and 

work in. That is, the age of accountability, where testing and assessment are 

central procedures for establishing and monitoring that accountability process. 

Furthermore, some educationalists believe that primary schools in the past, prior 

to the introduction of the National Curriculum, have not been particularly effective 

in this area. This is derhonstrated by the comment from the Chief HMl Eric Bolton: 

In secondary education itiere is a long history of debate of practice in 
respect of both curriculunr) and examinations. Neither is true of primary 
education. It is still difficult to identify sufficient common ground or at least a 
common language to begin to discuss the primary curriculum nationally, let 
alone carry out the kind of scrutiny and development required to establish a 
primary curricular framework and agree objectives. (Bolton, 1985:36). 

This viewpoint can be shown by the ongoing debate about the rigidity and 

appropriateness of the National Curriculurti, Literacy and Numeracy Strategies for 

all children up and down the country and the greater freedom allowed in the 

government strategy 'Excellence and Enjoyment' (D/ES, 2003) that reaffirms the 

government's commitment to achieving high standards through testing and 

teacher assessment whilst at the same time recognising that learning can and 

should be fun (Primary School Teacher, 2003). 

Nevertheless, Satterly and many others (Black et al, 2003; Black & Wiliam, 1998; 

Clarke, 1998; Hutchin, 1996; Drummond, 2003 & 1993) reiterate that assessment 

and testing should not be seen as an immediate response to such critical 

comments, but as a central feature of the teaching and learning process. By 

careful consideration of assessment procedures teachers are able to improve and 

enhance children's learning as well as satisfy the demands of accountability. 

What is assessment? 

There is often confusion about the terms assessment, evaluation, appraisal, 

testing and accountability. All these terms are part of the education assessment 
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landscape and are included in the definition of assessment by the Task Group on 

Assessment and Testing (DES, 1988), where they describe assessment as: 

A general term enhancing all methods customarily used to appraise 
performance of individual pupils or a group. It may refer to a broad 
appraisal including many sources of evidence and many aspects of pupil's 
l<nowledge, understanding, skills and attitudes; or to a particular occasion or 
instalment. An assessment instrument may be any method or procedure, 
formal or informal, for producing information about pupils, e.g. a written test 
paper, interview schedule, a measurement task using equipment, or class 
quiz. (DES, 1988: Preface and Glossary). 

Ainscow (1988) argues that confusion amongst teachers about the nature and 

purpose of assessment is primarily as a result of the varied intentions associated 

with any assessment activity. Ainscow suggests that assessment can be to do 

with: 

Providing information for colleagues, recording work carried out by pupils, 
giving gt-ades or marks, helping pupils review their learning, evaluating the 
effectiveness of teaching, helping teachers to plan the identification of 
pupils experiencing difficulties, infonvation for others outside the school 
(e.g. parents, LEA and employers (Ainscow, 1988:151). 

With a variety of potential purposes it is inevitable that the appropriateness of 

assessment procedure will be influenced by the original purpose of assessment 

and the intended audience(s) of the results, together with the relationship and 

effect on each other. Ainscow emphasises the necessity of considering two 

fundamental questions: What information is needed? Who needs to know? 

TGAT(1988) state that assessment of children's work has four main purposes: 

• To provide pupils with an indication of their individual achievements and 

progress. 

• To help the teacher identify areas of strength and weakness In learning and 

adjust subsequent teaching in the light of this 

• To enable pupils to evaluate ways in which they can improve 

• To show others what standards of work have been achieved. 

(TGAT, 1988:7). 
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Thomas (1990) suggests that assessment in primary schools in the past, prior to 

the National Curriculum, has taken three forms - informal assessment, formal 

processes or tests and summary assessment. Informal assessment is that which 

is continually collected in the course of daily teaching. A s Bentley and Wlalvern 

.comment: 

Teachers make assessment all the time sometimes they are full and formal, 
resulting in a mark, a grade or a certificate. But they are often a matter of 
the moment, a check as to who is keeping up the work, and the reward is 
no more than a smile or a frown, a nod of the head or an encouraging 
word.... in our view, assessing is part and parcel of the teachers' service to 
pupils, not merely as notification and reward, but as a direct contribution to 
the children's growing awareness and appreciation of themselves. 
(Bentley and Malvern, 1983) 

The second kind of assessment identified by Thomas describes the more formal 

assessment as tests undertaken by children, which are devised and set by the 

teacher, or by people who may have never seen or worked with the children. He 

suggests that: 

When they are set, the teacher and the children know that the occasion is 
special in that the process of teaching is abandoned for the time being. The 
children must rely on their own resources and expect no help. 
(Thomas, 1990:26). 

Some of these procedures are likely to be standardised either by the format 

undertaken in a personalised manner, or the result being compared with a group 

chosen to be representative of a wider population of children of similar age or 

aptitude. 

The final category identified by Thomas describes those attempts to draw together 

perceptions of children's progress over time, i.e. over a week, a term, or a year-

arid then these are entered into some kind of record. Thomas also offers an 

additional category that arises from the development of the National Curriculum 

assessment. The standard assessment of the National Curriculum, he suggests: 

Ought not to look like tests to the children and should, like teachers' 
informal assessments, be concerned with identifying what children can 
do...In some ways they may look like mini-schemes of work. They will be 
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standardised in tfie sense tiiat tfiey siiould be presented and marl<ed in 
prescribed ways. (Thomas, 1990:27) 

Further detail as to exactly what is included in assessment comes from Macintosh 

and Hale (1976) who suggest that teaching and assessment are inseparable and 

include all or some of the following- diagnosis, guidance, grading, selection, 

prediction and evaluation. 

Since the National Curriculum began assessment in the classroom has gradually 

evolved from the cumbersome, relatively meaningless tick systems and evidence 

collections to a situation where researchers and teacher have learnt a great deal 

about the power of formative assessment practices in affecting and improving 

children's learning. (Clarke, 2005 & 2003; Gipps, McCallum & Hargreaves, 

2000:6), Assessment definitions and purposes have been clarified further to 

consist of two main areas summative and formative. The two updated diagrams 

below outline the basic ingredients of both types of assessment (Clarke, 

1998:4&10). 
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Figure 1.1. Summative assessment (snapshot testing which establishes 
what a child can do at that time) 

Strategy Purpose 
National statutory tasks and test: 
externally produced, national tests taken at 
the end of each key stage 

To enable pupils' and schools' performance 
to be compared, so that standards can be 
identified and targets set for improvement 

National non-statutory tests: externally 
.produced tests {QCA), to be voluntarily 
administered at the end of yearsS, 4&5 

To provide an opportunity for schools to keep 
track of children's progress and teacher" 
expectation 

Baseline tests: National Baseline Scheme, 
LEA or commercially produced tests applied 
to children on entry to school, ranging from 
observation of children's behaviour to specific 
oral or activity items. Now Foundation Stage 
Profile completed at end year R (2003). 

To establish the child's abilities at the 
beginning of their education, so that 
subsequent achievement can be compared 
and measured against actual improvement. 
They can also be used formatively, to identify 
weaknesses and strengths and provide 
appropriate teaming experiences for 
individual children 

Commercially produced tests: Purchased 
independently by schools, these tests are 
controlled by publishers 

To enable school to monitor progress through 
summative means at different points in the 
key stage 

School tests: In-house tests written by 
teachers, usually' end of module' tests, used 
at the end of a taught unit to establish 
general attainment or arrive at interim level 
judgements (against the statutory level 
descriptors) 

Schools use these to make end of key stage 
levelling easier and to monitor progress 
between key stages. 

Class tests: created by individual teachers 
and used in day-to-day lessons (mental 
number tests) 

To improve children's mental recall and 
establish what they have remembered or 
learnt so far 

End of Key Stage Teacher Assessment: 
Year 2 and year 6 teachers decide a level for 
each child's attainment in the core subjects, 
using the criteria of the level descriptors and 
using professional iudgement 

To provide parallel information to parents to 
accompany test results 
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Figure 1.2. Formative Assessment (day-to-day ongoing assessment based 
on iiow well children fulfil learning intentions, providing feedback and 
involving children In Improving their learning) 

Strategy Purpose 
Planning Ensures clear learning intentions, 

differentiation and appropriate delivery of the 
national curriculum; short term plans show 
how assessment affects next steps by the 
development of activities and contain 
assessment notes on children who need 
more help or more challenge 

Shared learning intentions: with children 
(for every task) 

Ensures pupil, is focused on the purpose of 
the task, encourages pupil involvement and 
comment on own learning; keeps teacher 
clear about learning intentions 

Pupil self-avaluation: children are trained to 
evaluate their own achievements against the 
learning intention (and possibly beyond), in 
oral or written form. 

Empowers the child to realise his own 
learning needs and to have control over 
future targets; provides the teacher with more 
assessment information- the child's 
perspective 

Marking: must reflect learning intention of 
task to be useful and provide ongoing record; 
can be oral or written 

Tracks progress diagnostically, informs child 
of successes and weaknesses and provides 
clear targets for improvement 

Target setting: for individuals over time for 
ongoing aspects- e.g. reading and writing 

Ensures pupil motivation and involvement in 
progress; raises achievement; keeps teacher 
informed of individual needs; provides a full 
record 

Record of achievement: vehicle for 
celebrating achievements of which child is 
proud or teacher believes are significant 
(refers to products and events for physical, 
social, attitude and conceptual achievement; 
does not compare children but focuses on 
individual progress, often unrelated to 
learning intentions) 

Celebrates all aspects of achievement, 
provides motivation and self-esteem thus 
enabling pupil to achieve academic success 
more readily; provides overall progress 
'picture', although does not aim to track 
National Curriculum. 

Why Do Assessment? 

During the mid 1980's, just before Education Reform Act (ERA) 1988, many LEAs 

and teachers up and down the country were grappling with this question and were 

required to document their conclusions and I cite two examples from the London 

Borough of Croydon (1986): 

First assessment lielps teactiers to decide wiiat our next steps concerning 
your ctiild's learning ought to be. Second assessment makes helpful 
comparisons with other children of similar age and abilities and with the 
individual pupils own capacity to succeed. Third assessment identifies 
difficulties. 

and the London Borough of Hillingdon (1988) 
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Assessment can further improve the effectiveness of the learning situation 
by presenting a positive feedback to pupils and providing information 
necessary to ensure continuity at all stages. 

Thomas (1990:29) identifies four main purposes of assessment: 

• To inform the current teacher and to enable her to decide what a child 

should do next, 

• To inform children about their own progress and 

• To inform others about the progress of individual children (parents, next 

teachers, educational psychologist). 

• To provide information for the public. 

With relation to the first purpose Thomas emphasises that assessment is a highly 

skilled and complex activity and careful assessment helps teachers make 

appropriate decisions more effectively. The second recognises the important role 

of the learner in his/her own assessment as children do take responsibility for their 

own learning, understand what is required of them, can set their own realistic 

goals, evaluate their own performance in the light of them, be self-motivated and 

that all important ownership is improved (Hewett & Bennett, 1989). The third 

purpose of informing others, parents in particular, is highlighted in the ILEA 

Report, Improving Primary Schools (1985) which clearly states that parents require 

assessment information of two main kinds: 

When parents ask teachers how their children are getting on they often 
have two different questions in mind. They want to know whether their child 
is working well and making progress of which he/she seems capable. They 
also want to know how their child is getting in compared with others of 
about the same age. Teachers' inclinations are to answer the first question 
but to be less interested in or even fearful of the consequences of 
answering the second. They may think that the parents want to push their 
child on unsuitably, or that they will be wrongly depressed if the child is, in 
some sense, slower than his or her contemporaries (LEA,1985:par.2.55). 

The fourth purpose of assessment identified by Thomas requires you to move on 

to the final question - Who is the information for? 
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Who Is Assessment For? 

Thomas highlights the argument for the use of assessment for external 

accountability purposes in that assessment should provide elected members and 

possibly the public with information about the quality of education in the LEA. 

Assessment should provide information that will help in the transfer of pupils from 

primary to secondary school. Assessment should identify school with 

unsatisfactory achievements. Assessment should influence teaching and identity 

children who are failing and who need help (Ofsted, 2000:74). 

It is possible to take this set of three questions further by relating w/jy we assess 

to what and how we assess. ^ Black (1989), Duncan and Dunn (1985) were just 

two of many to document the important aspects of assessment practice. 

What do we assess? 

• Acquisition of knowledge, concepts and skills 

• Ability to apply the above in new situations 

• Communication skills 

• Attitudes 

How do we assess? 

• Through observation. 

• Through oral work. 

• Through written work. 

• Through testing. 

Duncan and Dunn go on to explain that the usual forms of assessment include 

some or all of the following: 

« Children's activities: written, pictorial, oral, aural activities, performance 

activities, self-assessment and profiles. 

^ Cross Reference Chapter 3 Learning From Children's Work: exploring the evidence. 
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9 Teachers' activities: informal assessment, formal assessment, tests etc 

observation. 

Thomas (1990) confirms that assessment should not be seen as an isolated 

activity. It is essential element of teaching and learning and contributes to the 

effectiveness of the school. Assessment is an ongoing process and an integrated 

part of an educational experience of each child. It is through careful selection of 

learning experiences and decisions about the most appropriate means of 

monitoring those experiences that progress is maintained. This is reiterated by 

Ainscow (1988) who sees assessment as a continuous process of gathering and 

reviewing information in order to help pupils succeed in the classroom. During the 

1990s many researchers explored the relationship between assessment and 

learning in the social world of the classroom. They continued to promote 

assessment for learning and saw it as improving the learning process (Black et al, 

2003; Drummond, 2003 & 1993; Dann, 2002: Filer & Pollard, 2000: Gipps, 1999: 

Assessment Reform Group, 2002, 1999 & 1998: Black & Wiliam, 1998: Wlurphy & 

Broadfoot, 1995). 

Whilst studying for an M.Ed Kingston University 1989-1991 I carried out a twelve

month investigation of the assessment procedures at Oak Tree Infant School and 

reported that they were under review. The Year 2 teachers were able to use their 

expertise, gained during the NC K S l teacher assessment period, to successfully 

support the development of continuous assessment procedures throughout the 

school. I showed that when teachers established a routine for considering how 

assessment became a regular feature of their planning it contributed significantly 

to children's progress and improved the quality of learning provided by the school 

as a whole (Follows, 1991). 

My findings confirmed those recognised in the Gulbenkian Report (1982), which 

suggested that: 

34 



The form and method of assessment should vary with the activity and type 
of information sought. Assessment of pupils is not, nor can be, statements 
of absolute ability. They are statements of achievements within the 
framework of educational opportunities that have actually been provided. To 
some degree every assessment of a pupil is also an assessment of the 
teachers and the school (par. 130). 

The Gulbenkian Report argues that schools need to constantly review the quality 

of their education provision and their method of work, that is, to engage in a 

process of educational evaluation that is seen as: 

A more general process than assessment in that it looks beyond the pupil to 
the style, the materials and the circumstances of teaching and learning. If 
teachers need to assess pupils they also need to evaluate their own 
practice. Although they have different purposes, assessment and evaluation 
are obviously linked. Teachers and pupils alike need infonvation on each 
other's activities and perceptions of their work together is to advance. 
Assessment and evaluation should provide this as a basis for informed 
description and intelligent judgement... (ibid., par. 131). 

I wonder if the researchers at that time could have predicted the plethora of work 

that was continuous throughout the I990's, and the detrimental effect on schools, 

the teaching profession and children's education from Ofsted, Effective School 

project, government policy and media pressure. It is only as I write this chapter 

that the national emphasis is changing from effective school model (Rutter et al, 

1979; Mortimore et al 1988a)) as judged by external means to the process of 

improving schools from within by self-evaluation (Ofsted 2005, 2003, 2000; 

Headington, 2003; Pascal et al. Effective Early Learning Programme (EEL), 1995). 

Also I remember eariy in my research grappling with the notion of attainment in 

isolation from whole child development and progress over time and preferring the 

positive notion of young children achieving particulariy at the beginning of formal 

education (Follows, 1997). Nevertheless, I appreciate the interrelationship 

between teaching and learning, evaluation and assessment, as follows: 

• Assessment is a central feature of the teaching and learning process. 

• Assessment is part of the continual evaluation of the effectiveness of the 

school. 
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• Assessment is part of the accountability process. 

By implication it means that planning for assessment requires consideration of 

national and local expectations as well as immediate school needs and the 

concerns of individual children, if an appropriate assessment structure is to be 

.established. The importance of these issues has become more prominent with the 

introduction of the National Curriculum and its associated procedures for 

assessment and testing. 

Assessment, Testing and the National Curriculum Key Stage 1 

The political focus and a large professional pre-occupation since the E R A 1988 

has been the introduction of the National Curriculum and specifically the 

Government's proposals that children should be formally assessed or tested at 

ages 7,11,14 and 16. The main purpose is to provide a framework for the 

assessment of children's achievements and the means for the assessment of 

teachers and the making of statements about the effectiveness of individual 

schools. The Task Group Report on Assessment and Testing for the National 

Curriculum (TGAT; 1988:3) identified four purposes for the national assessment. 

The purposes are: 

• Formative, so that positive achievements may be recognised and discussed 

and the appropriate next steps may be planned. 

• Diagnostic, through which learning difficulties may be scrutinised and 

classified so that appropriate remedial help and guidance can be given. 

• Summative, for the recording of overall achievement of a pupil in a 

systematic way. 

« Evaluative, by means of which some aspects, of the work of the school or 

LEA or other discrete part of the service can be assessed and/or reported 

upon. 
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The report endorses many of the issues raised earlier in the chapter, and a 

central feature of the report is that assessnnent should be seen as formative, that 

it should provide information to the teacher which influences the organisation and 

structure for future learning both for the individual child and the class as a whole. 

This is in contrast to summative assessment, which is of less importance, since 

formative assessment is more likely to contribute to extending the learning 

process, th is important point is confirmed by Lincoln, Guba and Qualter (1988) 

and many others (Assessment Reform Group, 2003, 1999 &1998; Black & Wiliam, 

1998) throughout 1990s as research findings became public. 

Also the report emphasised the importance of building on existing good practice: 

Promoting children's teaming is the principal aim of the school. Assessment 
lies at the heart of this process. It can provide a framework in which 
educational objectives may be set and the pupils' progress charted and 
expressed. It can yield a basis for planning the next educational steps in 
response to children's needs. By facilitating dialogue between teachers, it 
can enhance professional skills and help the school as a whole to 
strengthen learning across the curriculum and throughout its age range 
(DES,1988:par.3). 

The last sentence of the quotation focuses upon moderation and reinforces the 

benefits of teachers participating in such a process. This is confirmed by Dean 

(1983) who suggests one way of improving our understanding of children's 

learning and thereby our assessment of that process is to engage in reflection with 

other teachers, who: 

...Because they are different people, will see differently from you and may 
enlarge your seeing (Dean, 1983:31). 

I examined this very process at Oak Tree when I collaborated with the LEA 

external moderator, three year 2 teachers and the deputy head teacher (Follows, 

1991). 

T G A T (1988) stated that the moderation process has two main functions: 

• To communicate general standards 

• To control deviation from the general standard by appropriate adjustments. 
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The procedure advocated by the Task Group is that of group moderation, which 

allows teachers to have the opportunity to discuss possible interpretations of 

children's learning experiences. It allows teachers to clarliy their judgements by 

having to explain them to others and in doing so reveal the basis of their 

assessments. This it is argued: 

...would enable professional judgements of teachers to inform the 
developments of the National Curriculum (ibid.: par.75). 

Group moderation became standard school practice during the 1990s when 

schools were required to produce school portfolios of children's work to show the 

agreed NC levels. 

TGAT recommended emphasis on criterion reference rather than norm-

referenced assessment so that assessments were much more like the 

assessments teachers make about children everyday in their classrooms. Also 

TGAT intended that each child's progress should be viewed primarily in relation to 

him/herself and that he/she be provided with the information on what the 

assessment is about. 

The Schools Examination and Assessment Council (SEAC) was set up under the 

E R A to advise on the new developments on assessment under the Act. 

Recommendations and guidance since that time have influenced both "NC 

Assessment 1990 (pilot) and NC Assessment 1991 (trial) and the proposals for the 

NC K S l Assessment 1992 ((Follows, 1993; Croydon LEA 1991). 

From NC Assessment 1991 to 2004 the three elements of it have remained 

unchanged, i.e. Teacher Assessment period (February-March), SATs Period 

(April-May) and Annual Reports to Parents (June-July), although within each 

element there have been annual changes. 
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Teacher Assessment Period 

The context of the case study school (Oak Tree Infant School)"^, and the staff 

directly involved with the earlier project (1991), are included in much of this current 

project. Teacher assessment includes continuous assessment against the 

-Statements of Attainment applicable to NC KS1 for English, Mathematics and 

Science (1988 & 1995) and now NC K S l (2000) to level descriptors. Since the 

National Curriculum was introduced in September 1989 an assumption has been 

made nationally, that each school has similar expertise and is able to establish a 

continuous assessment process. So that appropriate assessment information, in 

the required format, was available to support the NCKS1 1991 and subsequent 

years. 

The Education Reform Act requires a summary of the continuous formative 

assessment to be made at the end of a key stage of the National Curriculum. 

Therefore, the continuous assessment has been summarised in February-March 

of each school year since 1991 and judgements have been made by year 2 class 

teachers about each individual child's level of attainment in each attainment target 

and level descriptor in the 3 core subjects (English, mathematics and science). 

Teachers are required to decide which level (1,2 or 3) on each attainment target to 

allocate to each child, to provide a reasonably precise indication about the 

knowledge, skills and understanding he /she has attained at the end of Key Stage 

1. The national expectation is that the majority of children should attain level 2. 

This information is summarised and the relevant document completed in 

preparation for the statutory assessments (SATs) that are administered in April-

May when teachers are required to follow the government's (SEAC & QCA) annual 

Oak Tree Infant School is the fictional name of the case study school and its context is explained 
in later chapters. Cross-reference Chapters 5 Learning from Assessment and Pupil Data: Exploring 
the Evidence & Chapter 6,.Learning from Ofsted: Exploring the Evidence. 
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booklets about assessment and reporting arrangements for Mathematics and 

English. 

SATs Period 

The Standard Assessment Tasks (SATs) were compiled to investigate the 

competence of each child in the profile component and associated attainment 

targets. S E A C (1991) states that: 

SATs are intended to support fiigfi quality teaching and learning by 
providing good classroom activities for assessment of pupil's attainment 
(SEAC, 1991: 9). 

It was recommended that the SATs (Key Stage 1) were designed so that they 

looked like pieces of work that each child undertook and could be incorporated in 

the ongoing classroom learning activities. Each S A T was written so that levels 1-3 

of the attainment target could be assessed. The class teacher was required to 

consult the teacher assessment level to decide which activity each child would 

need to engage in. One of the purposes of the SAT was to give the teacher the 

opportunity to confirm or revise the previous assessment. 

In the process of doing the S A T it was envisaged that each child would be able to 

demonstrate a range of competences, which the teacher could monitor by 

observing the children's activity, the process they engage in as well as what they 

produce, whether written or oral. Standardised procedures were employed for 

teacher assessment and teachers from a group of schools moderated their results. 

The teachers made comparisons of their analysis of the children's responses to 

the SATs, as well as the general assessment of the children's attainments. During 

the earlier years of administering SATs support was given by an L E A moderator in 

the case study school. 

In subsequent years it was recognised, both nationally and locally following 

continuously strong reactions and lobbying from head teachers and teachers and 
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their professional associations that Year 2 teachers needed and should have 

additional classroom support from existing school resources to administer both 

classroom assessment and SATs (Sainsbury, 1996:74). Q C A made annual 

modifications to SATs to meet these demands that increasingly resulted in the use 

of formal work sheets and test papers for English and Mathematics levels 1-3, 

which in reality are administered to the whole class rather than individual or small 

groups of children. Concern remains about the administration and marking of K S l 

SATs and, ten years after their introduction, in a National Union of Teachers (NUT) 

Survey (2001) teachers say,they narrow young children's education, waste time 

and provide little information of value. Also there is evidence that they have a 

damaging effect on behaviour (Teacher, 2002:16). Furthermore SATs forms part 

of the current grievances of teacher workload that is led by the National Union of 

Teachers (NUT) anti-SATs campaign (December 2003 & NUT Annual Conference, 

Harrogate, 2004). 

Assessment in the tasks is made by consideration of the child's performance in 

relation to performance descriptions. Overall judgements are made about the 

child's performance in the reading task and about the child's written work and 

competency in mathematics. Since 1991 it has been anticipated that the majority 

of 7 years olds would be at level 2 (the national average), which has changed 

because of the modification to the content of the National Curriculum 1995 and 

2000. Each level of achievement represents an advance in knowledge and skills, 

and each child should proceed up one level every two years. In reality, although all 

children will progress, some will move faster than others (Hutchin, 1996). 

Therefore a Year 2 teacher with a class of 6-7 year olds will need to be thinking of 

a curriculum across a wider age range.^ The main practical difficulty has been the 

narrowing down of the curriculum by teaching to the test and an over emphasis of 

^ Cross-reference Chapter^ Learning from the Infant Curriculum; exploring the evidence. 
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the core subjects at the expense of the foundation subjects (Hurst, 1997; Robson 

& IVledley, 1996; T E S , 2004). The SATs results are recorded for reporting to 

parents, for school, governing body and LEA use for target setting and for school 

evaluation by Ofsted (1995 & 2Q00). An annual statistical return of the test results 

continues to be required by the LEA and the D/EE. 

Throughout the 1990's all levels of the teaching profession and researchers (Black 

& Wiliana, 1999 & 1998; Sainsbury, 1998 &1996; Hutchison & Schagen, 1994; 

BERA, 1990 & 1992) questioned the effect of tests on both young children and 

teachers and the quality of teaching and learning (TES, 2004; National Union of 

Teachers, 1991 & 2004.). A s head teacher of Oak Tree I was required to 

implement Key Stage 1 assessment and I reflected on the impact of it on children 

and their teachers (Follows, 1993). In 2000, David Blunkett, then Secretary of 

state for Education and Skills, commissioned a review of National Curriculum 

assessment by QCA. The review was intended to build on the strengths of the 

current system, to address weakness and to bring assessment in line with what 

was being taught in the classroom. A s a result the government announced 

changes to Key Stages 1 & 2 assessment (Primary School Teachers, 2003). 

A s I write this chapter a new approach to assessment at Key Stage 1 is to be 

trialled. Tests and tasks will underpin class teacher assessment rather than them 

having them alongside each other and test results being reported separately, 

(NAHT, 2004). A s part of the trial teachers may also be given more flexibility about 

how and when the tests are used. But they will still be required to use them. At the 

recent launch of the new primary strategy Excellence and Enjoyment (D/EE, 2003) 

Charles Clarke, Education and Skills Secretary, stressed the important role that 

targeting and testing must continue to play in raising standards and ensuring that 

every child is getting the education they deserve and achieving his or her full 

potential (Evans, 2003:8). 
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Reporting to Parents 

It was statutory to report the first National Curriculum results to parents in Summer 

1992. However, it was decided by most head teachers, myself included to inform 

parents in April/May 1991 directly after the first administering of SATs . Parents 

were informed both of the changes to the classroom organisation and learning 

opportunities available to their children during the SATs period and the S A T s 

results were included on each Year 2 child's written annual report, which were 

presented in July 1991. Since that time it has become standard practice for 

schools to report to parents in this way. 

In my earlier research (Follows, 1991) I wrote with concern about the new 

reporting procedures and the extent to which they would lead to derisive 

comparisons between schools. This was because information about individual 

children's achievement was not only available to parents, but also collected by the 

LEA and Ofsted for their monitoring of schools' delivery of the curriculum and the 

publishing of results alongside additional LEA test results that was available for 

public scrutiny. On reflection, T G A T (1988) somewhat naively proposed that such 

information should be carefully interpreted only as part: of a more general 

statement about the school produced by the school and authenticated by the LEA. 

The LEA should provide material for inclusion in the statement describing the 

influence of factors, such as socio-economic nature of the catchment area on a 

schooVs results. At the time teachers were sceptical and apprehensive about the 

possible outcome of the national system of assessment. During the 1990s many 

head teachers and teachers, myself included, have experienced at first hand the 

personal and professional pressures and damage by this misleading comparative 

policy. ^ 

Cross reference Chaptei[.6 Learning from Ofsted: exploring the evidence. 
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Value-added 

A s head teacher, I. attempted to apply the notion of value-added to Oak Tree to 

adjust raw test data to show a fairer way of representing my school and children's 

real achievements. (Follows, Waites & Johnson, 1996-7).'^ 1 took account of 

children's achievement at the time they entered the school by using the LEA Entry 

Profile (Croydon Education, 1992-1996), which was just one of ninety baseline 

schemes accredited by Q C A (Early Childhood Research Group, 1998). I analysed 

the baseline data and matched it to the children's Key Stage 1 results. 

Subsequently the National Baseline Scheme was introduced (Taylor Fitz-Gibbon, 

1997) and schools were required to provide annual value added returns. Since 

that time much work has developed to extend the notion of value-added to infant 

and primary schools (Goldstein, Huiqi, Rath & Hill, 2000; Tymms, 1999 & 1996; 

Sainsbury, 1998). 

There continues to be debate about the accuracy of these latest adjusted league 

tables. Finding ways of making the concept of relative progress or value-added 

workable has not been without difficulties. These reside mainly around the nature 

of the data gathered on entry to school and at the end of K S l & 2. In fact in 2004 

Baseline Assessment was moved to the end of reception year, i.e. the end of the 

year in which children are 5 years old, in an attempt to monitor performance in 

literacy and numeracy and so contribute to value-added measures rather than 

being used for early intervention and preventative work (Fisher, 1998). Ofsted's 

(2005) main thrust is to monitor schools by scrutinising their contextual value 

added (CVA) data to evaluate school performance. 

^ Cross reference Chapte[:5 Learning from Assessment and Pupil Data: exploring tiie data. 
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What have I iearnt about educational assessment? 

Ih order to explore this question I adapt and expand Davis (1999) six complaints to 

probe the complexities of educational assessment, specifically the National 

Curriculum assessment system to find out if it measures up to v\/hat it was set out 

to accomplish. I explore whether it makes sense to claim that, NC assessment 

scheme can do this and set out to discover any serious contradictions. 1 probe this 

key research question. 

Does the NC assessment raise standards or potentially damage the 

interests of pupils and teachers particularly young children at the start of 

formal education? 

Raising standards Is being equated with Improving test performance 

The government is very anxious about the relative performance of British children 

in international tests of numeracy and literacy. School communities are continually 

told that all examination and test results must improve. David Blunkett, when 

Secretary of State for Education stated that he would resign if the Literacy and 

Numeracy targets were not met by 2002. More than 75% of year 6 children must 

reach level 4 or better in Mathematics and more than 80% must achieve this in 

English. Children's levels would be measured by the statutory Standardised 

Assessment Tasks (SATs). 

To achieve this schools were given extra funding to hold booster classes for 

mathematics and additional literacy groups (ALS), which involve all primary aged 

children even the youngest. These groups specifically focus on improving separate 

literacy and numeracy skills rather than taking account of an integrated curriculum 

and developmental learning. Recent research findings question the success of 

these groups in relation to both raising standards, children's motivation to learning 

and self-esteem. Davis argues that the description raising standards when simply 
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related to improving examination results is a mistake. A competitive industrial 

economy needs employees who can communicate and listen, make flexible and 

intelligent use of their knowledge and skills, work effectively with others and who 

are suitably motivated. These qualities cannot be tested by examination. Indeed 

the pressure to improve test performance may reduce the likelihood of children 

developing these traits (Davis, 1999:2). 

Current policies encourage teaching to the test and this distorts the 
curriculum 

Teaching to the test c r narrowing down the curriculum is not a new problem, but it 

has been exacerbated by government policy that relies heavily on assessment to 

make schools accountable for the cost of education. In this chapter I have 

explored in some detail the difficulties this raises for any attempts to improve the 

real learning of children. Teaching to the test distorts and restricts learning (Black, 

1998:ix; Gipps, 1994:31). A s head teacher, I experienced and perhaps resisted 

narrowing the learning of young children in order to meet the demands of KS1 

tests. I am currently teaching KS2 children and am very concerned that Q C A 

optional maths tests and KS2 maths SATs deliberately alter the way problems are 

presented from one year to the next. It requires teachers like myself to prepare 

children by practising in varying formats and contexts of a test paper, with the 

emphasis on developing technical abstract thinking and acquiring complex 

specialist language. This approach to learning is very alien to young children 

especially those with poor speech and language skills. Also very unlike the 

approach that 1 encouraged whilst working with young children on the PRIME 

project, (Primary Initiatives in Mathematics Education, 1983), which was an 

investigative, positive and creative application to real life situations. 
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Using standardised language distorts learning 

Teachers are being held to account for the learning outcomes of their children, and 

these are described in the official sanctioned language of the National Curriculum 

(2000, 1995 &1988). Equally, teacher trainers are being held to account for the 

Standards laid down for Newly Qualified Teachers ( D ^ E circular 4/98). The 

National Curriculum provides official descriptions for children's achievement 

(attainment). The Teacher Training Agency has drawn up Standards which 

students must acquire before they are awarded Qualified Teacher Status and 

standards which teachers must acquire before they are awarded Advanced Skills 

Teacher (AST), Leading Curriculum Teacher (LCT) and Threshhold status. Both 

use official languages that are purported to provide a key element in the current 

strategy to hold schools, teachers and higher education to account for the learning 

outcomes of their pupils and to compare the effectiveness of such institutions on 

this basis. There has been ongoing debate about inconsistency of meanings and 

interpretations of both National Curriculum language and Standards for NQTs, 

ASTs , LCTs and threshhold resulting, in significant unfairness when schools are 

compared according to their children's performance as characterised in this 

language. 

Using assessment to hold schools to account Is unjust 

Local and national politicians are using educational assessment, mainly in the 

form of national examinations and tests, to hold schools and teachers to account. 

Judgements are made about whether value for money is being offered (Ofsted, 

1999). Judgements of the quality of schools and even of individual head teachers 

and teachers are being derived from the results of assessment (Baseline 

Assessment, NC K S l & 2 SATs). Test and examination performance is known to 

be correlated with the socio-economic status of the children (Maden, 2001; 
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Mortimore, 1998; National Commission on Education, 1996). Other factors may 

influence children's performance, factors over which schools have no control, such 

as budgetary constraints, or experience and expertise of staff. 

An increasingly popular, but highly contentious view during the 1990s was that 

effects of disadvantage must be discounted if we are to use assessment results to 

inform fair judgements about the effectiveness of schools and teachers. Since that 

time attempts have been made to make comparisons fairer by using value added 

measures, but without much success (TES, 28.11. 03) as we simply do not know 

all the factors that may affect learning progress, and therefore cannot control for 

them when we try to make comparisons with similar schools. Such factors may be 

discrete, complex and unstable. I feel it is not possible to justify the use of a 

particular entry, interim or exit test as part of the value-added measure of a school. 

Yet these measures are at the heart of the ongoing national accountability 

programme that is presented by Ofsted and published league tables. 

In Canada there is a good deal of similar evidence documenting numerous 

problems associated with standardised testing (Meaghan & Casas, 1995d). 

Problems stem from not just from the nature (form and content) of the tests but 

perhaps more importantly, from the way the tests and their results are used. The 

report considers some of these problems, particulariy the impact of test bias and 

misuse of test results on educational equity (Froese-Germain, 1999). Tests of 

individuals have been used to analyse policy, program, school and teacher 

success, and they are being inappropriately used as educational gatekeepers to 

make important decisions about students, teachers, schools and the school 

system as a whole (Medina & Neill, 1990:24). 

Whilst writing this chapter I have been looking at ways in which education can be 

monitored, and I seem to have distinguished two types of system. There are 

official accountability systems (OAS) explained above and professional monitoring 
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systems (PMS). The latter system is more encouraging and includes A Level 

information System (ALIS) and Performance Indicators in Primary Schools (PIPs) 

projects, which advocated a policy of giving data to schools themselves about their 

performance on specific tests and how this compares with apparently similar 

.schools. This approach was the pre-curser to the notion of school self-evaluation 

and the use of information technology in the form of Assessment Manager IT 

package and Pupil Achievement Tracker to analyse and interpret local and 

national data, to make sensitive use of it in their own particular context to prioritise 

areas for school improvement. 

The idea that using assessment or standardised tests to hold schools to account is 

unjust has really been the hidden or intuitive seed (my core personal value) from 

which my research begun. The seed has grown, surfaced, weathered storms and 

eventually flourished as the research has evolved. Throughout my research 

journey I seem to be carrying these seeds from the original flower head and 

replanting them across the educational assessment landscape that 1 am 

discovering and interrogating at crucial points on my research journey. My 

research explores the contradiction that although standardised tests may be useful 

for sorting and ranking children, even the youngest, they are inadequate in 

assessing children's learning and development 

Teachers are being told how to teach and yet are still being held to account 

for their children's learning 

During the 1990s the D ^ E or other government agencies (QCA & TTA) 

increasingly prescribed teaching methods, as they required teachers to use certain 

approaches in the classroom. This was especially apparent in the primary sector. 

The National Literacy and Numeracy Strategies (1998 &1999) provided ideal 

lesson structures, recommended proportions of whole class teaching, and even 
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suggested revised seating arrangements. Teacliers were told that these methods 

were not compulsory. However, if Ofsted thought that the results of schools 

departing from approved methods were unsatisfactory then those without 

adequate explanation were likely to be severely criticised in their inspection 

.reports. Equally before the strategies were introduced schools were criticised by 

Ofsted for using alternative intervention programmes that were encouraged by 

LEAs and fitted their own particular context. Since 2000 primary schools have 

been inundated with short intervention programmes for individual and small groups 

of children. I question whether they were really intended to support children's 

learning or to meet national targets for NC levels in literacy and numeracy. Also 1 

question the effect of these intervention programmes on a broad and balanced 

curriculum, as they extend the time allocated to literacy and numeracy at the 

expense of the foundation subjects or topic work. 

Ofsted inspections cannot accurately detect teaching quality 

Since its introduction Ofsted claims to be able to assess the quality of teaching in 

schools. More recently head teachers and LEAs are required to judge the quality 

of teaching in order that fast track school staff may be awarded pay rises. My 

research is posited on the belief that inspectors are not in a position to judge 

effective teaching that is defined by the learning and development in the lessons 

they observe. From first hand experience as head teacher, what actually happens 

during an Ofsted school inspection is something rather different Ofsted assumes 

that it is generally known which teaching methods maximise children's learning 

and that the employment of these methods may be detected on the basis of limited 

and often fragmented observation. The assumptions are mistaken, particularly in 

the case of young children in the infant school when 'connected' knowledge grows 

slowly and erratically. It is rarely appropriate for infant teachers to think in terms of 
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specific elements of knowledge that children will obtain as a result of a lesson or 

so. Nevertheless, Ofsted only observe explicit learning outcomes in order to judge 

and grade teachers who are using the approved methods. They interpret this as 

effective teaching rather than approaches that are used by teachers to enhance 

children's learning and development. 

Conclusion 

This chapter critically reviews the current national policy for educational 

assessment by explicating the deeper issues affecting the education of young 

children. I explore the philosophical dimensions to education policy and practice in 

the infant school. Also I try to understand the place of assessment in education 

and this makes strong moral demands on my thinking.^ 

In this chapter I show that the rigorous national systems in place for assessing 

children at school and their teachers are supposed to be in the service of raising 

educational standards partly so that Britain can compete more effectively in the 

global market place. Although this goal is desirable, like Davis (1999), I question 

whether these systems constitute an intelligent way to achieve it. I have examined 

the abilities that assessment schemes purport to assess and I have tried to 

discover whether they can in principle assess them. I needed to do more than just 

look at a number of assessment schemes to see whether they did measure up to 

what they were supposed to accomplish. I needed to actually find out whether it is 

rational to claim that the assessment schemes can do this. 

In this chapter I explore this complex question and detect what I take to be serious 

tensions between a way of raising educational standards without damaging the 

interests of vulnerable young children and teachers (Froese-Germain, 1999:13). 

Dariing - Hammond (1994) goes further and states: 

Cross Reference Chapter 2 Accessing Knowledge of infant School Practice: a methodology. 
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The role of testing in reinforcing and extending social inequalities in 
educational opportunities has by now been extensively researched... and 
widely acknowledged (p. 10). 

Learning from Janet 

When Janet first told me her story of the KS1 SATs reading test, the emotional 

impact on me was very strong. A s a result, it took me some time to see beneath 

this piece of compulsory infant school practice to the larger, more abstract issues it 

exemplified. That is, how teachers might best, most fairly and appropriately, and 

most representatively assess how young children read, understand, interpret and 

use written text. Also how teachers understand and diagnose children's reading 

strengths and difficulties to effectively support their learning. 

Georgie's reading test performance showed weaknesses in the KS1 S A T s reading 

test, in particular the way in which such tests cannot tell us about the many 

processes of children's thinking (Alderson & Bachman, 2000). What it did show 

was that Georgie could read the words in that text correctly and it indicated her 

response to and an involvement with a book that she had chosen on a particular 

day in May. 

What was clear was that the reading test had provided a source of information that 

had engaged Georgie. She was commenting on pages in the book to her teacher, 

she was thinking deeply, reviewing facts and ideas. She was most certainly 

learning from a national test. Also she did better on the test than expected. She 

had translated the test into a learning oppori:unity. On this occasion though, the 

distinction between assessment and learning seems somewhat blurred in the 

reality of the classroom and for the individual child. But of course when the results 

were listed and the levels promoted, the whole process of learning that Georgie 

embarked upon was hot evident. In any case the purpose of the test was not to 
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assess children's learning but to show literacy standards in one year 2 class in 

one outer London borough primary school for accountability purposes. 

Through my research I seek to promote an understanding of learning that 

underpins teaching, learning and assessment within education, particularly but not 

exclusively in the infant school. I am beginning to appreciate that there is no such 

thing as a typical teacher assessment. In fact there shouldn't be, any form of 

educational assessment is a mix of personalities, experiences and views that 

should together make the system work and ensure that the fairest decision is 

made. The emphasis throughout the research is on constructivism and the 

fundamental view that children construct their own means from experiences 

around them (Dann, 2002).^ 

In writing this chapter I have come to see that the key issues in assessment, the 

most challenging and difficult ones, are moral and philosophical, rather than 

organisational and pedagogical ones. The searching question is not what, when, 

where and how to assess but - Why assess? Effective assessment can only by 

based on a thorough understanding of my purpose in teaching and of my 

aspiration for young children. A s I explore the practice of effective assessment I 

am beginning to realise that this requires a thorough understanding and 

acceptance of the concepts of rights, responsibility and power, lying at the heart of 

my work as a teacher. In searching for ways to make assessment practices more 

effective I am committing myself to recognising children's rights, shouldering my 

responsibility towards them and striving to use my power wisely and well 

(Drummond, 2003 & 1993). 

^ Cross-reference Chapter 2 Accessing the Tacit Knowledge of Infant School Practice: a 
methodology. 
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Chapter 2 

Accessing Tacit Knowledge of Infant School Practice: 
Methodology and Epistemology 
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Chapter 2 

Accessing Tacit Knowledge of Infant School Practice: 
Methodology and Epistemology 

Purpose of cfiapter 

This chapter explains my teacher researcher's methodological and epistemological 

journey as I create a living educational theory from an exploration of my own tacit 

craft knowledge (Du Quesnay, 2002:16) of the assessment of children's learning, 

development and attainment. 

The chapter is divided into three main parts, the first dealing with an 

autobiographical account of my teacher-researcher's starting point, the second 

with the developing critical action research methodology and the third with the 

clarification-of the epistemological basis of the contribution to knowledge being 

made. 

Taken together, the three parts of the chapter explore what motivated me to take 

an unconventional, innovative direction in my research, to employ my powers of 

cr-eativity in surprising ways, and to think and do differently from the mainstream 

research I had met (Dadds & Hart, 2001:1). They highlight the opportunities and 

dilemmas that I faced as I grappled with the focus of the enquiry and clarified my 

own tacit knowledge. They identify the personal and professional values that 

guided and underpinned my ongoing active probing, thinking and questioning 

throughout a long, sometimes bumpy and unmapped exploratory research journey 

of self-discovery. (Hart, 2001; Giroux, 1997; McLaren, 1995; Popkewitz, 1981). 

They lead to the clarification of the contribution that, a teacher researcher's living 

educational theory can make to ontological knowledge about the assessment of 

young children's learning, development and attainment. 
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I present the chapter as a reflective story, a personal account that is written at a 

particular moment in time of writing the thesis to show how 1 became a teacher 

researcher and then an action researcher and how this led to my claim that I have 

created my own living educational tlieory. It is written as a way of looking back 

over the educational research journey to highlight methodological and 

epistemological aspects of the thesis. 

Jot^txe^V^^e^m/ia/in^.. 1970-1987 re^e<X4^(^with'chiXd4^e4V 
I MM>ce4>&fiAU^ g<?Uv\ed/ cu Certificate/ in/ Ed^icatCon/ from/ the/ 
UniA/eriWy of SouthoA^ton/ IA^ 1970. 'DurOnj^the/thr&e/-yecw 
oou^nsQ/ I specicdX4ied/ IAV Qeo^ccphy, Mathe/mcctloy cm^d/ 

In/ a/ pevhcmcd stud^ vw edAA/zation/1 repoyted/ on/ fouctory 
(mfiue/njCM\^ tKe' struLCture/ of the/ jwnior yzhodV cuvri^culuym/, 
focu4AAn^ on/the/tecLchCn^ ofe^iA^onmedotcd/ atudX^... 
(See Appendix 3:p392-418 for the complete story). 

Methodology 
Action research 

A daunting number of definitions for action research appear in the literature 

(McNiff, Lomax & Whitehead, 2003 & 1996; Whitehead, 1993; Cochran- Smith & 

Lytle, 1993; Elliott, 1991; Winter, 1989; McNiff, 1988; Carr & Kemmis, 1986; 

Kemmis & McTaggart, 1982;). Interest in action research has greatly increased 

over the last twenty years and each year more and more educators are becoming 

involved in action research through a variety of activities, such as award-bearing 

courses, educational change, school improvement, professional development and 

generating educational knowledge. 
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Because of the different roles and perspectives of participants of these activities 

(teachers, teacher educators, school administrators, children and parents) multiple 

models of action research have evolved (Rearick & Feldman, 1999:333-349). But 

.action research has overwhelmingly been directed towards the late years of 

primary education and particularly towards secondary schools. Few if any of the 

practitioners who undertake action research are working within early years (Kelly, 

1996). Although more recently action research methodology has been encouraged 

in the Evaluating Early Learning (EEL) Project 2001, which sets out to improve 

practice in the Foundation Stage, by collaborative self-evaluation. 

It is well documented that examples of action research are varied and adaptable to 

unique situations and contexts (McTaggart, 1993; Noffl<e, 1990 & 1997; 

Whitehead, 1990; McKernan, 1988; Grundy, 1987 and Carr & Kemmis, 1986) and 

this is particularly pertinent to teacher researchers like myself who work in unique 

school contexts each with its own culture and history. I have created an eclectic 

form of action research and it seems very appropriate as action research builds 

upon my existing skills and experiences as a reflective practitioner (Middlewood et 

al., 1999). Action research appears to be a natural extension from my previous 

research work with children. Also I utilise a variety of methods, approaches and 

strategies and techniques to ensure that my work is rigorous, legitimate and totally 

justifiable as research and some of these methods are more traditional and have 

all been used in action research (Lomax, 2002:122). 1 seek to address the various 

complexities of schools and schooling as I explore and take account of different 

objective experiences and subjective perspectives. Also I acknowledge and 

emphasise that qualitative inforrhation is essential, both in its own right and also in 

order to make full and proper use of quantitative indicators. This seems to explain 

the underlying reason for me to create my own methodology as both action 
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research and qualitative research mean different things at different times and in 

different contexts (Griffiths, 1998: ix). 

The teacher research that I am currently involved with is a piece of critical 

-education action research firmly in the Whitehead & Lomax tradition as it Is 

personally orientated action research (Whitehead, 1985). By using a multi-case 

study approach I intend to show how to create multi-layered educational 

practitioner knowledge, in the form of living education theory, as I grapple/explore 

the issues of a fairer assessment that are raised by my own past experiences as 

an infant head teacher/teacher. I intend to critically explore my own tacit 

knowledge of infant school practice (assessment) that I represent in a fictionalised 

form of professional stories. I involve professional colleagues in a PhD research 

group to help me deconstruct and reconstruct the past events so that we can all 

learn from them together. 

This means that I see action research as an educational practice for all those 

involved in it (the researcher and co-researchers including adults and children). 

This appears to be very different from social science research. Research within 

the social sciences is subject to the conceptual frameworks of specific disciplines 

like psychology and sociology. Sociologists often apply their techniques to 

education and carry out research on education. For example Sammons (1999) 

writes about the statistical methods used in the school effectiveness research in 

the UK (1980-2000) and the problems it encountered. In 'Fifteen Thousand Hours' 

& 'School Matters', Rutter et al (1979) &, Mortimore et al (1988a), respectively, 

appear to have been working within a scientific or positivist tradition which relies 

on a belief that concrete facts underpin social events and the work of research is 

to establish these facts. 
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Gipps, McCallum & Hargreaves (2000 & 1999) used a different approach when 

they researched into teachers' beliefs about teaching and learning. They worked 

with individual teachers and children in two LEAs to examine a range of teaching, 

assessment and feedback strategies used by expert teachers. They wanted to 

find out - What makes a good teacher? Gipps, Mc Galium & Hargreaves worked 

within an interpretive approach that relies on the belief that people create social 

meanings and therefore research must establish these meanings and how they 

emerge. 

I work within an interpretive approach, but my work is educational research 

(Bassey, 1996). Although I accept many interpretative assumptions, I believe that I 

can improve education. 1 am not just interpreting it, I am making a positive effort to 

change things. I am engaged in a critical enquiry aimed at informing educational 

judgements and decisions in order to improve education action. My intention is to 

change practice as well as inform judgements about it. Bassey describes 

educational research as: 

The kind of value-laden research that should have immediate relevance to 
teachers and policy-makers, and it is itself educational because of its stated 
intention to 'inform'. It is the kind of research in education that is carried out 
by educationalists ( Bassey, 1996: 39). 

Action research is a. form of educational research that incorporates a commitment 

to act to bring about improved practices, as part of the research process. It should 

lead to the development of mental powers and character for all involved in the 

research, particularly the researcher, herself (Lomax, 1995:50). Kemmis 

recognises this in his definition of action research by making a commitment to 

rationality and justice as imperative of action research. 

My research is clearly motivated by considerations of justice, fairness and equity in 

education. By following Lomax and Whitehead's approach to action research and 
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choosing the focus of fairer assessment my research provides a double set of 

principles for doing educational research for social justice. These are rooted in 

considerations of methodology, epistemology and power relations, and provide a 

framework for dealing with the practical issues of collaboration, ethics, bias, 

empowerment, voice, uncertain knowledge and reflexivity, at all stages of the 

research from getting started to dissemination and taking responsibility as a 

member of the wider community of educational researchers (Griffiths, 1998). 

Carr & Kemmis (1986) define action research as simply a form of self-reflective 

enquiry undertaken by participants in social situations to improve the rationality 

and justice of their own practices, and the situations in which the practice is carried 

out. Lomax (2002:122) adapts their definition and writes action research is a self 

reflective, self-critical enquiry undertaken by professionals to improve the 

rationality and justice of their own practices, their understanding of these practices 

and the wider context of practice. Carr & Kemmis and Lomax's definitions of action 

research seem to be my methodological starting point as I particularly like their 

emphasis on the social justice of practice. I would like to adapt the definition still 

further and suggest that action research is a self-reflective, self-critical and critical 

enquiry undertaken by practitioners working together to improve the rationality and 

justice of their own practices and the wider context of policy and practice. I am 

starting the educational research process with a set of values that guide decisions 

about what is researched, and how and why. 

During my time as an infant head teacher (1989-1998) I observed that certain 

groups of young children appeared to be disadvantaged by the National 

Curriculum assessment practices (NG K S l ) that were imposed on schools at the 

time, particularly in the compilation of standardised test results, i believed that I 

witnessed the disadvantaging and damaging effect of the tests on children in my 
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school as the administration of the tests required an abnormal classroom 

organisation that resulted in anxiety and behavioural changes. The tests gave a 

narrow representation of the children's skills, knowledge and understanding and 

labelled them in a way that excluded them from opportunities and failed to 

measure their true potential (Goodwin, 1997). Such children were considered by 

many local and national policy-makers to be underachieving because their 

performance in national tests was lower than the national norm (D/EE, 1997; 

Ofsted, 1995). I decided to use my own school to explore the issues associated 

with this apparent discrimination. 

I decided to use a multi-case study approach as my research was about real 

people in real life settings, therefore it was situated, holistic, eclectic and principled 

and it was focused in and on the practice situation (Golby & Parrott 1999:24). In 

line with these principles I have I presented: examples of children's work as 

evidence to explore teacher assessment (Chapter 3); cameos of my own teaching 

as evidence to explore the infant curriculum and assessment (Chapter 4); 

assessment and pupil background data as statistical evidence children's 

attainment and progress from entry into school to end of Key Stagel (Chapter 5); 

and lastly a fictionalised account of the school Ofsted inspection as evidence to 

scrutinise the evaluation role of Ofsted (Chapter 6). 

I agree with Carr & Kemmis (1986) and Lomax (1995) that action research is an 

ethical rather than technical enquiry. Whitehead (1993) reinforces this focus in 

arguing that action enquiry is educational because it enables practitioners to see 

their practice as part of a living educational theory that is generated from their own 

critical enquiries. This educational theory represents the professional judgements 

that practitioners, like myself, make as they seek answers like - How can I improve 
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this practice here? My initial research question was - How can I establish fairer 

assessment procedures at Oak Tree for all groups of children? 

I know that I had strong ethical reasons for pursuing my enquiry, although perhaps 

this was implicit at the beginning and only became explicit quite late in the process 

when my research question changed to - How can I affect a fairer assessment 

practice? I hope this realisation reflects my personal and professional integrity as a 

teacher who works in a practical ethic profession (Adelman, 1989). For me, being 

an action researcher, the objective-subjective dimension of social science is re

interpreted, so that the researcher (me) becomes both the subject and the object 

of the research, driving the action that provides the data of the enquiry. This 

distinctive feature derives from an intention to work within a framework of shared 

personal and professional values that determine acceptable outcomes. These 

shared values have been clarified and sharpened and have been the subject of 

continuing reaffirmation and critique as pari: of the research process. This is very 

different from social science, with its expectation that researchers' values are kept 

separate from data and do not influence its collection or interpretation. Like Lomax 

(1994a) I feel that social science disciplines may provide useful concepts and 

research techniques for an action researcher, but the questions they pose, the 

research approach favoured and the criteria that they apply for judging their 

research is not useful for action research. 

This potential of action research to generate living education theory separates it 

from social science research and from incorporation in an interpretative paradigm. 

The scientific intention of social science research differs from the professional 

intention of action research and my approach to doing research with children. The 

former in line with the conceptions of science generally is to add a body of 

knowledge about the social worid. The latter is to act to bring about change in line 
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with educational values that are rational and just. For me attempting to be an 

action researcher, the objective-subjective dimension of social science is re

interpreted, so that the research (I) becomes both the subject and the object of the 

.researcher driving the action that provides the data of the enquiry. This distinctive 

feature derives from an intention to work within a framework of professional values 

that determines acceptable outcomes. These values will need clarifying and 

sharpening, they will need to be the subject of continuing reaffirmation and critique 

as part of the research process. This is very different from social science with its 

expectation that the researchers' values are kept separate from the data and do 

not influence its collection or interpretation. The social science disciplines may 

provide useful concepts and research techniques for the action researcher, but the 

questions they pose, the research approach favoured and the criteria they apply 

forjudging their research are not useful for action research (Lomax (1994a), or 

perhaps a teacher, like myself, researching with and on behalf of young children. 

Much of my own novice/small-scale action research has been concerned with my 

work as a teacher/head teacher and has involved making changes in the light of 

collective critique of practice so that the teaching and learning and leadership and 

management of an infant school was more effective, but also so that it became a 

better, more educational experience for those involved (children and adults) 

(Follows, 1988; 1989; 1991; 1996; 1997; 2001). Whilst participating in action 

research i have followed six main principles (Lomax, 1995:49-57) although in each 

enquiry I may have placed a differing emphasis on each one (Forward, 1989: 29-

39). 

The principles are: 

1. Action research is about seeking improvement by intervention. 

2. Action research involves the researcher as the main focus. 
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3. Action researcii is participatory and involves others as co-researchers 

rather than informants. 

4. Action research is a rigorous form of enquiry that leads to the generation of 

theory from practice. 

5. Action research needs continuous validation by educated witnesses from 

the context it serves. 

6. Action research is a public form of enquiry. 

Applying six principles of action research 

Action researct) is about seething improvement by intervention 

In Excellence in Schools (D/EE, 1997) the government clearly sets out a 

commitment to raising standards in education or seeking improvement by 

intervention. It proposes a way of school improvement that is through partnership 

and is enquiry based..However the government fails to appreciate improvement to 

help teachers understand and respond to the continuing new contexts that 

government has legislated. This is not what is meant by improvement within an 

action research perspective. Action research shares the emphasis on partnership 

and enquiry found in many government initiatives, but action research also 

incorporates a practical ethic that Adelman (1989:173) argues takes precedence 

over methodology. This practical ethic refers to professional decisions that 

teachers, like myself, make as part of their everyday jobs. These professional 

decisions involve more than choosing the most efficient means to a specified end. 

An example of this could be the introduction of the prescribed method of the 

National Literacy Strategy that was imposed on schools by DfEE (1998). 
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When 1 teach the skills of reading it is part of a methodology of the job and needs 

technical skill but this skill is the means to more important ends. Deciding how to 

improve professional practices such as teaching reading is more difficult than 

implementing technical improvement because what counts, as improvement, will 

be influenced by the informed professional judgements that I make within 

particular school contexts and each class, group or individual child. Changing the 

details of what is done should be influenced by why it is done and is therefore 

related to my professional values. The improvement that a teacher like myself 

seeks to make through action research involves recognising professional goals 

and committing themselves to achieving them. By pursuing my research I seek to 

transform my routine everyday practice (assessment) into praxis that is morally 

committed action (Carr, 1993). 

Action researcii involves the researcher as the main focus of the investigation 

Action researchers need to be insiders, researching practices integral to their 

work. The experiences of head teachers/teachers researching their practice whilst 

in post have been widely documented (Tomlinson, Gunter & Smith, 1999 & Lomax 

& Jones, 1993). All contributors show the imperative to intervene, which 

distinguishes action research. Also they show that their personal professional 

values are central to the investigation. This applies to enquiries into leadership and 

management practice or teaching. For head teachers or experienced teachers to 

use action research they must commit themselves to examining the motives and 

the method of their practice. Then there is no danger of them using action 

research techniques to manipulate rather than empower others (Griffiths, 1990: 

47). Their potential to empower others is one of the strengths of head 

teacher/teacher action research. 
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Empowerment has strongly featured in each of my action research enquiries 

especially the current one when I work with a critical community of head teachers, 

teachers and teacher educators who come from a variety of educational 

backgrounds seeking both individual and collective empowerment through 

examining in order to make sense of the notion of a fairer assessment. Also I 

critically examine the term insider to justify to my own research position as I work 

outside the context of practice (an infant school). I follow Schon's notion of 

reflective research that he describes as: 

Kinds of researcii, whicf) can be carried outside the immediate context of 
practice in order to enhance the practitioner's capacity for reflection-in
action (Schon, 1991:309). 

He suggests the use of frame analysis for the study of the ways in which, 

practitioners frame problems and roles. I realise that my research emphasis is 

similar to Schon's reflection-on-action. 

The form the intervention takes, using action research cycles of plan, act, and 

evaluate, means that the work of exploring values is a continuing process of 

informing the evaluation of action throughout the research. In this sense the 

research is truly formative, facilitating change as part of the process itself, not as 

the outcome. This appears to be directly related to the research focus that 

examines the contrasting modes of assessment, as formative assessment 

enhances the learning process for children and adults whereas summative 

assessment only shows the result of a test. Whitehead (1989:41) describes the 

process of coming to know as a set of action-reflection cycles and each completed 

cycle having a number of phases: 

I experience a problem when some of my educational values are denied in 

my practice. 
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The problem that I experienced was the intemal and external assessment 

and reporting of children's attainment at NC KS1 and the apparent 

disadvantaging and damaging effect it had on the young children in my 

school. 

1 imagine a solution to my problem. 

The imagined solution to my problem was an improvement to the 

assessment procedures that I call a fairer assessment of children's 

learning, development and attainment. 

I act in the direction of the solution. 

As an infant head teacher I initiated a collaborative action research project 

with staff and the local education authority that examined children's 

attainment and progress from entry into school to end of key stage 1, by 

evaluating formal statistics from baseline assessment and end of key stage 

1 assessment and pupil background factors (School self-evaluation study 

1995-1997). 

As a teacher researcher working as part of a critical community/ action 

research group, I collaboratively examined formative and summative 

assessment. Also I examined the role of Ofsted ih assessing the 

educational standards achieved by children and how Ofsted inspectors 

make judgements about their attainment and progress (1997-2001). I 

critically explored some of my tacit knowledge of infant school practice by 

focusing on my past practice that I represented in a visual and 

narrative/fictionalised form. 
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I evaluate the outcomes of my actions. 

/ evaluated the outcomes from my actions of deconstructing the 

professional stories with critical community/action research group in line 

with our shared educational values. 

1 modify my problems, ideas and actions in the light of my evaluations. 

Hopefully I can develop effective assessment practices that will help rather 

than disadvantage and potentially damage young children at the beginning 

of their formal education. 

The thrust of Whitehead's argument is that action research must of itself be 

educational. It must help teachers: 

make sense of their normal, everyday practice and the action-reflection 
spiral is a basis for teacher self-improvement (McNiff, 1988:38). 

Certainly my current research directly relates to a group of teachers seeking to 

understand and improve the changing assessment procedures that they followed 

since the introduction of the National Curriculum in 1988 and the great tensions 

they encountered (Conner, 2001:45). I find Whitehead's five phrases useful to 

clarify the beginning of the research process but perhaps too tidy and linear as the 

process gets underway as they don't seem to account for the unpredictable and 

the unexpected. 1 very quickly find myself submerged in a much messier, complex 

and chaotic process (Green, 1999: 105-123; Cook, 1998: 93). 

Like McNiff (1988:45) I find that in practice, I often attend to changes in aspects of 

a problem that are initially peripheral to the problems main focus (the changing 

frameworks for Baseline Assessment and N C K S l assessment, the role of Ofsted, 

the assessment of teachers' work in an infant school leading to conflicting 

perceptions of educational standards, the notion of value-added and the 

assessment of teacher researchers by a university) at the same time as I attend to 
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changes in the main focus (national assessment practices carried out in one infant 

school and my changing role during the research process). I encounter emerging 

covert and overt links (learning links) between all these aspects. Hence f have 

moved away from the traditional action reflection cycles that show the chronology 

of the research process. Instead I am using a multi-case study approach each of 

which is treated like a multi-layered action research cycle to show the 

development of my own living educational theory. 

Also I need to find a way that identifies the pattern of my own research behaviour, 

incorporate it within a methodology (action research) yet keep its uniqueness to 

me. Perhaps this is why I initially adapted the visual representation of the action 

research process (Kemmis, Elliott, Whitehead & McNifO from the more formal 

action research spirals similar to that of Griffiths (1990:43) who includes Schon's 

notion of reflection to that of Whitehead (2002 & 2000). I see the action reflection 

cycle as an evolving three-dimensional visual representation that accommodates 

and informs my creative thinking in a fluid, open-ended and free research enquiry 

into the complex real-life of an infant school. The action research cycle is shown 

below in Figure 2.1. 
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Figure 2.1 the Action Research Cycles 
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Action researcii is participatory and ottiers are treated as co-researcfiers ratfier 
than informants. 

A s an action researclier I liave tiad to respond to tlie tensions and constraints of 

tlie sciiools wliere I worl<ed and actively seek to relate my own value stance to 

•that of other professionals and interested parties (staff, LEA personnel, school 

inspectors and school governors) and wider local and national institutional policies 

and practices. For this reason, action research is a collaborative activity rather 

than in which people work in isolation and the action researcher should be 

proactively aiming for collective action. 

In previous action research enquiries I established colleagues as co-researchers 

as they shared in the planning, implementation and analysis of the research and I 

recognised each contributor's different expertise and unique perspective (Nodie 

Oja & Smulyan, 1989:1). This is very different from involving others as informants 

or respondents that may be useful to the research, but dehumanising for the 

respondent I quickly found that asking others for information was problematic in 

action research. Also I was the project coordinator/deputy head teacher/ head 

teacher and I had to approach with care, to minimise any thoughts of coercion. A s 

the feedback was about our practice, or information about outcomes associated 

with our practice I had to negotiate the fine line between getting feedback to.inform 

our practice and making judgements about the practice others. 1 found working 

openly in groups easier than some colleagues working in junior or secondary 

schools. Perhaps early years teachers are more familiar with a deniocratic, 

collaborative way of working or intuitively work this way and are used to debating 

issues and formulating and applying ethical guidelines for themselves. Or perhaps 

I just don't like working in Isolation! 
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It seemed a natural progression to create a critical community, with research 

colleagues, that works together to help individuals bring about enhanced 

understanding and agreed improvements to educational issues, which is what I 

. j iave done for my present enquiry. Fortunately I belonged to a research 

community, the Kingston Hill Action Research Group (KHARG) that was 

established by Lomax and is: 

A network of individuals rattier than a dosed community, a loosely coupled 
system where individuals act as links between subsystems and associated 
groups. There is an inner circle of individuals strongly committed to action 
research as a way of empowering teachers and bringing about a better 
education for children; and an outer circle of people who share these values 
but not necessarily the methodological commitment of the inner circle. 
Member's interests are diverse. Some of us are working to influence local 
and national policy in order to retain the form of education we believe is 
best for our students. Some of us are trying fo work collaboratively with 
each other across different institutions. Some of us are trying to improve 
school management practice so that it models our educational values. 
Some of us are trying to improve our practice as teachers so that our pupils 
learn better {Lomax, 1996:1 ). 

I was particularly fortunate in my earlier years with K H A R G to experience the 

action research work of Whitehead, Winter, Ghaye and Dadds. 

More recently I became a member of an action research support set, for PhD 

research students, that was created by Lomax and viewed as: 

An educative community based on constrained disagreement that is 
contained by its shared desire for ethical, creative and emancipatory 
solutions to educational problems... that are set out in their diverse 
research to making what McNiff et al (1992) calls a good social order 
(Lomax, 1998: 1). 

Now I do not have to persuade others to become co-action researchers as I am 

working with a critical community of researchers. I feel privileged to work with 

colleagues who possess vast and diverse experience and expertise within the field 

of education, high-level interpersonal skill and a strong personal commitment to 

share practice on the part of each action researcher. Also I have retained critical 
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friendships with previous co-researchers and created new ones from the action 

research support group to maximise the co-researching opportunities (Lomax 

1994a). 

•Because I am using action research to look at historical events and I work within a 

critical research community I need to adapt the methodology to suit its purpose. 

Grimmett & Erickson (1988) write that: 

many scholars of diverse traditions and bacl<grounds are beginning to craft 
ideas around 'the concept of reflection'. Zeichner (1986) describes several 
of the most common approaches to the preparation of reflective teachers 
during pre-service teacher education, action research, ethnography, journal 
writing, supervision, curriculum analysis (1988:5). 

I use what Van Manen (1995) calls retrospective reflection (done after the act) that 

is different from contemporaneous reflection and anticipatory reflection (done 

before the act). Van Manen argues that contemporary reflection or Schon's 

reflection-in-action is not possible because the active practice of teaching is too 

busy to be truly reflective (1995:35). 

I use a form of retrospective reflection called memory work that has been 

developed as a critical group activity to deconstruct and reconstruct past events 

from present feelings and interpretations in order to promote a better 

understanding of them (Edwards, Potter & Middleton, 1992; Lomax & Evans, 

1996; Schratz & Schratz-Hadwich 1995: Schratz, 1994 and Haug, 1987). Memory 

work enables me to put in place the crucial debate necessary to promote 

reflexivity, where the affirming or questioning responses of others to our 

communicated meaning challenges us to see something else in relation to the 

imagined meaning of a fairer assessment (Lomax, 2002:132). 

Memory work helped me to experience the empowerment of my own actions as 

my own voice was heard within the group. I realise that my actions can make a 
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difference and that I am ultimately responsible for those actions. We built a critical 

community in response to challenges, to support each other to take risks and to 

recognise the creative possibilities that emerge when we collectively challenge 

and contest meanings and beliefs, we are involved in decision processing, we 

optimistically talk about the future, we actively think about the journey ahead, we 

nurture democracy and encourage pluralism, we learn to live with complexity: we 

are a learning community. This appears very similar to the notion of a learning 

school and peoptercentred leadership and the ability to manage tensions and 

dilemmas (Clarke, 2000& Day et al, 2000). Through working with the critical 

community I am (re)achieving greater control of my destiny within a climate of ever 

increasing central direction in primary education. However as I am involved in 

critical research I am never certain of the exact path of action that I will take as a 

result of my enquiry (Kincheloe, 2003; 24). 

Action researcii is a rigorous form of enquiry that leads to the generation of theory 
from practice. 

A positive aspect of action research is that practitioner researchers have a 

subjective understanding of issues and a problem of this is that it is difficult to see 

things objectively. Because I follow Schon and Van Manen's notion of reflective 

research I feel that I have learnt how to stand back from the action and through 

accessing my tacit knowledge of infant school practice 1 am beginning to describe 

events more clearly. Also by working with a critical research community I am 

looking for connections and learning links in the complex and disjointed bigger 

picture of educational assessment. I have to consider the perspectives of others 

rather than allowing my personal values and interpretations to interfere or inhibit 

the process. Nevertheless, I realise that my research depends on my insider 
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understanding of a situation and tiierefore it demands more rigorous methods of 

enquiry than objective research, where the researcher stands back from the data. 

I find the action research cycle a useful conceptual tool for organising data to 

explicate meanings about a fairer assessment. It enables me to document different 

stages of the research in terms of planning, acting and evaluating in a way that is 

different from a chronological time line. I create my own representation of past 

practice around the theme of fictionalised story rather than using the more usual 

reflective journal writing or capturing action on video. I create my own forms of 

narrative writing or descriptive qualitative data that include a storybook of young 

children's drawings and emergent writing (chapter 3), an adaptation of a children's 

storybook (chapter 6) and a series of educational cameos (chapter 4) 

(Mohammed, 1999; Tripp, 1993 & Denicolo & Pope, 1990) to show the 

relationships of different parts of the enquiry rather than the chronology of it. Also 

to clarify the messiness, contradiction and complexity where different events and 

issues impinge of the central enquiry and I try to show an authentic description of 

my practice as an infant school teacher/head teacher, whilst keeping the children 

central to my work. 

Because my research is focused on real events I follow the practice of using 

fictionalised story that has been adopted by researchers as an appropriate way of 

dealing with the ethical issues of anonymity and confidentiality (Winter et al, 1999; 

Winter, 1986, 1989, 1991& 1999; Carter, 1993; Evans, 1996&1998). Also I use my 

own imaginative style of fictionalised writing to aid the process of: 

Professional reflection, exploring and reflecting on ttie meanings of 
experience (Winter, 1999:1). 

as the writing is a means of representing my implicit theories about educational 

assessment (tactt knowledge of infant school practice) and to sketch a rich and 
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compelling view of the epistemological world in which I live and work (Clandinin & 

Connelly, 1999 & 1995). 

Each piece of story writing becomes a focus for a number of group sessions in 

which research colleagues help me to deconstruct and reconstruct my past 

assessment practice. Following these sessions I re-edit the story so that its final 

form emerges from the critical research process to show my explicit theory, in this 

way I come to know about practice and locate knowledge within an autobiography 

of my own learning (Lomax & Parker, 1995; Russell, 1998). 

Epistemology 

I used critical action research intentionally to improve the rationality and justice of 

my own practice and understanding of educational assessment and the situations 

in which educational assessment is carried out. A s the research process evolved I 

became aware that I needed to visualise my own unique way through my research* 

and that this was as important as my self-chosen research focus (educational 

assessment) and my method (action research). This led me to devising a way of 

representing my action research through a multi-layered jigsaw puzzle, which 

enabled me to turn personal descriptions and explanations of educational 

assessment into explanations (my living educational theories) that contribute to the 

wider body of knowledge or epistemology of assessment in education. 

By using a multi-layered jigsaw puzzle as a form of representation and a form of 

communication of my professional knowledge and learning 1 appeared to be 

working in a similar way to Lomax and Parker (1995) who talk about: 

Visualisations as allowing their authors and their viewers to uncover implicit 
meanings about professional practice and enable these to be clarified and 
made explicit (p.303); 
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Eisner (1997 & 1993) wrote about the relationship between forms of 

representation and forms of understanding and new representational forms being 

used to convey to readers what has been learned. Eisner maintains that new 

forms of representation encourage new ways of seeing things and he lists five 

reasons why alternative forms of representation offers promise to educational 

researchers. The first is that new forms of representation encourage empathy. 

They recognise that human feeling aids rather than pollutes understanding. 

Second, they provide a sense of particularity that suggests authenticity (Eisner 

puts this against the peril of the idiosyncratic). Third, they are evocative in that 

they encourage multiple interpretations. (Eisner puts this against the peril of losing 

precision). Fourth, they encourage new ways of seeing things. Finally, they 

encourage the exploitation of individual aptitudes that have tended to be ignored 

as research skills. This is my justification for using the multi-layered jigsaw as a 

form of representation for my action research as it has enabled me to increase my 

understanding of educational assessment. 

Representing layers of knowledge 

The modern art movement of Cubists pictured the world as a jigsaw of geometric 

shapes (Bolton, 2000). They noticed how things take on different shapes when we 

see them from different viewpoints. By painting many views of the same object 

together in one picture, the Cubists found a new way of capturing 3 dimensions on 

a flat artist's canvas. My idea of a multi-layered tiiree dimensional jigsaw puzzle 

parallels the Cubist's work in that everything is simplified, layered and fragmented 

and put together in unusual and moveable ways, yet it provides a visual mind map 

or mindscape to solve problems, improve memory and make things clearer by 
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unlocking my imagination (Buzan, 2003;4). This idea of a visual mind map, which 

shows the orientation and relationship between thoughts in my mind, can be 

likened to a topographical map showing the orientation and relationship of places 

on a landscape. The visual mind map is the process through which i generate and 

organise thoughts to make meaning or living educational theory. 

Bassey (1995:4) used a similar idea when he described topography of social 

research. 1 can relate, easily to a knowledge landscape because of my educational 

background of geography and mathematics. These ideas and their associated 

images reinforce my belief in the crucial contribution play and art have in early 

years education, when young children naturally learn through the senses of sight 

and touch as well as language. But landscape and topography have limitations as 

metaphors for representing my action research. They suggest horizontal two-

dimensional constructions that give a description of the surface; a view of a static 

landscape and a passive observer. My values as a teacher impel me to seek 

active involvement to engineer landscape intervention, and uncover what is hidden 

underneath the surface. In seeking and answer to the question - What is a fairer 

assessment? I need to uncover hidden meanings and tacit understandings. 

Bassey's (1992:6) topographical account of research is useful because it 

describes three levels on which research can be significant: the personal level, the 

informal interactive level and the formal dissemination level. The personal level is 

where the researcher is working more or less alone in designing and pursuing the 

enquiry and reflecting on the process and outcomes and this may often provide 

the most virulent critique of the work. The informal interactive level is where the 

enquiry is shared with selected others for critical appraisal of its meaningfulness. 

The formal dissemination level is where an account of the enquiry and its findings 

are published in literature so opening the findings to critical challenge. Bassey 
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maintains tliat this is only a topographical or account of the surface, the view of a 

landscape observer and I need to go underneath the surface to explicate my 

values that underlie my actions. 

l i n k s can be made between Bassey's ideas and the work of Clandinin & Connelly 

(1995:vii) who use the metaphor of a landscape to depict: 

A rich and compeiling view of the epistemological world in which teachers 
live and work. 

I was seeking a form of representing my research, which depicted: 

Relationships amongst people, places and things, as both an intellectual 
and moral landscape. 

On the intellectual level I needed a form of representation that would allow me to 

explicate my living educational theory. On the moral level, I was thinking about the 

personal and professional dilemmas created by my school practice. 

Reasons for choosing the multi layered jigsaw puzzle 

I chose to use a multi-layered jigsaw puzzle as the form in which I would represent 

my research. What inspired this apparently quirky research innovation that was 

unlike traditional research styles? A question by the editor of Management In 

Education (MIE) when introducing my research article(Herrington, 2001:5). Very 

early in my research I realised that I needed to find a way to use images from my 

professional life as a head teacher/teacher and layers of knowledge from the infant 

school context in the research. The multi-layered jigsaw puzzle was a form of 

representation that provided an opportunity to do this. 

A multi-layered jigsaw puzzle is a reminder that children must have a central role 

in my work. I remember the two contrasting views, about the use of jigsaw puzzles 

AT' 

79 





in scliools - a solitary time filler or an enjoyable or purposeful activity. I hold the 

latter view. I have observed young children using a jigsaw puzzle for simple 

progressive problem solving activity. A large interlocking floor jigsaw puzzle is 

.used at the earlier stages of children's education and is a popular, practical activity 

that encourages co-operative learning, as young children naturally work together 

or are helped by adults. Young children select each piece in an attempt to build on 

previous pieces to complete the jigsaw puzzle and the picture. They use simple 

recognition, sorting and matching skills, all vital for success in the development of 

language, reading, writing and mathematics. This is in contrast to an adult 

approach that sees the puzzle as a framed picture cut up into pieces to be fitted 

together again. Making a multi-layered jigsaw puzzle with young children goes 

one step further than making a simple interlocking jigsaw puzzle as it is built up of 

several layers. Each layer relates to previous and following layers. In addition, 

each layer may be different in size and made up of pieces of different shapes and 

sizes. Young children can learn about proportion or about the process of growth 

and life cycles. For example, where the life cycle of a. chicken is depicted, each 

layer of the jigsaw puzzle shows a stage in that process. Each layer of the puzzle 

provides a layer of knowledge for a child. 

Doing a multi-layered jigsaw puzzle is like engaging in action research. A s with 

making a jigsaw puzzle, the action research process is practical and problem 

solving and progressively builds on previous stages (cycles) in order to move 

forward. A jigsaw puzzle is baffling when seen in pieces, but usually there is a 

stimulus, a curiosity or wish to find out more by fitting the pieces together in 

different ways or ultimately to find out what the completed jigsaw puzzle will show. 

A child or group of children can either start with a randohn piece or select and 

begin to make a favourite colour or shape, or find a familiar character, or start with 
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a corner piece to mal<e a frame for tfie jigsaw puzzle. Most young children 

naturally seek the help of others and chat together whilst they play, which is similar 

to action research because both rely on the cooperation and collaboration of the 

participants. 

Understanding young children is Ijke fitting together the pieces of a multi-layered 

jigsaw puzzle as I put in more pieces and discover links. 1 can make sense of what 

a particular child is doing, a particular group of children is creating, and the 

meaning they are making in their interactions (Smith & Goodwin, 1997: 103). But, 

although I observe children from day one and continue to observe them over time I 

could never say I know ajl about that child, as I could rarely go under the surface. 

The jigsaw is never complete. 

Creating a form to represent the research 

I thought that the multi-layered jigsaw puzzle would be useful as a form of 

representation through which I could explore my tacit practitioner knowledge 

because it provided opportunities for exploring horizontal and perpendicular 

relationships between ideas and events within a structured framework. - How did 

the jigsaw represent the complexity of the issues involved in educational 

assessment? I began with a horizontal level of the metaphorical jigsaw and used a 

different piece to represent each different aspect of assessment. Initially I came 

up with twenty issues to examine. I started by drawing round the twenty pieces of 

a large floor jigsaw puzzle and labelled them with as many issues that I could think 

of I carefully selected the four corner pieces and the edge pieces and arranged 

them on the paper with the other pieces inside. I pretended to myself that 1 was 

showing the real process of the first part of my research, which was marked by the 

same exploratory actions I had observed in yoUng children. These issues were 
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drawn from my personal experience of assessment and contained my tacit 

understandings of ttie assessment process. Later I reduced tiie number of pieces 

to 7, extended my idea and used tiie notion of tlie multi-layered jigsaw puzzle. 

.Figure 2.2 shows the multi-layered jigsaw puzzle. It shows red pieces to show the 

top layer of meaning. It includes blank pieces indicating that there may be more 

questions to be raised, more explanations sought and more imagined solutions. 

There are blue, green and the yellow jigsaw pieces stacked behind the red pieces, 

indicating further layers of meaning. 
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Later I realised that I was seeking the certainty of a solution to a traditional jigsaw 

puzzle. I seemed to be applying Kuhn's theory of truth in which he sees scientific 

knowledge and truth as puzzle solving and he suggests that a new piece of theory 

js true when it fits. He shows his view diagrammatically as an almost completed 

jigsaw puzzle (Kuhn, 1970). But this was not what I wanted. I was looking for 

something more original than my taken for granted knowledge of educational 

events. I began to think about space, place and time, just as Clandinin & Connelly 

did using the metaphor of the professional knowledge landscape. I saw this in 

terms of expansiveness and the possibility of the space being filled with diverse 

people, things and events in different relationships, i started with one or two inside 

jigsaw puzzle pieces and began to explore the relationships between different 

aspects of my research. I found that different pieces related to others in different 

ways depending on my orientation. At this point I decided that the inside pieces of 

the metaphorical jigsaw could not be cut exactly to fit each other and I began to 

visualise them with an irregular or even elastic frame, fixed only for a moment in 

time when I needed to take stock. 

What about the other layers of the puzzle? A s the research proceeded, as new 

relationships in the data were discovered and explored, and as other people 

began to share in the process of my research rather than just the end result, a 

number of different meanings were unmasked. This should not have been so 

surprising given that real multi-layered jigsaw puzzles (showing the life cycle of a 

butterfly or chicken) allow children to uncover new (and more complex) meanings 

as each layer of the puzzle is built. The way in which I shared and tested out my 

ideas with critical others was explained in the section on action research and is 

illustrated throughout the thesis. This is part of the action research methodology. I 

also presented the puzzle to other researchers at a number of educational 
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research conferences, For example I made my own giant multi-layered jigsaw 

puzzle using colour coded polystyrene jigsaw pieces and an explanatory poster to 

present at the B E R A regional conference. I wanted to show an interactive rich 

picture of my research. Useful feedback from Michael Bassey suggested that 

further clarification of the purpose of the multi-layered jigsaw was necessary: 

13 teachers had produced posters', he wrote, 'but I thought too many of 
them were uninspired and too wordy. Margaret Follows jigsaw puzzle was 
an exception, but even she could have been more direct in telling us what 
to try to do-1 sat with those bits for ten minutes trying to make sense of it 
(Bassey, 1999:11). 

At the time of the B E R A conference I was at the stage of drawing my research 

methodology and focus to the surface of my own mind. 1 had recently recognised 

my own preferred way of learning but I was not ready to articulate it coherently to 

others. People learn and understand in different ways as their balance of 

intelligence differs (Gardner, 1983). I know that my balance of intelligence aligns 

with kinaesthetic, visual, spatial, mathematical and logical rather than the linguistic 

forms of understanding (Professional Development Programme, 2003; Smith & 

Call, (2002). My balance of intelligence is shown below in Figure 2.3 that I 

completed on the Professional Development Day. 
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Figure 2.3 Multl Intelligence Wheel 
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My experiences at the BEiRA conference would appear to follow Jerome Bruner's 

suggestion that: 

we frequently know how to do things long before we can explain 
conceptually what we are doing or normatively why we should be doing 
them (Atkinson & Claxton, 2000:109; Bruner: 1995 ). 

Action research has meant that I engaged with the literature and this helped me. to 

develop my linguistic skills and my ability to explain conceptually and has given 

me a framework of theory against which I can test my understanding of my own 

practice. Whilst action research has given me insight into my tacit practice of 

assessment, engagement with the literature has given me a vocabulary and 

framework for theorising practice. This represents the third level of my puzzle. The 

final level of meaning is the development of my own living educational theory. 

Layers of meaning 

The layers of meaning are best understood through a specific example, which is 

taken from Chapter 6, which is about learning from an Ofsted school inspection, in 

which, I participated in 1997: 

First layer of meaning (practical experience) 

To articulate practical experience I wrote a chronological, factual account of 

the events and my personal experiences, as a head teacher, throughout the 

Ofsted inspection process. I consulted documentation, diary extracts and 

records of conversations with personal and professional colleagues to 

support the account. I used the School's Ofsted Inspection report (1997), 

the head teacher's professional diary that was a factual record of events 

and her reflective diary that was a personal account of the events and her 
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experiences during the year. I tiien included my own questions that arose 

as I wrote and edited my account. 

Second layer of meaning (objective analysis) 

For the purpose of gaining critical feedback I presented a fictionalised 

account of the Ofsted inspection to the group of research, colleagues in a 

memory work session. Members of the group drew on their varied 

experiences to highlight gaps and spaces in the account and the things 

written between the lines were thoroughly explored. My fundamental 

values, expressed in the story, remained unchanged but after the session I 

was able to clarify, re-formulate and communicate some aspects of my tacit 

practice that were masked in the original account. Subsequently I rewrote 

the story to incorporate my new understanding of the experience. (Follows, 

2001). 

Tfiird layer of meaning (locating it in the theory) 

In order to locate my work in the broader social and political debate on 

educational assessment, I explored the contrasting and complex arguments 

presented in the literature. 1 critically exaniined the Ofsted process by using 

three Ofsted Handbooks (1993, 1995 & 2000). I examined national 

education policy documents, repori:s and press coverage. 

Fourth layer of meaning (evidence-based professionalism in teaching) 

The first three layers of the multi-layered jigsaw puzzle represented a 

dialectical research process in which I examined my own practice, tested its 

meaning with critical others and located it within the wider literature. Being 

part of a research group has been paramount in my identifying patterns and 
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emerging tliemes related to a fairer assessment; we have been creating 

theory together from the meticulous, ongoing and in-depth scrutiny of my 

past practice (Winter, 1989). During my research journey I have been 

seeking to increase practitioner educational knowledge as well as engage 

in successful action. For the final layer of meaning I explore a fairer 

assessment in the form of my living educational theory by focusing on the 

conceptual and ethical qualities of my professional practice as a teacher 

and teacher researcher. I see this as a means of contributing to 

improvement in educational assessment in the infant school by showing a 

fairer assessment of children's learning, development and attainment. The 

body of knowledge to which I contribute is constituted by the creation of 

living educational theories from teacher researchers like me. By explaining 

and communicating the grounds upon which my knowledge is constituted I 

am able to contribute to the wider educational epistemology (Lomax, 

Whitehead & Evans, 1996:11). 

In order to appreciate my past action I use data generated through the research 

process as evidence that authenticates my research claims. Action research is 

about uncovering truths that belong to a history, to a time and a place and can be 

described as happenings not as permanent correspondence between sentences 

and things. By using my multi-layered jigsaw puzzle I seemed to be moving in a 

hermeneutic (interpretative) circle, in which truth (my professional knowledge) was 

uncovered together with the occurrence of the research (Heikkinen, Kattori & 

Huttunen, 2001:). Also I was seeking to use it to create communication spaces in 

which people could discuss and debate problems as issues as freely as possible 

(Kemmis, 2000). I was using a multi-layered jigsaw puzzle to explore, develop and 

support never to get a perfect fit, just as young children explore and develop ideas 
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unlike most adult's perceptions. I had to remind myself that I had chosen this 

jigsaw puzzle as a representation of my research and not to structure it. 

1 have developed a model for learning that uses personal knowledge (Polanyi, 

•1958) and like Abbott (1994) I see learning as a reflective activity which enables 

the learner(s) (the research group and myself) to draw upon previous experience 

to understand and evaluate the present, so as to shape future action and 

formulate new knowledge. 

Furthermore, I have found a way of accessing knowledge that I use tacitly as I am 

an experienced (expert) teacher. The knowledge is secure and well integrated and 

appears to be embedded at a deep level (Strengelhofen, 1993). 1 suggest that it 

enables a shared process, a double dialectic of learning (Lomax & Parker, 1995; 

Lomax, 1999). With the intra-subjective, 1 am creating a representation that 

challenges my understanding of the practice it represents. With the inter-subjective 

dialectic, I am sharing the meaning of this representation and allowing othersstQ 

challenge that meaning. I am using the double dialectic as a way of making my 

understanding transparent and transforming it in the process. 

In conclusion the multi layered jigsaw puzzle as a form of representing my action 

research has enabled me to fulfil a number of important research purposes: 

• It provides a form for exploring my tacit practitioner knowledge so as to 

make it explicit 

© It provides a multi-layered visual and tactile representation of the research 

process and data that can be shared with others, 

e It provides a way of conceptualising and developing my living educational 

theory. 
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Conclusion 

This chapter shows the methodological and epistemological journey that 1 

embarked on to create living educational theory from the exploration of my own 

tacit knowledge of educational assessment. The autobiographical accounts 

describe the starting points of my journey as a teacher researcher working with 

young children and the research paradigms and approaches that I. intuitively 

delved into. Then I show the motivation I had to positively intervene with the 

teaching and learning process. This led me to see the need to develop a critical 

action research methodology and particular research representation so that i could 

clarify the epistemological basis of the contribution of knowledge that I made. 

With the present project I have shown that it has been crucial to develop my 

reflective skills in a systematic way by subjecting my work to continuous critical 

review. I have learnt how to question my own assumptions and to analyse an 

argument in a way that exposes and questions its assumptions. The more I travel 

along my practitioner research journey I realise that theory and practice are closely 

linked, but I have had to restrain my curiosity and regularly stop and take stock 

along the way to lessen the chance of being side-tracked by irrelevant theory. By 

engaging with my past practice (evidence-based practice) through self-study or by 

delving into the hidden world of an infant school teacher/head teacher I have 

enabled myself to develop theory from practice. I have given myself a platform, 

though a somewhat unsteady one, from which to choose the most appropriate 

established or traditional theories and I chose - living education theory or a 

process of coming to know (Stronach, 1986). 

I chose to create my own knowledge by extending the consciousness of myself as 

a social being. Because mine is a practical concern I have had to examine social 

relations and social processes historically and I have been reminded that human 
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beings construct traditions, ceremonies, institutions and belief systems. I have 

been motivated to uncover the genesis of assumptions that shaped our life and the 

lives of the young children in my schools and to ask how they may be altered to 

provide a fairer assessment (O'Sullivan 1999; Lather, 1991 & 1986; Popkewitz, 

1981a). 1 used critical action research to promote self-reflection that resulted in 

attitudinal changes, the basis of which rested on the insights into causalities in the 

past. I came to know myself by unlocking intuitive knowledge and brought to the 

surface or consciousness the processes by which my perspectives were formed 

(Habermas, 1971). 

A s my research is an education action research case study I am not expecting to 

generalise in a scientific way (Elliott, 1989a), instead. I am creating a model of 

multi-layered pracfitioner educational knowledge that is specific to a given context 

and practice, and which may be transferable if taken up by practitioners and policy 

makers. By examining Bassey's views on the problemafic of generalisation in 

educational research and his concept of fuzzy logic I realise the in-built uncertainty 

or the fuzzy generalisation of the findings of my work but I feel that I can transform 

my research findings into fuzzy predictions that may help teachers and policy 

makers to improve the assessment techniques that enhance the learning 

opportunifies for young children and therefore improve educational standards 

(Bassey, 2001:5). Golby & Parrott (1999) express practitioner knowledge in a 

slightly different way by stating the necessary eclecticism of practitioner research 

and importance of recognising the holistic aim of understanding the individual case 

and recognising the values inherent in practice. McNiff (1988) sees action 

research as: 

a way of characterising a loose set of activities that are designed to 
improve the quality of education; it is essentially an eclectic way in to a self-
reflective programme aimed at such educational improvement (p.2). 
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This eclecticism is important to me, as the research techniques that I have used in 

each chapter are different. Also the creation of transferable practitioner 

educational knowledge closely follows the fundamental principle of action research 

(Guba, 1999:xi). 

By pursuing a piece of critical collaborative action research firmly in the Whitehead 

& Lomax tradition and by creating an alternative research methodology I appear to 

have worked in the way that is now advocated by the National College for School 

Leadership (NCSL) and the Networked Learning Communities Programme 

(NLCP) (Du Quesnay, 2002). Like the NLCP my research has children's learning 

at the heart of the activity and improving children's achievement is the 

fundamental motivation for me participating in it. Also my research is about 

teachers learning alongside children and it emphasises the value and 

effectiveness of practitioner enquiry and collaborative approaches to teacher 

learning. Like the NLCP my research is much more than the lateral transfer of 

knowledge (a comparatively passive concept), it is about powerful learning norms 

(an active concept). 

I believe that I have created a potent model of learning built around two frames of 

thinking. The first of these frames involves three domains or fields of knowledge. 

The first is practitioner knowledge that is housed within the teaching profession-

making explicit the often-tacit knowledge of teachers. The second is what 1 think of 

as public knowledge - the research, theory and international practice available but 

not always utilised within the school learning processes. The third is the 

knowledge that practitioners, like me engaged in innovatory activity, can generate 

together - through learning sets, enquiry processes and the conscious study of 

practice (a school community, the work of K H A R G and the PhD research group). 
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The second frame involves the depth of the learning, which I have classified as 

shallow, deep and profound learning (multi-layered learning, by using the multi-

layered jigsaw puzzle). 

-Believing, as I do, that every child can be a powerful learner, and that the 

knowledge either exists within the teaching profession or in the external 

knowledge base, then .it is putting it together, studying and drawing theory from 

practice and sharing it within one school (Oak Tree) and then two research 

communities (KHARG & PhD research group) and hopefully more widely within 

the system by sharing my research with others (local head teachers, 1997; 

B E R A / K H A R G , 1999 & C A R N , 1998 and publication), then I will gradually move 

closer to my aspiration for a fairer assessment for all children. 

Finally, learning on behalf of each other has been a critical component of K H A R G 

and the PhD research group. W e all have a moral purpose and we are all 

educational professionals who care about all children (Drummond, 2003: 156 & 

1993). It is about the shared belief that it is our responsibility as professionals to 

move away from the historical privacy of practice and to learn not only to improve 

our own teaching but also to help each other improve theirs. Learning on behalf of 

each other, understanding one another's situations, caring about the success of 

the teachers and children In each other's schools has been at the heart of our work 

(Schratz, 2000:91). 

At the beginning of my research journey I made a commitment to work 

collaboratively within and between schools, K H A R G and the PhD research group 

in the pursuit of educational assessment innovation, transformational change, 

more positive and powerful learning experiences for children and higher 

achievement. 1 was, and I still am committed to working together (as a network), 
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working smarter (learning powerfully) and to work interdependent^ (as a 

community) rather than working alone. There was a tremendous feeling of 

celebration and affirmation within the group and remarkable energy, excitement 

and commitment. There was also a feeling of trepidation about the research 

journey of self-discovery that we each embarked upon and the amount we had to 

learn together to achieve our aspirations (McNiff, 2000:14). 
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Chapter 3 

Learning from Children's Work 

Exploring the Evidence 
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Chapter 3 

Learning from Children's Work: Exploring the Evidence 

Purpose of ciiapter 

A great deal has been written about the differences between teacher's continuous 

assessment of young children's achievements and the external tests like SATs.^ In this 

chapter I describe and explain how teachers assess children's woric and make 

judgements about their learning, development and attainment. Teacher assessment 

includes both formative and summative assessment to support and enhance the 

teaching and learning process, so it emphasises assessment for teaming (Black et al, 

2003). 

This is in contrast to accountability assessment, which considers the results of 

snapshot tests, which only establish what children, can do in one part;icular area of 

learning at any one time. Normally, snapshot testing is carried out in exceptional 

circumstances rather than as part of the everyday classroom routine. It emphasises 

assessment of learning and includes externally devised summative assessment 

(SATs) that is set out against expected standards of children's performance for the 

purpose of grading and reporting.^ 

This chapter shows how teacher assessment happens in practice. To do this I draw on 

data from three infant classes, which are real life settings. I examine young children's 

teaming, development and attainment, by using the actual work of children, which was 

produced during the three-year period 1994-1997. Like Hutchin (1996:74) I use 

children's drawings arid emergent writing, as concrete examples, to show children 

^ See Chapter 1 The Debate on Educational Assessment: reviewing the literature. 
^ The Assessment Reform Group (1999) made the distinction of assessment for learning and 
assessment of learning. 
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developing over time. I.,ike Hutchin I want to show - a picture of each child's learning, 

development and attainment. 

This chapter follows the model of educational research put fonward by McNiff, Lomax 

& Whitehead (2003 & 1996:14) and highlights the centrality of my values when dealing 

'with the issue of children's work. I fi-ame the chapter by adopting the action reflection 

process in which cycles explicate meanings about a fairer assessment of young 

children's leaming, development and attainment through looking at their work. This 

chapter attempts to show the development of my leaming and understanding in the 

process of deconstructing my own infant practice and making it explicit to others. 

Whitehead conceptualises this as the creation of a living educational theory. ^ My 

research is in contrast to other researchers (Gipps, McCallum and Brown, 1999; 1996) 

who have sought to access the minds of primary school teachers to find out their 

preferred teaching approaches and styles and their strategies for the assessment of 

children's learning. 

Teacher assessment at Oak Tree infant School 

The emphasis of teacher assessment at Oak Tree Infant School was on the teachers 

working together and seeking to understand the children's leaming and then putting 

their understanding to good use. In other words, having a positive impact on children's 

learning and the teachers' teaching. The teaching strategies included co-operative 

teaching situations for individual, small group and class teaching. The class teachers 

followed an integrated approach to assessment, cuniculum planning and cumculum 

provision. The assessment included the two main areas of teacher assessment, which 

are summative and formative assessment. Summative assessment involved the 

summary of children's ati:ainment and progress over a period of time. It included 

^ See Chapter 2 Accessing Tacit Knowledge of Infant School Practice: a methodology. 
I examine the various approaches to teaching, leaming and assessment in Chapter 4 Leaming from the 

Infant Curriculum: exploringthe evidence. 
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documents, which were updated regularly by the class teachers, using infbmnation 

from formative assessments. Summative assessment included Park LEA Baseline 

Assessment, developmental reading and writing frameworks, individual records of 

achievement, and half termly topic assessment and end of National Cunriculum Key 

Stage 1 Assessment (SATsi). Formative assessment involved the day-to-day ongoing 

assessment, which took place in the classroom. It was a means of gathering, 

evaluating and reviewing infomnation to help children succeed in the classroom. It was 

also used to inform the planning of future work programmes. Fonnative assessment 

included materials to record significant achievements of individual children during 

specific planned activifies. This included the Baseline Assessment grid, daily reading 

record and index cards.^ 

Whatdldldo? 

I wanted to explore how teacher assessment happened in practice. I decided to 

look at the records of children's work to see if I could find examples to show their 

development over time. I had three reasons for using children's work. Firstly, I 

wanted to show the ongoing developmental and conceptual stages that children 

pass through over time. Secondly, I wanted to highlight aspects of children's 

learning and their significant achievements, rather than provide evidence of their 

attainment for measurement against national expectations. Thirdly, I wanted to 

focus on the teacher's assessment and their judgements about the children's 

learning, which were recorded on the children's work. 

From the children's personal portfolios I selected a set of children's drawings with 

their emergent writing that related to selected areas of learning from a series of 

topics that were taught at Oak Tree. One of the drawings included the teacher's 

annotations and two drawings included the Baseline Assessment Draw a Person 

^ Oak Tree infant scliool assessment policy 1996-1997. 
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test score and one drawing included the Key Stage 1 Assessment writing SATs 

score. 

Children's personal portfolios 

All schools in Park LEA were required to set up and maintain a personal portfolio^ 

for every child, to show their achievements from entry into school to the end of Key 

Stage 1. A child's personal portfolio or record of achievement was required, by the 

LEA, not simply as a proof of attainment in the National Curriculum, but fo 

celebrate the achievements of whole child development. This was in line with 

general views in infant education (Moriarty & Siraj-Blatchford, 1998:37; Hutchin, 

1996:108). Every child at Oak Tree had a personal portfolio which contained a 

variety of information that provided a picture of whole child development from entry 

into school to end of Key Stage 1. The personal portfolio contained a record of 

children's learning that was updated regularly by the class teachers using their 

day-to-day judgements and records of the children's progress. 

The documents included personal information about children including name, date 

of birth, and relevant family background and pre-school or previous school 

information. They also included examples of children's work with class teachers' 

annotations. The children's work was often a drawing and some accompanying 

writing, which related to the selected areas of learning of the half-termly topic. The 

drawing would be part of the normal planned group activities in the classroom. The 

children's drawings were important as they helped them express their feelings and 

visually record their experiences, when maybe it was too difficult for them to put 

them into words, so drawings gave the teachere clues as to what was important or 

interesting at any one time. 

^Portfolios are discussed in chapter 7 Creating a Living Educational Theory about Assessment in the 
Infant Years. 
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Also, the pictures rehearsed what the child wanted to write and the events were 

re-told using the children's words and either their emergent writing or adult script 

was used as the text for the story. The teacher assessed the work whilst she 

observed the child and talked with her about her work and intervened to move her 

learning fonA^ard. The teacher would record her judgements about selected pieces 

of work on index cards at the end of each day. At the weekly planning meetings, 

teachers would present one piece of work selected from the work the child had 

done during the week, which she would discuss with her year group colleagues. 

A s a result of the discussion the teacher would annotate the back of the drawing. 

One piece of work would be selected to represent the child's progress each half 

term and put in the portfolio. The selection of the work occurred at a half termly 

meeting of year group staff. 

Selecting the work 

I had the data for 21 children, but I selected the work of one child, because I 

wanted to see if her drawings represented the conceptual stages of her learning. 1 

selected six examples of her work from the beginning and the end of each school 

year (1994-1997). The work consisted of drawings and emergent writing. The 

teacher's annotations were written on the back of each drawing. The Baseline 

Assessment Draw a Person test score was recorded on the first drawing and the 

National Curriculum Key Stage 1 S A T S score for writing was recorded on the last 

drawing. I selected the work of a little giri called Polly. I knew her very well and I 

had often taught her during the three school years she attended Oak Tree. Polly 

was a very interesting child with some unexpected learning patterns and she was 

in the less able group for both literacy and numeracy.'' 

^ Polly was part of the school evaluation study that I examine in Chapter 5 Leaming from Assessment 
and Pupil Data: exploring the evidence. 
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Making a stoFybook 

How was I going to represent Polly's work? 

I called the method making a storybook. I adapted a book making approach as a 

way of representing and siharing the data for further collective analysis, in line with 

.the arguments about representation that I presented in Chapter 2. I chose this 

form of representation because making storybooks is an integral part of infant 

school practice (HMSO, 1975:par22; Hutchin, 1996:82-98). The children at Oak 

Tree often made storybooks about topics like cooking bread or made up imaginary 

stories with themselves as the main characters. W e (the teachers) made the 

books with the children using their pictures and their version of events for the text. 

There were always a number of books with blank pages in the writing area in each 

classroom. These books were for children to make their own storybooks maybe as 

an independent activity, just one child or together with a friend, or with an adult as 

a prompt and scribe. The completed books were put in the class book corner or 

school library and then taken home. 

1 used the idea of a child making a storybook about herself so as to provide a 

visual representation of her work. The storybook that 1 made is an example of a 

fictionalised story, because Polly did not actually make the storybook. Although I 

constructed the book from her real work, so that her actual work is included in the 

story, I have written the text. The storybook gave me an appropriate vehicle to 

unpack or deconstruct my own practice and tacit knowledge about events in the 

infant school, while keeping the child (children) at the centre in line with my own 

educational values and those of infant practice generally (Hutchin, 1996:25; 

Clarke, 1998:45-98). 

I prepared the storybook using Polly's work and called it - All about me, by Polly. 1 

included a title page, and 1 wrote some introductory text to give personal 

background information about Polly. I wrote captions under each picture to signal 
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the context of the drawing, as was common practice when children did drawings in 

the classroom, i used footnotes to indicate the source of the data. Below is an 

example of one drawing from the book. 

Figure 3.1 Example of one drawing from the storybook 

This picture is taken from Polly's portfolio (Summer 1996). 

1 n-hSc] i \( 

-ill : 1 
If } 

\ X t o o k -Trven-c^S t o Lh^e 

w o o d s Thi.s i.s m e a iu i m y fuL'twis i i \ i h c w o o d s 

. somc l imes vve w a l k there ss i i h n i v t cavhc i 

Polly did this work in the summer 1996. She drew the picture after a class walk to 

the local woods and a follow-up discussion about ways to record real events. The 
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teacher planned the activity as part of teaching Key Stage 1 English Attainment 

Target 3 that involved - writing about a real event. 1 chose the picture because 1 

felt it represented Polly's achievement at that time. This is the third example of 

Polly's vi/ork in the storybook. The drawing shows 4 recognisable human figures 

and 2 large trees. Polly has written her first and second names. I have erased her 

second name to maintain her anonymity. Underneath the drawing shows her 

emergent writing that includes her most frequently used letters and words. There 

is the teacher's scr-ipt underneath Polly's writing and this was written as the 

teacher talked to Polly about her work and interpreted her attempts at writing. I 

wrote the second adult caption to indicate the context for the teaching and learning 

activity. I omitted much of this vital information when 1 presented the storybook to 

research colleagues and so I kept my knowledge secret (Bruner, 1996). 

How did i use the storybook? 

I decided to share the storybook with colleagues to see how far they recognised 

what I had identified as Polly's learning and development. I wanted to use the 

storybook to unpack and deconstruct my own practice and tacit knowledge of 

assessment. The storybook was presented at two sessions, which were at the 

action research support meetings, in February 1999 and April 2000. The first 

meeting was attended by four research colleagues, (Including head teachers and 

teachers), and a director of studies. The second meeting was attended by five 

research colleagues, (including head teachers and teachers), and two directors of 

studies. The group that I presented the story to was a research group that met 

regulariy to discuss each other's research. This aspect of my research was central 

because: 
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There has been little time to reflect upon teaching, though reflection itself is 
a necessary but not condition of teaming. Confrontation by self or others 
must occur And for this to be effective, these others must be skilled trusted 
colleagues who are knowledgeable about reflection in, on and about action 
(Day, 1997:195). 

The two meetings were taped and then transcribed. The discussion raised three 

fmportant issues. Firstly colleagues wanted to know what I was trying to show by 

using the storybook. Was it Polly's attainment and progress? Was it the 

developmental stages in her learning? Secondly did the storybook sufficiently 

represent Polly's learning and development? Or did I need to Include more? 

Thirdly did the storybook act as a vehicle through which I could engage colleagues 

to identity aspects of my knowledge and experience that were implicit and through 

which I made judgements about Polly's work? 

Analysing the taped discussion 

What was 1 trying to show by using the storybook? 

When I presented Polly's storybook to research colleagues I had given them a 

question. At the first meeting the question was: Does the storybook show Polly's 

attainment and progress at Key Stage 1? Ai the second meeting the question was: 

Does the storybook show Polly's leaming, development and attainment? The 

change in the question was because my own thinking had developed during the 

time 1 had been studying the children's work. i\/ly colleagues were quick to explore 

my uncertainties: 

B. What do you mean by attainment? 

M. That's something I've grappled with for a long time, particularly whilst 
I've been doing this chapter, whether I'm really looking at a fair assessment 
of Polly's, learning. Then it would give me the opportunity to break that 
(attainment) up and actually discuss the debate (about assessment) and 
what I actually mean by assessing children's learning. 

B. So is that what you are really looking at? 
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M. I think so more and more. Its which way round I write in down...I'm 
wondering whether it would be better to have a wider question, put the 
children's learning and attainment. Then I could actually break up what I 
mean by leaming. Leaming as seen through developmental stages, the 
whole child development thing. 

V. Yes, that feels much more comfortable. 

L. Going down that line- leaming and attainment- leaming that the teacher 
knows the child can achieve and what the government expects a child to 
attain. That's a very different slant. 

(8.4.2000). 

The discussion clarified my thoughts and the real tensions that exist in my work. 

Although, I preferred to think of assessment in terms of children's individual 

development and conceptual stages of learning, 1 also had to consider the national 

expectation of an age related measurement that is shown by attainment in 

National Curriculum levels. To continue my journey of exploring a holistic picture of 

assessment I needed to have a more balanced interpretation that related to the 

assessment for teaching and learning of each individual child and group of 

children and which must include learning, development and attainment. 

Did the storybook sufficiently represent Polly's learning and development? 

I presented Polly's learning, development and attainment through her six drawings 

and her emergent writing that showed her developmental language skills. 1 wanted 

to focus on Polly's individual development and conceptual stages of learning 

rather than an age related measurement, as is shown by attainment in National 

Curriculum levels. I consciously omitted comparisons of her Baseline Assessment 

scores with her levels of attainment of the National Curriculum. 1 wanted the 

drawings to pose questions about Polly's learning and show her achievements 

over three years. Even though I had consulted teachers' assessment records and 

considered their judgements about Polly's drawings and been able to visualise the 

classroom context for each learning activity. For this reason I had removed the 

teachers' comments from the drawings. 
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Ma. / wondered if... tfie point is to iool< at different levels or to just to look at 
flow the drawings progressed. This first one is at the beginning of school 
and this one is at the end, at SATs time. They are getting more and more 
complex...I just assumed, they, the order of the pictures in ihe book, went 
from the beginning of school and ended at the end of year 2. 

P. You can see that 'cos you are used to working with young children. 

Ma. / thought your project was trying to show all these other areas of 
leaming and progress...some of this could be looking at pictures - whether 
the level could be measured and compared to SATs and National 
Curriculum levels? 

Md. / love the idea of using a book as your data. So catching, so 
immediate to see a child's work like this and have the development 
described...but hang on that's whafs missing, the description of 
development, you can see it if you understand young children, but you 
haven't unpacked it. You didnt have criteria on how you can judge 
each piece of wori<...each page could be analysed as data... Can you 
use the extemal measure of SATs to show how a child moves on from 
that to this at the end and in what space of time? 

M. Does the children's work show ... their attainment and progress? 
It's a collection of their schoolwori<, over a period of time -3 years. 

Md. This is a sort of holistic picture ofassessment.. .this data shows that this 
pupil did progress, whilst not attaining age appropriate SATs scores 
(level 2). 

F. / can see the children's, (Polly's), pictures but I still need some form of 
measurement and comments to show the teachers' assessments. 

(3.2.1999) 

F. / can see this is the beginning of your idea, but I need some fonn of 
measurement and comments to show the teachers' assessment. 

Md. You didn't have criteria on how you can judge each piece of work. 

F. / wondered why you chose a SEN child, I think it would be useful to have 
the work of a more able child, as well, so you can make comparisons and 
you can relate the pictures to the National Cuniculum levels. 

(3.2.1999) 

V. Looking at these drawings themselves before you embellish them with 
other material... What do they tell you actually about that particular person, 
that particular event, point in time? Nothing very much, without an awful lot 
of other material. 

L. Except that ifs over a period of time and the drawings show progression. 

(8.4.2000) 

F. / would have liked, to have known what Polly got for the rest of the 
baseline, (assessment), as well as the draw a person, because to me this 
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book does show that this child has progressed. Assuming the rest of the 
baseline data is comparable with that, this child would have been in the 
bottom band, therefore value added would have expected her to achieve 
level 1 which is what she got. I think this shows that Polly has progressed 
as expected. 

L. Are you going to take into account any verbal comments? 

B. That's what I was thinking, on their own it, (a picture), shows a limited 
aspect. 

L. Teachers will have recorded their observations and what the child, 
(Polly), said. 

P. The teacher discussion is key. 

L. Presumably the teachers kept lots of records and talked together 

P. Where are the judgements about these drawings? 

(8.4.2000) 

By reflecting on tiie discussion, siiown above, I realised that the storybook had 

provided insufficient information about how assessment and leaming happened in 

practice and about the child teacher relationship that had supported it. Research 

colleagues had recognised that the storybook was the beginning of my idea for 

presenting, sharing and analysing data, but that there was insufficient infomnation for a 

detailed collective analysis of Polly's or other children's learning, development and 

attainment. It was obvious to me that 1 need to enhance the storybook. U did not 

provide the infomnation about Polly that was available to the teachers and me, who 

had made informed judgements about her learning, development and attainment- This 

was confinned by the written comments that I received from a research colleague who 

was a specialist literacy teacher. She highlighted the development of Polly's emergent 

writing. Because of her experi:ise she was able to identify Polly's most fi-equently used 

letters and words and their progression throughout the book. I realised that the 

material 1 had included in the storybook was insufficient infonnation for everyone to 

make infonned judgements about Polly's leaming and development or her attainment 

and progress. Teachers had been able to make informed judgements because they 

had a fuller picture of the child. The drawings were in isolation from the context of the 
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classroom. I knew Polly very well, but she was unknown to research colleagues. The 

members of the research group did not have my knowledge of the teaching and 

learning situations. I could read between the lines to fill in the missing data, but others 

could not. A subsequent comment from one of my research colleagues suggested that 

I was trying to use Polly's work as an audible piece of evidence of achievement and 

value-added but that I needed additional examples of children's work to support my 

argument. This made me realise that specific pieces of work, which are seeri In 

isolation, do not provide the holistic picture of children, which is necessary when 

making judgements about their leaming and development. 

What did I learn about my own Infant practice? 

The preparation and presentation of the storybook to research colleagues, listening to 

their comments and reading the transcription of the tape really helped me to clarify my 

educational values and my own preferred infant practice. 

P. We need to actually know what you actually do with your children and how 
you make judgements...This is very relevant to M's work because a lot other 
work is implicit. What she actually means...I can't quite see, she has a 
particular view on what young children know... but you've got to be able to tell 
the story or you can't summarise it and analyse it How will we know about 
your teaching, M, your preferred approach... How will we spot it in this book? 

(3.2.1999) 

V. What is it that you are looking for? What do you want to know? 

M. I'm arguing from a teacher's point of view, that by looking at a child and her 
picture, it gives a clear indication, to me, of the child's stage of 
development... and its my experience that its not just analysed by one teacher-
she'd make an initial analysis, then she'd gain infonnation from others, e.g. a 
classroom colleague, or classroom assistant or which staff she's woridng with 
who also knows the child- then it would be moderated within the year group. 

Ma. But I thought your project was trying to show all these other areas of 
learning and progress, (not just attainment in SATs). 

B. But you only assess intelligence in SATs - logical and analytical (intelligence) 
in SATs. 
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P, How could you score them? How do young children do a test? -

M. Depends on what approach you talie - how the test is introduced to the 
child, maybe by a sensitive teacher If its part of the baseline assessment its 
used as an indicator to mark the stage of development of a child...its whether 
you are teaching to the test or whether its part of the natural classroom 
activities of the time - if you manoeuvred the topic of say families that maybe a 
sensitive way to introduce the child to the test drawing (draw a person)...one 
thing I concerned with - the time constraints with young children. You are 
unable to hear about the ideas that the child might be able to articulate in 
speech - you can't assume he can do it in writing, so its not always his real 
story with all his ideas valued. 

F. Going back to your book, you can see it's the beginning of your idea. I can 
see you are coming at it from the child, rather than the raw data. 

V. in my school the baseline is done with 30 children in the space of 2 weeks... 
it often relates to the provision... volunteers brought in to look after the rest of 
the children whilst some do the test. 

M. My teachers did the baseline assessment very differently - we always used 
qualified staff, (their class teacher and nursery nurse), who knew the 
children. 

(8.3.1999) 

P. One of the aims of this chapter is to get at teachers' tacit knowledge, when 
they look at children's work. We are beginning to see a description of what it, 
(assessment and judgement), means to you... We are looking at Polly's wori<-
this is a good example of the tacit knowledge that a teacher, (M), brings to 
make sense of it and help this little giri. 

... There's still a lot in your head, M, that you need to get out! 

(8.4.2000) 

The discussion clarified, to me, how 1 work with young children and how difficult it is for 

me to articulate cleariy the thought processes and actions that I follow, and how 

unintentionally I leave out half the story. 1 strive to keep the needs of the child central to 

the learning process, in my practice so that learning is relevant to the child and so that 

I can promote her self-confidence and self worth. Fs comments going back to your 

.book reminded me of the original reasons for choosing the storybook approach. One 

of the original reasons was to emphasise that storybooks were a common vehicle for 

teaching and learning at Oak Tree and that the child was either the central character or 

author of a book. 
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Bs question: How do young children do tests? JVlade me reflect on how i used the 

assessment process as an integral part of the teaching and leaming process. Baseline 

Assessment was part of the normal small group activities in the classroom and was 

related to the topic on which the children were working, at the time. W e used a number 

of staff to collaboratively assess the children's stage of development on entry into 

school. The staff all knew the children because they had either worked with them in the 

nursery or met them on home visits. The discussion brought into the open that my 

prefenred teaching approach was based on building on what the children already knew 

and understood. I believe it is vital to emphasise success rather than failure. Infant 

children do not do well when they are faced with unfamiliar requirements that may be 

placed on them in test situations when they are required to write about an event 

without the opportunity to have a discussion with their teacher. This is in contrast to the 

nomrial way of working for young children. 

The discussion with my research colleagues highlighted how fundamentally those 

values are in my infant practice and how IntenA/oven they are. The infant classroom ait 

Oak Tree was a closed book to people who had not experienced it. How could I open 

this closed book? 

What did I do next? 

The storybook proved to be a satisfactory method for presenting, sharing and 

analysing data about one child's learning, development and attainment. The 

construction and deconstruction of the storybook gave me some very valuable 

feedback. Research colleagues confirmed that looking at Polly's drawings was an 

enjoyable activity, young children's drawings were appealing, and that the presentation 
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of them in the fonn of a book gave an interesting, cohesive and progressive fonnat to 

Polly's leaming, development and attainment. Colleagues said: 

The drawings are appealing; I love the idea of using a book as your data, so 
catching, so immediate to see a child's work like this and have the development 
described; I enjoyed the paper, I thought it was great; I enjoyed it, I loved the 
jboo/c (3.2.1999; 8.4.2000). 

By sharing the storybook with research colleagues and inviting their critical responses, 

I learned that I had only shown a partial picture of Polly's learning, development and 

attainment. But the exercise had raised some key issues that I could explore further 

and I had to unpack and deconstruct my own practice and tacit knowledge about 

events in an infant school. However there was still much more to reveal and make 

public. This was not surprising and cleariy fitted in with my multi-layered jigsaw puzzle 

metaphor about the need to uncover further layers of knowledge. 

I decided to extend the idea from one child (Polly) making a storybook to two children 

(Polly and Robert) making a storybook together. Polly and Robert were in the same 

class group for three years at Oak Tree but very had different expectations, 

achievements, abilities, learning styles, personalities, interests and life experiences. 

Polly was in the less able group and Robert was in the more able group for both 

literacy and numeracy. The new storybook would attempt to show, both, the 

assessment and teaching and learning process and how young children's learning, 

development and attainment actually happens in practice. It would show the unique 

learning sequence for each individual child. It would also show much of the information 

that 1 left but about Polly. 

Coliaborattng with teacher colleagues, working with Sue and Kate. 

I realised that I needed to involve my two critical friends Sue and Kate. W e regulariy 

met 1999-2000 and they continued to give me valuable critical feedback both about 
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my research and the changing requirements of the assessment procedures, at Key 

Stage 1. We had worl<ed closely together at Oak Tree. Sue and Kate both had key 

roles and responsibilities at Oak Tree. Sue had been deputy head teacher with 

responsibility for assessment and Kate had been the senior teacher and English co

ordinator. They jointly led the cumculum development working party that regularly 

evaluated and revised the curriculum in line with national requirements. Assessment 

and English were the focus areas of the school development plan (1996-1997). I could 

learn from their expertise about teaching and learning in the classroom. Also they 

could give me honest and valuable feedback about my selection of Polly's drawings 

and the presentation of them in the form of a storybook and my intention to revise the 

storybook by including Robert's drawings. Most importantly Sue and Kate taught Polly 

and Robert in year 1 & 2 (1996-1997) and knew them very well. They had valuable 

background information about the children and their work and the assessment 

procedures and cumculum planning that they had followed. 

Research colleagues had stated that I had provided insufficient infonnation about how 

assessment and learning happened in practice, the nomnal infant school classroom 

context, the pupil teacher relationship, and Polly's leaming, development and 

attainment for thorough collective analysis. Sue and Kate were the missing links. They 

would be able to help me to show more of the missing pieces of the emerging .picture 

of children's learning, development and attainment in an infant school. They could help 

me open the closed book and release my secret knowledge as they would specifically 

be able to describe their classroom organisation, their relationship with Polly and 

Robert and they would be able to elaborate the judgements that they had made when 

assessing their work. 

Sue and Kate agreed to work with me in this experiment. We an-anged to meet in April 

1999. Prior to the meeting I made three copies of the new storybook using six 
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examples of Polly's work and six examples of Robert's work and three copies of their 

assessment records. We organised the meeting as a memory work session ^ so that 

we could focus back together and triangulate our own memories. We could pose 

ourselves the questions: What? When? How? Why did we do this? W e could work 

together to explore the judgements that we had made about Polly and Robert's work in 

relation to our insider knowledge and to the criteria and standards of assessment that 

we used. At the meeting we had concrete examples in fi-ont of us so 1 was able to 

explain my own initial idea, and the need to revise and enhance the storybook. I 

emphasised the cnjcial role that they could play (in the research process) as they had 

taught the children and had had vital roles at Oak Tree. Also I used a prompt sheet to 

explain what 1 was setting out to do in this part of my research and what additional 

information I might need. I wrote the prompt sheet for them to use if they wanted to 

when we discussed Polly and Robert and their work and when they made their own 

notes later. The prompt sheet had five sections each with its own question and my 

brief explanation and a space for our own comments. Below is an example of the 

prompt sheet and I have incorporated some text to show some of our notes about the 

first meeting. 

Figure 3. 2. Prompt sheet of meeting with Sue and Kate 

Title: Does the children's work show a fair indicator of the children's attainment?" 

1. V\/hat am I trying to do? I've got to take 'children's attainment' to mean their attainment at the end 
of year 2 as shown by their SATs scores (I've got those). I need to look at 'prior attainment", on 
entry in to school, as shown by baseline assessment scores (I've got those). Then I want to look at 
'children's progress'. I might need to sort out some way to 'measure progress'. 1 might need to 
answer "has the child madeenqugh progress? (I've got predicted SATs scores, LEA data), i want 

, to show 'children's actual achievements'. (I've got the summative and formative assessment, 
records, developmental reading and writing records, and examples of their work from their 
portfolios). 

S. What kind of p^tgress are you trying to show, 'cos the drawings are about different 
areas of the curnculum and the topics we used. 

^ See Chapter 2 Accessing the Tacit Knowledge of Infant School Practice: a methodology, for an 
explanation of memory worii.-
^ This was the title of the chapter, in April 1999. The current title of the chapter is Learning from Children's 
Work: explonng the evidence. 
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K. You can see the changes in their writing too. 

Wl. What about the changes in their drawings? 

S. You could say something about the stages children go through, it would fell you more 
about the children. 

2. Why did 1 select Polly and Robert? They were both in your classes. I thought you might 
remember a little bit about them. They were in the school for the full three years. I have more 
examples of their work than some of the other children in the group. The examples of their work are 
'taken from the.topic and were assessed at the same time in each term. One child was less able the 
other more able. 

S. Yes, I can remember lots of things, they're certainly very different childrenl 

K. / can remember which groups they werein too, Janet would remember things about 
them (in reception) and the topic, too. I'll dng her. 

S. They progressed in very different ways too, and Polly had lots of upsets and moved (to 
a new house near the school), too. 

3. Can you help me? I've got to somehow put the information about ttie children, into a story of their 
time at school. 

a) . Can you write a brief profile of each child: things you remember about personality, nice or funny 
ways, span of concentration, favourite activities or dislikes, favourite story books, friends, care of 
child, attendance, open evenings...whatever comes to mind.... 

S. Polly particularly enjoyed any adult led activity...always Wing' about other children. 
She enjoyed role play and dressing up...I remember her especially enjoying the birthday 
party house'... she was preoccupied by fnendship groups, (Sarah, Danielle and Jenny) 
she was always saying: "Who's coming to my birthday party?'... She found it difficult to 
concentrate for any period of time. I remember one open evening - her parents arguing 
about whose fault her lack of progress was. Also her mum helping in the school office as 
part of her college course. Robert was one of twin in the same class. They had an 
extended family and the children were involved with out of school trips... with cousins and 
grandparents. Robert had excellent concentration... thoroughly enjoyed all aspects of 
learning. 

K Polly was always wanted to sit on my lap at story sessions... Yes, she loved doing 
things with adults or playing in the role-play areas. Robert was a very popular- friendly, 
easy going and helpful. He was very willing to participate in every aspect of school 
life.. .and always tried to think of an original approach to his work. 

b) . Did either child need extra help? 

M. I remember Polly had speech therapy and help from Mrs H. Was she on the SEN 
register? 

S. Yes she was SEN stage 2 and Robert was on SEN stage 1, having been identOied as 
being 'more able' and we're currently seeking a statement for Polly in year 4. 

c) . Can you briefly describe how you set up an activity for the children fo do an activity, directed or 
informal e.g. draw a person or a SATs task. 

K. We ask the children to draw a picture of themselves at school. Only pencils are 
provided and it's done without any teacher input.. .the teacher sits with one child at a time 
in a small group and encourages the child to talk about their picture while they are working. 
For the SATs writing task- the children have previously written a story plan using a given 
structure. Most children wrote a story based on a story heard, the more able children had a 
free choice. 
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d). Can you write a brief description of each picture to contextualise the work and relate it to a topic 
or NC subject? 

S. We could include the topic walk or outing too. 

K. Most of the pictures are end of topic assessments that we did In small groups, and I 
shared later at planning meetings with Baine & Pat (year group colleagues). 

M. Can you remember how you worked with the other staff or who they were? 

S. Yes, the nursery nurses and classroom assistants. 

K. And students and parents, too. 

4. Why am I presenting their work as a story? 

1 thought it would make the work more interesting by making a book- All about us, by Polly and 
Robert. Not produced by the children at any one time, but instead over time i.e. 3 years to show 
their progress. Also I need to find a way to explain how it's done in infant schools. 

S. It shows how the children often made their own books at the writing tables. 

K. Are you making 2 books, one for each child or ot)e book about both children so you 
can compare and see the difference in their achievements? 

M. One book would be better, then I thought I could incorporate the text from your 
descriptions... Thought it would show our child-centred approach to literacy, positive 
purposes of it, the sense of celebration of a child's own achievements, boost their self-
esteem, sense of pleasure, communication between children and adult? 

S. Yes, it's very practical too, and the children liked making books. 

K. How about including something about literacy underpinning all other areas... 
Communication is an important aspect... Uteracy as a life skill that was our emphasis. 

5. Have you got any other suggestions, please? 

S. It's interesting how looking at the pictures and talking makes it easy to remember things. 

K You could write an introduction to the book, by describing the set up, how the classes 
were organised, how the parents were involved etc... you taught the children quite a lot 
too whilst we did other things around the school.. .you need to put in things about an infant 
school... we know what the pictures mean 'cos we know the children and we did the 
teaching and the assessment. 

At the end of our meeting, Sue and Kate said that they would like to take Polly and 

Robert's work and assessment records and the prompt sheet, to make more notes 

before our next meeting, July 1999. Sue and Kate met together to talk about the two 

children and Kate also contacted Janet, who had taught Polly and Robert in year R, 

(reception year which was the children's first year in school). This was unexpected but 
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really helpful, as it meant that I would now have infomriation about the children's 

learning for each of the three school years. 

Sue and I met for the second meeting (July 1999). Kate was unable to come, but had 

sent her written notes. Sue showed me their additional notes, which were very 

'detailed. They had each written 2x A4 pages about Polly and Robert, their classroom 

organisation and curriculum planning and they had annotated each piece of work very 

thoroughly. Sue and I discussed the written comments that cleariy showed two main 

issues. Firstly the vital first hand experience and knowledge that they had about Polly 

and Robert that I did not have. Secondly the vital first hand experience and knowledge 

about classroom organisation, the cun^iculum, the teaching and leaming and 

assessment process that 1 did not have. They were experienced class teachers and I 

was head teacher who occasionally taught the children. I use an extract from Sue and 

Kate's written comments to illustrate this very important point: 

S. Polly was very immature in reception, and cried a lot, I recall tier screaming 
during the theatre production (Cinderella). She started to mature during year 1 
and her work really improved then she regressed and showed attention seeking 
behaviour...she really liked Mrs i-lam's helping her with reading, 'cos it was 1-1 
with an adult, she liked that. Robert was one of a twin. His sister was in the 
same class... it became more apparent that Robert was beconriing more able 
than Verity, during nursery and reception it was thought that Verity was more 
able and she was certainly more confident and he was the quiet one. Polly was 
very affectionate.. .she had two child minders each day. She had breakfast with 
Mrs Fry and stayed until 6pm then another child minder collected her until mum 
came to take her home to bed. 

K. This is the picture for the town and country topic and the story was 'The 
Town and Country Mouse'. It was the end of topic assessment following the 
local walks and the trip to Chapel Farm, Surrey. 'Able to state similarities and 
differences between contrasting parts of the environment' (National Curriculum 
Geography). 

S. We used the walk to the woods and Millers pond to discuss the animals 
seen and to compare and contrast the features, then the children drew the 
picture and I assessed it and moderated with Linda, Ann & Bev, year group 
colleagues. (National Cum'culum Science AT2, Life Processes and Living 
Things). 

By reflecting on the collaboration with my teacher colleagues Sue and Kate I realised 

the great importance of their contributions to my research. I was surprised how easily 
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we had remembered significant events and aspects about Polly and Robert's learning, 

development and attainment. 1 was surprised how the exercise had confirmed our 

shared educational values of keeping the child central to the teaching and leaming 

process. The importance of the development of language and literacy skills in young 

children and the emphasis that I had placed on the children's learning and enjoyment 

from- storybooks at Oak Tree. Together we re-iterated the importance of the child-

teacher relationship, the sensitivity and awareness of the teacher to meet each child's 

individual leaming needs and the integral part played by their assessments in the 

teaching and learning process. Also by looking at Polly and Robert's work we 

emphasised how different the two children were and how their approaches to learning 

and the implication for teaching were quite different. 

Research colleagues had highlighted what infonnation was missing from the initial 

version of the storybook. Sue and Kate had enabled me to present a more holistic 

picture of Polly and Robert's learning, development and attainment. The new 

storybook was the outcome of inviting a critical response from research colleagues 

and triangulated memory work with two teacher colleagues (critical friends) Sue and 

Kate. 

The revised storybook 

I prepared the revised storybook by adding six examples of Robert's work and called it 

- All About Us, by Polly and Robert. 1 included a new title page, a contents page, three 

page dividers to separate the children's work Into the three year groups (years 

Reception/1/2). I wrote a new introduction to provide some general information about 

Polly and Roberi:'s experiences during the three out of four years that they attended 

Oak Tree. I constmcted the text to accompany each pair of examples of Polly and 
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Robert's work around the definition of assessment by Drummond (2003 & 1993), 

which clearly describes the assessment process as it takes place in the classroom. 

She sets out three crucial questions that I explain below: 

What is there to see? This first question refers to the fact that teachers need to be able 

'to access children's understanding in the best possible way. They need to be 

constantly, but sensitively talking to children about their work. The teachers need to 

maximise the opportunities for children to achieve in the first place and demonstrate 

their achievement in the second. In order to see a teacher must allow herself time to 

observe children in both the more structured classroom activities and situations and in 

the play situations provided. It is often here that young children may be operating at 

their highest levels clearly demonstrating their achievement. (This relates to what the 

reader might see in front of her when she looks for the first time at the story book and 

sees Polly and Robert's drawings and writing); 

How best can we understand what we see? This second question is the next stage. 

Teachers need to be able to create a climate in the classroom where they are not 

simply hypothesising about the reasons for children's understanding but have as much 

information as possible about this coming from the children themselves. Teachers also 

need to be clear about their own learning intentions for children and the learning 

possibilities within activities and areas of provision so that they know what is potentially 

achievable and what they would like the children to learn. Flexibility is essential 

because what a child does and achieves might not be directly in line mih what they 

expect, but might be just as important and significant for that child (This relates to what 

the reader of the storybook might understand about the context of each child's piece of 

work, and the teacher's assessment of it); and 

How can we put our understanding to good use? This third question is the key factor in 

moving the children forwards. If a teacher has answered the first two questions, then 
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the information gathered should give clear indications as to what should be the next 

move in helping a child to continue to progress. The purpose of the assessment 

process is to make explicit the children's achievements, celebrate their achievements 

with them, then help them to move fonward to the next goal (as shown in the book 

showing examples of the two children's work and the fictional adult text). Observing 

the children Is an important tool for teachers, but it is always important to share with 

the child, in order to ensure that your Interpretation does not become judgemental. 

When shared with the child assessment information is more likely to result in a raising 

of standards because the child is more focused, motivated and aware of his/her own 

capabilities and potential. Good assessment practice enables children to be able to 

fijifil their learning potential and raises self-esteem and self-confidence. (This relates to 

what the reader may appreciate from the storybook about the possible next steps that 

are planned by the teachers in each child's leaming). 

Sue and I met in October 1999 to share the revised storybook. There were four 

reasons why I needed her vital feedback: 

1) . To check the accuracy and clarity of my descriptive text that provided the 

background infonnation about the organisation of Oak Tree and the approach 

to assessment and cumculum. ^° 

2) . To check the context for the leaming activity for each piece of work. 

3) . To check the references that I had made to Polly and Robert's assessment 

records. The records included the class teacher's formative records, individual 

^° Oak Tree infant school brochure, Teaching and Leaming and Assessment policies 1996-1997. 
" Oak Tree infant school 4-year cumculum framework and 4 year cycle of Yz termly topic plans 1996-
1997. 
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records of achievements, Parl< LEA Baseline Assessment and developmental 

reading and writing frameworks and Key Stage 1 Assessment. ""̂  

4). To check the details about the relationship between the three teachers and 

two children. 

For ethical reasons I used fictional names to maintain the anonymity of the children, 

adults, the school and the LEA and retained the child's first name only on their work. 

By including the additional information I had expanded the data that I had used in the 

initial version of the storybook and I again used footnotes to distinguish the source of 

the data. I include the revised storybook in Appendix 4:p420-473. 

Learning from looking at children's work 

This chapter shows a significant development in my understanding of a fairer 

rather a fair assessment through the process of constructing the storybook and 

deconstructing my own Infant practice and making it explicit to others. 

A broad perspective on assessment 

In Chapter 1 of this thesis I critically examined the various and contrasting 

dimensions of educational assessment. I examined the high profile of assessment 

and the wide range of purposes it is required to achieve. Two distinct models of 

assessment clearly emerged. The first model is about teacher assessment that 

enhances the teaching and learning process (Clarke, 2005, 2003 & 2001); the 

second model involves the monitoring and measurement of performance for 

accountability purposes that is required by the D ^ E (1999,1995). 

The assessment recordsirom Polly and Robert's personal portfolios. 
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A s an infant head teacher between 1989-1997, I was required to implement 

assessment as an objective and mechanical process of measurement, checklists, 

precision and incontrovertible facts and figures (Drummond, 2003 &1993:13). i 

had difficulty in looking at National Curriculum (NC) Key Stage 1 Standard 

Assessment Task (SATs) statistics in isolation and the comparative judgements 

that were made about schools, the teachers, the children and the families they 

served. SATs statistics gave a very superficial picture and emphasised children's 

attainment without considering other contributory factors that might affect 

children's learning, development and attainment (Mortimore, 1998;299). Because I 

preferred to give children an opportunity to succeed rather than to be failed, I have 

chosen to work with young children in an assessment rather than a testing culture 

(Clarke, 2005; Assessment Reform Group, 2002, 1999 & 1998; Gipps, 1994). 

My approach to assessment, teaching and learning in the early years is closely 

related to the Latin origins of assessment, from the Latin verb assidere, which 

means to sit beside and educare, which means to bring out."*^ In my experience, to 

find out what young children really know, it is necessary to be close to them, 

perhaps moving sensitively alongside them and engaging in conversation as they 

pursue their learning. I very much like the idea of being close enough to children in 

order to understand them. The children that I have taught have not always been 

able to tell me what they know; accessing their learning has been a combination of 

observation, communication, involvement and interpretation. Not surprisingly, I 

began the research for this chapter with a specific focus on the first model of 

assessment described above, which I call assessment for learning. 

Writing this chapter enabled me to clarify a great deal about how I sustained my 

practice as an infant head teacher and about the values that underpinned my 

thinking and actions. The research led me to see the classroom assessment of 

" Cross reference Chapter 1 The debate on Educational Assessment; reviewing the literature. 

122 



children's work as a richer and broader practice of educational assessment than is 

implied in just one of the two models. Part of my learning from this stage of the 

research has been to recognise that I have always taken a broad perspective on 

assessment and have valued aspects of the second model of assessment, which i 

call assessment of leaming alongside assessment for leaming. 

Three action research cycles 

Formative assessment has now a very high profile in UK primary schools, 

featuring in - at least - the D ^ S Primary Strategy & Every Child Matters (2003); 

Ofsted (2005) & Q C A Assessment for Learning website. Like, Clarke (2005) and 

Black et al (2003) I believe that the continuing and developing interest in the 

subject is a consequence of its unique characteristic in the UK. Rather than being 

just another government initiative, teachers are continually defining formative 

assessment, as they trial various strategies, come up with their own ideas and 

delve deeper into certain aspects as they gain more insight. The development of 

fomnative assessment, therefore, is really a result of action research undertaken 

by thousands of teachers in their own classrooms. This model of professional 

development is now respected as probably the most powerful way of affecting 

change, and Learning Network Communities have been set up all over the country 

to encourage this way of working (Clarke 2005:1). 1 have been privileged to be part 

of the model of action research put fonward by McNiff, Lomax & Whitehead (2003 

& 1996). In many ways I see the work of the Kingston Action Research Group 

(KHARG), the Kingston University PhD Group and the teachers at Oak Tree as a 

forerunner to this national model of professional development.^'^ 

Cross reference Chapter 2 Accessing Tacit Kno\Medge of Infant School Practice: methodology and epistemology. 
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The research in this chapter is presented as three action reflection cycles. In the 

first cycle I set about examining data drawn from children's, portfolios. 1 wanted to 

focus on their actual work rather than judgements about it, because I believe that 

children's work must be central to any judgement about their learning, 

development and attainment. At this stage of my research I was influenced by the 

notion of assessment as a way of seeing (Brainard, in Goodwin: 164) and the idea 

of assessment as: 

The ability to see children, to perceive what they can do in the hope of 
understanding how they learn (Drummond, 2003 & 1993:187). 

For this reason I wanted, to present children's work free of others' judgements so 

that the reader could experience a way of seeing for herself. 1 decided to present 

children's work in a way that was conducive to my own understanding of Infant 

practice. 1 presented the work as a storybook to highlight the importance that I 

placed on children's enjoyment and their learning from storybooks at Oak Tree. 

In the second cycle I shared the storybook with research colleagues to gain their 

critical responses. This led me to see the limitations of the storybook and 

highlighted some of the general confusions surrounding assessment. The 

storybook provided insufficient information and how assessment and learning 

happen in practice. Because I worked intuitively with young children and I had not 

clarified the contextual knowledge, a great deal of what I intended to communicate 

was too implicit for anybody outside the situation to understand. I had not clearly 

represented children's learning, development and attainment. Having collectively 

explored and analysed the storybook with research colleagues I reflected at length 

on their feedback. 1 decided to improve the storybook so that it would represent 

children's learning, development and attainment quite explicitly. 
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In the third cycle I sought the help of two teachers who worked with me at Oak 

Tree (my two critical friends) to help me modify the storybook. 1 wanted to draw 

upon their general expertise and knowledge about young children, and also their 

specific knowledge of the school's assessrfient procedures and curriculum 

planning. This part of the research process clearly constituted action research as It 

Is generally construed, although other parts of this research rely on a reflective 

practice model. The teachers and I worked together in co-researcher mode to 

explore the judgements that we made about the children's work and which had 

been recorded in the children's portfolios. W e did this with a clear commitment to 

using our insider knowledge about the criteria and standards of assessment that 

we used. 

The revised storybook All About Us by Polly and Robert, showed the outcome of 

the third cycle of the action research when 1 reflected carefully on the data 

produced in cycles one and two. The revised storybook made explicit much of the 

information that I had in niy head, but did not share in the first storybook. In order 

to frame the text of the revised storybook I used the three questions advocated by 

Drummond (2003 & 1993:187) - What is there to see? How best can we 

understand what we see? How can we put our understanding to good use? These 

three questions reinforced my intuitive knowledge that observation is the 

foundation of early years education and that once we have trained ourselves to 

become keen observers, we can turn our attention to becoming shrewd 

interpreters of what we observe (Irwin & Bushnell, 1980:3). This has been my own 

experience as an infant teacher. So assessment for me comes back to observing 

children from where they were on day one when they start school and 1 can never 

say that I knew all about that child. The next day I. saw a different facet of that 

child. I felt that children could never be pinned down and defined, i think 1 saw 

them as an ever-evolving jigsaw puzzle and the picture became clearer and 
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clearer, but ultimately the puzzle would never be finished. All I hoped for was to 

look, describe and put in some more pieces. I worked with young children; I 

played, experimented and talked with them; I observed children and knew that I 

was privileged to witness a fascinating, inspiring and often puzzling and surprising 

process; I saw them learn as I learned. I embarked on the process that Drummond 

calls assessment. 

Claims to knowledge 

What have I learnt from engaging in the action research process? I feel that I can 

claim to have achieved the purpose of this chapter, which was to show how 

teacher assessment happened in practice and through that to find out how 

learning from children's work can contribute to a fairer assessment of their 

learning, development and attainment. 

Claim 1 

I have shown the development in my own learning and understanding in the 

process of deconstructing my own infant practice and making it explicit to others. I 

have attempted to look under the surface of classroom assessment to discover the 

hidden layers of meaning, i have looked at the unique meanings that each piece of 

children's work offers to diverse readers - the child herself,, the class teachers, the 

research colleagues and myself. I have looked at the meanings for myself as I 

engage with the various perspectives from colleagues and theorists on the central 

issues: 

What constitutes a meaningful response to children's work? 
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How does this contribute to the development of my understanding of a fairer 

assessment of children's learning and attainment? 

I have investigated the nature of my own responses to young children's drawings 

and emergent writing, While looking at ways of responding nrieaningfuily in the 

process of assessment for learning. I was familiar with this approach through my 

own preferred to teaching young children and furthermore, it is supported by the 

works of many early years specialists (Clarke, 2005, 2003 & 2001; Hall & Burke, 

2003; Edgington, 1998; Hurst, 1997). However, with the exception of Graham & 

Johnson (2003) and D'Arcy (see below) I know of no other research studies that 

relate specifically to the personally meaningful responses teachers make to young 

children's drawings and emergent writing that is focused on whole child 

developnrient rather than principally on evaluation, as is the case for National 

Curriculum assessment purposes. 

My representation of the children's work through my storybook has parallels with 

the work of D'Arcy (1998). She investigated the attention teachers gave to 

children's story writing as they looked at writing techniques, rather than writing 

content, that would engage the reader with the story. She was critical of the 

practice in which children's stories were looked at rather than looked into. Her 

research showed the enormous benefits for children's learning of teachers making 

aesthetically engaged and appreciative responses to children's stories. I am 

equally sure that the teachers in D'Arcy's research gave a fairer assessment of 

children's learning. 

Claim 2 

I have illustrated how young children's learning, development and attainment 

actually happened in practice (through the storybook) and how that practice was 
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determined by my educational values, when I was head teacher at Oak Tree. I 

found that I was constantly challenging the particular educational values that I 

brought to that leadership role. Although the school policies and practices were 

developed through consultation and involvement with all staff I feel that they reflect 

my educational values and what is at the heart of a fairer assessment. I have 

argued, like Drummond (2003 & 1993) that: 

Tt]e inside of a teachers' head can be read as a conceptual map, of the 
outcomes striven for in everyday practice (Drummond 1993:167). 

Through deconstructing the storybook and writing about this chapter I have 

illuminated five important educational values: 

• Recognising and valuing the uniqueness of each individual's needs, j see 

this as the only certain safeguard against children's failure, the only certain 

guarantee of children's leaming and development. Like Drummond 1 feel 

that this is essential at the beginning of formal education; to provide the 

secure foundation of life-long learning rather than early disaffection from 

learning. 

• Believing that the needs of the whole child should be central to the learning 

process. This should be based on what the child can do, not what she 

cannot do, so that each child has a real chance of success rather than 

failure. The importance of understanding this principle of early childhood Is 

widely documented by the Early Years Curriculum Group (1989:3) and 

Edgington (1998:158). 

© Recognising that the developmental, as well as, the summative aspect of 

assessment, which Includes the diagnostic • and formative elements of 

assessment contributes to the development of appropriate planning for 

children's development as individuals. I empathise with Hurst (1997:84) 

128 





who champions the persistence of practitioners to suit education and 

assessment to the child, rather than satisfy the politician's emphasis on 

accountability assessment. 

• Believing passionately that children's leaming demands a broad view of 

child development, including the social, emotional, creative, physical and 

attitude dimensions of children's learning and therefore a holistic view of 

assessment. Other research has shown that non- academic achievement, if 

celebrated and used to raise pupil self-esteem, has an impact on children's 

academic achievement (QCA, 2005; Gilbert, 2002; Hook & Vass, 2000; 

Clark, 1998). I feel this is particularly pertinent to the school contexts in 

which I have worked, which have been ethically and socially mixed settings 

and often in areas of economic deprivation. 

• Believing that assessment should be a shared and reciprocal activity 

between child and teacher, rather than a judgemental activity that results in 

a one-way view of children's achievement. This follows the 

recommendations of Q C A (2003) and the writings of Clarke (2005), Hall & 

Burke (20.03), Dann (2002) and Moriarty & Siraj-Blatchford (1998) who 

suggest that when assessment is a shared activity, positive relationships 

are established to enable children to understand the main purpose of their 

learning and achievements and to enable teachers to appreciate what the 

children really know and understand. 

Claim 3 

My third claim is that i am beginning to recognise and clarify my own uncertainties 

about what might constitute a fair assessment. Previously I was unable to 

articulate this, although the idea of a fair assessment was at the heart of my 
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practice as a liead teaclier, and central to my research. The research has raised a 

number of questions about this, for which this chapter is a partial answer only; 

Which way do I look at a fair assessment? 

To whom should it be fair? 

Is there a fair way of looking at attainment and progress? 

What areas of learning and attainment can be fairly assessed? 

Is teacher assessment fairer than tests? 

I think that a fairer assessment for young children must be one that promotes 

leaming by showing what children can do and not one that restricts learning by 

showing what children cannot do. I definitely feel a fairer assessment should 

emphasise children's knowledge, understanding and life experience. This 

encompasses my view of a holistic model that has multi-perspectives and looks at 

promoting the development of the whole child and not just a narrow competency 

and fragmented model that measures children's attainment. It would seem that the 

child's personal portfolio, with its record of work in a range of iareas over time, 

presents a fairer picture of a child's learning and development. This is in contrast 

to their performance in a test that only shows their attainment in one area of 

learning at one moment in time. It would seem that a SATs writing test, which tests 

the technical skills of writing in three short paragraphs that must have a beginning, 

middle and end, does not test the creative side of story, telling for a slow writer 

whose accompanying verbal explanations are not sought. SATs results give a 

partial picture of the child's achievement and viewed in isolation present an 

uninformed judgement of a child or school and so constitute an unfair assessment. 

If children's work can form the basis for the assessment of their attainment 

in Science, why are SATs required for English and Mathematics? 
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Surely using children's work gives a fairer assessment? 

But teacher assessment is only fair if teachers can make consistent and informed 

judgements about children's learning, development and attainment that best fits 

their performance. Teachers can be biased in the way they deliver assessment or 

tests to young children. I know that as an infant teacher I tried to get the best 

performance from young children by reassuring them, helping them and even 

offering them a second chance. I- was concerned about them failing or being 

labelled and I often hid the fact that they were being tested. Also 1 preferred to 

assess young children's learning either individually or in small groups and so it 

was inevitable that I might have varied the way in which I introduced the task. 

What sort of visual or verbal clues did I give? 

How may this have influenced how a child drew a picture? 

How did the child's response influence my view of the picture? 

These were imponderables. 

Does this mean that it was an unfair assessment? 

I thought that individual children whom I knew well needed to have things 

explained to them in different ways or presented in different ways because of their 

own backgrounds, abilities and immediate past history. 

Was it fair? 

Certainly there is a real tension in practice about fairness. 

An important structural support of teacher assessment is provided by the 

curriculum and planning procedures of a school. This chapter has indicated some 

of the structures that supported the production of a child's assessment portfolio at 

Oak Tree. I have suggested that good classroom organisation and cooperative 

teaching are necessary for a fairer assessment of young children's leaming, 
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development and attainment, i think assessment should be planned as an integral 

part of the teaching and learning process, as a normal activity, without pressure 

and time constraints, and not in an unfamiliar test situation, i realise how much I 

valued assessment because of the large amount of time that I spent on it when I 

was head teacher. I was not content to use less time consuming whole class test 

approach because I thought this was less fair on the children. I supported a model 

of assessment that required teachers to make time to discuss individual children's 

work in the hurly-burly of the classroom, to sit down and talk with other teachers to 

moderate the outcomes and to link it to planning. A fairer assessment is about 

teachers making consistent and informed judgements about children's learning 

development and attainment together. This is part of whole school planning for the 

whole child and cannot be done in isolation by external agencies. 

On reflection, a fair assessment is too complex for an either/or comparison of 

fair/unfair or good/bad. Certainly in the infant school context, it is unhelpful to see 

one form of assessment being better or fairer than another. What is needed there, 

is a more broad-based, analytical and problematised approach that takes account 

of the wider effect of assessment on learning and teaching, one that does not 

stand apart from learning and teaching but stands in an active interaction with the 

whole curriculum. What I am beginning to think is that we need to foster a system 

that supports multiple methods of assessment, while at the same time making sure 

that each one is used appropriately. 

Social justice and fairness 

In this chapter my educational values related to social justice in education have 

been challenged as I have questioned justice, fairness, ethics and equity in 

education. I feel that I have contributed to the debates about assessment and I am 
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engaging with alternative viewpoints. I feel this contribution has the potential to 

contribute to the improvements of education for all (practice and policy) particulariy 

making a difference for disadvantaged groups. I am confronting debates between 

traditional standardised tests and other assessment methods and the possible 

effects on young children. Goodwin (1997) shows how assessment, equity and 

inclusion are inextricably intertwined. She writes: 

Assessment by standardised tests often labels poor and minority cfiifdren in 
ways that exclude them from opportunities while failing to measure their full 
potential. (Goodwin, 1997:xi) 

I worry that standardised tests only provide a snapshot judgement on a child and I 

favour strategies of assessment that include rather than exclude children to create 

and value a diverse community of learners. 

At this stage I am only beginning to ariiiculate my own commitment, vision and 

understanding of social justice in relation to educational assessment. I found the 

three principles of social justice by Griffiths (1998) useful in the clarification 

process: 

• There is no right answer Establishing social Justice is less about the 

outcomes than about process and includes processes that might overturn 

themselves. I have found this to be problematic as I research the topic of 

educational assessment where outcomes of results related to accountability 

assessment seem to be preferred and are a powerful aspect rather than the 

process model of teacher assessment where incompleteness is recognised. 

« Each individual is valuable and recognised as an important part of a 

community as a whole. On the other hand there is recognition that no 

individual exists apart from her community. I have struggled with this 

principle since 1 recognise the uniqueness of the individual but 1 have 
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experienced that the interests of the child could be saci-ificed to those of the 

community. This has been shown by published test results, schools placed 

in league tables or schools having selective admission policies. 

• We create ourselves in and against community as persons with gender, 

social class, race, sexuality and (dis)abilities. I have struggled with 

individual empowerment and structural injustice that have the questions of 

power and resources available to individuals or sectors of the community. I 

am committed to and feel that I have a responsibility for working with 

disadvantaged communities to help them find their voice. I have grappled 

with the structural injustices of statutory national assessment procedures 

and their uses. 

I realise that by trying to understand the place of assessment in education it has 

placed moral, philosophical, organisational and pedagogical demands on my 

thinking. This chapter has highlighted the more difficult aspects as being the moral 

and philosophical thinking. Drummond (2003 & 1993) emphasises the moral 

issues in the assessment of young children and she describes the practice of an 

effective assessment as requiring: 

A thorough understanding of the concepts of rights, responsibility and 
power (Drummond, 2003 & 1993:167). 

She refers to two main areas of concerns, which are the interest of the children 

and the choices made by teachers. 1 can see parallels with my work jn looking for 

a fairer assessment and I can empathise with her feelings of responsibility. I have 

always had a sense of responsibility for the children that I have taught and 1 have 

tried to work for their best interests. I have considered the entitlement of all 

children to a worthwhile education and tried to provide it. I appreciate their 

entitlement to honesty, trust and respect as human beings rather than just young 

children without a voice. In searching for ways to make the assessment process 
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fairer I now l<now that I am committed to recognising the children's rights for 

fairness in education. The moral issues of teaching highlight a real tension that 1 

have with finding ways of assessing children's learning development and 

attainment that honours their rights and interests and enhances the worthiness of 

their educational experiences. Drummond endorses this tension: 

The choices teachers mal<e in assessing their children's interests are 
paramount. Assessment is the process that must enrich their lives, their 
leaming and development. Assessment must work for children. 
(Drummond, 2003 & 1993:13) 

Fennimore (in Goodwin, 1997:241) writes about assessment and advocacy for 

children. She states that: 

Children depend on adults to help them discover all the capability and 
potential they possess. The unjust use of testing and assessment denies 
children full knowledge of their own power to learn and grow. Children 
especially those who are thus cheated are not in a position to advocate for 
themselves; only adults committed to justice can press their needs forward 
in school and society. These advocates are willing to become protective 
voices of children soundlessly lost in a maze of institutional practices... 
Advocacy for a fair assessment is central to the concept of democratic 
schooling. All children are well served by democratic schools that protect 
their rights to excellence in education; all children are harmed in some way 
by discriminatory practices. (Goodwin, 1997:241). 

The concept of advocacy again emphasises my feeling of responsibility for 

promoting and protecting the developmental learning needs of each individual 

child and all children in general. It confirms my aim as a teacher, which is to know 

every child well, know what each child needs and to make sure those needs are 

met. A fairer assessment of children's learning, development and attainment must 

include the issues of social justice in education. 

I have found very- little writing in the concept of a fairer assessment and no 

reported literature that directly relates to a holistic assessment of young children. 

Gipps & Murphy (1994) write about how far assessment is fair in relation to gender 

and ethnic groups and they examine the reasons for differences in performance in 
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various forms of assessment. Tliey approach the issues of equity and fairness 

through a focus on the outcomes of various assessments and tests in order to 

examine the extent of observed group differences in performance and to 

understand what these might reflect. They appear to be looking at the validity of 

assessment practice and so are looking at technical issues of assessment. 

Swatton (1995) also writes about the technical aspects of design of a fair test and 

he describes the notions of validity and reliability related to National Curriculum 

Key Stage 3 Science assessment. Strand (1997) examines the use and 

interpretation of schools' tests and examination results. He writes about the value-

added analysis of the school effects when considering pupil progress at Key Stage 

1 and introduces the notion of fair indicators of school performance. Conner (1991) 

and Gipps (1994) include assessment of young children when writing about 

standardised performance assessment and its appropriateness and fairness. They 

recognised some very specific issues related to the age of the child being 

assessed and which indicate that very young children require a different format for 

an assessment programme. Wragg (2001) writes about the concept of fairness 

related to fair opportunities for children to learn. He suggests that the concept of 

fairness does not require exactly equal amounts of time from the teacher for every 

single child, but rather a considered appraisal of who would benefit from informal 

assessment on different occasions and in various contexts. A child who is 

struggling with a task or concept today might, after a teacher's intervention, be 

confidently surging ahead with it tomorrow and need less immediate help. 

I feel that I can offer this chapter as a part of my original contribution to 

educational knowledge, the process of coming to know. 1 have shown the 

development in my own learning and understanding in the process of 

deconstructing my own infant practice arid making it explicit to others and through 

this I have been able to explain my emerging perceptions of a fairer assessment 
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as a living education ttieory. Clarke (1998:1) writes about the complex picture of 

the different aspects of planning, teaching, assessment and record keeping 

strategies. She suggest these strategies form a complete jigsaw when they are 

used together to form a quality teaching and learning environment. I feel this 

notion frames the situation too neatly and emphasises the forms, purposes and 

requirements of assessment rather than the forms, purposes and processes of 

assessment. 

Can there ever be completeness to assessment? 

Will all the questions be answered? 

This chapter (Learning from children's work: exploring the evidence) has been one 

jigsaw piece of the multi-layered jigsaw puzzle through which I am representing 

my research as a whole. I have realised the moral, personal professional and 

political maze that is present within and between each layer of pr-ofessional 

knowledge related to the dimensions of the concept of a fairer assessment. 

Looking at children's work and learning from it has only represented a small piece 

of the world of the infant classroom and the assessment of children's learning, 

development and attainment. The collective analysis of the children's work, 

presented in this chapter, gave me the opportunity to look critically and 

appreciatively at the bigger picture that is evolving in the multi-perspectives of the 

concept of a fairer assessment of children's learning, development and attainment 

that constitutes the whole thesis. 
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Chapter 4 

Learning from The Infant Curriculum: Exploring The Evidence 

Purpose of cliapter 

'In this chapter I explore the two broad connected issues associated with teaching 

and learning (Woods, 1996), so that I can learn more about a fairer assessment of 

children's learning, development and attainment through providing an infant 

cumculum. A s I seek to improve educational achievement I need to have a better 

understanding of the educational development of our youngest children. The 

extent of this improvement depends to a large extent on my understanding and 

skill in providing a curriculum that is appropriate for all children at Oak Tree Infant 

School. This responsive curriculum, which is based on interactive teaching and 

learning processes and the observation and assessment of individual children, can 

inform my thinking about the National Curriculum (Moyles et al, 2003; Hurst, 

1997:13). 

The Early Years Curriculum has been described and defined by groups of 

practitioners in almost every local education authority in England and Wales, by 

large groups such as the Early Childhood forum (1997) and by small groups such 

as the Early Years Curriculum Group (1992, 1989). It has been analysed by 

individual writers and writing teams (Blenkin and Kelly (1996, 1981; Bruce, 1991, 

1987; Whitehead, 1996). It differs from the National Cumculum and the Desirable 

Outcomes in basing its criteria of quality on underlying principles based on how 

young children learn, rather than on definitions of outcomes in terms of knowledge 

and skills acquired by children. Many practitioners like myself, and the Early Years 

Curriculum Group showed how principles could be used to interpret the National 

curriculum requirements ( E Y C G , 1998). 
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The Early Years Curriculum is a concept of the curriculum that has influenced 

generation after generation of practitioners and been developed by them in their 

turn (Isaacs, 1929, Hadow Committee's definition. Board of Education, 1931). The 

early years curriculum is based on statements of principle, v\/hich arise from a 

^shared value-base giving high priority to what is called developmentally 

appropriate practice (Bredekamp, 1987) in supporting children's own learning 

strategies. In spite of the National' Curriculum's definition of subject areas to be 

taught and the different levels of achievement, the practitioner working with 

children under the age of eight still has, therefore, very important decisions to take. 

Recent years have seen dramatic changes across the whole range of education 

provision including the beginning of formal schooling. Versions of a prescribed 

National Curriculum for Key Stages 1 & 2 (1999, 1997 & 1988) and Curriculum 

Guidance for the Foundation Stage (2000, 1999 &1997) with standardised 

assessment procedures have been set in place. The National Curriculum 

Handbook states that: 

The school curriculum comprises all leaming and other experiences that 
each school plans for its pupils and that the National Curriculum is an 
important element of the school curriculum (QCA, 1999:10). 

In addition the Curriculum Guidance for the Foundation Stage 2000 uses the term 

curriculum to describe: 

Everything children do, see, hear or feel in their setting, both planned and 
unplanned (QCA, 2000:definition of terms). 

This chapter explores, reveals and analyses my practice as an experienced infant 

head teacher by using different examples of my work. It offers an examination of 

the range of activities that characterise an infant classroom/school. In common 

with the work of Gipps, McCallum & Hargreaves (2000,1999) 1 demonstrate that 

teaching is a diverse and complex activity with no explicit rules except that 

teachers should teach and children should learn. The purpose of this chapter is to 

make sense of such a diverse activity by finding out how to analyse and explain 
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some of the strategies used by me, an experienced class teacher. I look at some 

of the key questions about infant school teaching and learning. 

How do good teachers teach? 

What are the teaching strategies they use to ensure effective learning? 

How do they build assessment and feedback into the teaching/learning 

cycle? 

What are the differences between teaching seven year olds and teaching 

eleven year olds? 

What is the difference between, what are the dilemmas and tensions of 

teaching pre and post national curriculum? (Hayes, 2000). 

My research is different from Gipps, McCallum and Hargreaves who sought to 

describe a range of teaching, assessment and feedback practice used in primary 

classrooms in order to find out what makes a good primary school teacher. Gipps, 

McCallum and Hargreaves based their book on research that was carried out in 

1997 and I wonder if their work was subsumed under or written in relation to 

determining standards or competences for the advanced skills teacher status 

(ATS) that was introduced by the DfEE in 1997. In my research, I explore the 

moral and philosophical possibilities to find out the important issues of learning 

and teaching that may contribute to a fairer assessment of children's learning, 

development and attainment. 1 intend to explore the essential link between 1) a 

teacher's understanding and hidden values regarding the infant curriculum, and 2) 

a fairer way of assessing children learning, development and attainment in relation 

to it (Drummond, 2003 & 1993; Woods, 1996; Alexander, (1992). 

The chapter is divided into two parts, the first dealing with self-study methodology 

using critical incident to explore my own values and practices in providing the 

infant curriculum and the second presenting a review of literature in relation to the 

infant curriculum. 
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Part i 

Self-study and critical incident 

In this chapter 1 use a reflective, self-study method to explore my own personal 

and professional values and beliefs and aspects of my own practice as an infant 

feacher/head teacher. This method is located within the critical action research 

perspective of Lomax & Whitehead (1998). I use autobiographical incidents of past 

classroom practice as an alternative technique to fictionalised story to critically 

explore my own tacit knowledge of the infant school curriculum by exposing my 

professional values.^ Tripp suggests that the development and improvement of 

professional judgement through the diagnosis and interpretation of critical 

incidents is another alternative that will lead to what he calls diagnostic teaching 

(Tripp, 1993:7). 

I feel the critical incident technique is particularly relevant to my research 

methodology as it helps me to collaboratively analyse my practice in a scholarly 

and academic fashion to produce expert interpretations upon which to base and 

justify my professional judgements. It enables me to make observations of present 

teaching practices and relate them to the past autobiographical incidents that lie 

behind them. By examining incidents in my practice I reveal things that 1 could not 

otherwise be able to recall. In my research I seek the presence of the past as a 

way of illuminating, articulating, understanding and gaining control over my 

professional development, judgement and practice (Tripp, 1993:112). 

Tripp puts forward the idea of a critical incident analysis that is social in what it 

critiques and how one critiques it. The idea of the analysis is to raise questions 

about how people should behave towards each other in a socially just society. 

Such an idea will often challenge the judgements and values revealed by general 

reflection. In the literature the approach is often called critical because it comes 

^ See Chapter 7 Conclusion Creating a Living Educational Theory about Assessment in the Infant 
School. 
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from what is called critical theory, but he distinguishes the approach from many 

other ways in which one can be critical, he uses the term socially critical. This 

would seem to empathise with the underlying principles of critical action research 

that I chose for my research and the critical community that 1 worked with at 

,Kingston University.^ 

The term critical theory is used to refer to the work of a group of socio-political 

analysts commonly referred to as The Frankfurt School, whose prominent 

members included Theodore Adorno, Herbert Marcuse and, more recently, Jurgen 

Habermas. They were all interested in the idea of a more just society in terms, not 

just of all people having equal access to the good things of life, but also and 

perhaps more importantly, of people being in a cultural, economic and political 

control of their lives. They argued that these goals could only be achieved through 

emancipation, a process by which oppressed and exploited people became 

sufficiently empowered to transform their circumstances for themselves by 

themselves. The work of Haug and others (1987)^ seems to parallel this earlier 

work of The Frankfurt School. It is called critical theory because they saw the route 

to emancipation as being a kind of self-conscious and rational critique which calls 

into question all social relations, in particular those of and within the discursive 

practices of power, especially, for Habefmas, technical rationalism. 

Aspects of this work have been taken into education in a number of different ways 

but most notably by Paulo Freire (1972) in his work with oppressed minorities 

which gave rise to the term critical pedagogy meaning teacher-learning from within 

the principles of critical theory. Michael Apple (1982), Henry Giroux (1983) and 

Shirley Grundy (1982) amongst others have provided comprehensive, accessible 

and succinct accounts of the nature and working of critical theory in their work on 

^ See Chapter 2 Accessing Tacit Knowledge of Infant School Practice: a Methodology. 
^ As above. 
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the political, institutional and bureaucratic control of knowledge, learners and 

teachers. 

Another group to use critical theory in education connprises those working in action 

research, a movement, which has been particularly strong in Australia largely 

initiated by Stephen Kemmis and developed by others, particularly Shirley Grundy 

and Robin McTaggart. It is with this last approach that Tripp's own principal 

interests lie and which has led him to the following definition: 

Socially critical analysis in education is informed by principles of social 
justice, both in terms of its own ways of working and in terms of its 
outcomes in and orientation to the community, it involves strategic 
pedagogic action on the pari: of classroom teachers aimed at emancipation 
from overt and covert forms of domination. In practical terms, it is not simply 
a matter of challenging the existing practices of the system, but of seeking 
to understand what makes the system be the way it is and challenging that, 
whilst remaining conscious that one's own sense of justice and equality is 
itself open to question. (Tripp, 1993:114;modified from Tripp 1990b: 161). 

In the socially critical theory literature (and its two most obvious educational 

offspring, critical pedagogy and critical action research), one finds three different 

forms of practice, each informed by a different human interest. These are termed 

the technical, the practical and the emancipatory interests (Grundy, 1982). 

Although these terms make sense within Habermas' (1972) special sense, many 

people find them confusing because it seems that the technical and emancipatory 

are unpractical. Tripp prefers to deal in different kinds of judgement rather than in 

kinds of practice, using the terms: practical, refiective and socially critical instead 

and adding diagnostic. Like Tripp, I feel this helps in two ways: one can clearly 

distinguish the different kinds of analysis necessary to inform each kind of 

judgement, and it recognises that the kind of analysis employed deterniines the 

nature of subsequent practice. 

I intend to explore this notion further by following Mohammed's (1998) adaptation 

of Tripp's critical incident work. 1 use her educational metaphor of cameos for 

representing qualitative data to recount and discuss significant moments in my 
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teaching, and to engage with others in a discussion of the issues that will lead me 

to develop my emerging theories further. I speculate that the cameo is another 

way of representing one jigsaw piece of the multi-layered Jigsaw puzzle (mljpf 

through which I represent my research as a whole, since Mohammed suggests 

;that each cameo represents a moment of realisation/meaning that Is presented in 

relief against a background of past/present understanding that lends itselves to 

analysis in order to enhance future understanding. 

Mohammed claims that cameo moments have a transforming effect, perhaps 

leading to the breakthrough that facilitates the breakthrough to the next level of 

understanding (Parker 1998) echoing Vygotsky's zone of proximal development 

(Vygosky, 1978). Similarly I seek to unearth layers of meaning or layers of 

professional knowledge related to the interconnected and emerging dimensions of 

a fairer assessment. I anticipate that as I write a series of interconnected cameos 

with my values and beliefs becoming clearer in the process of writing, then there 

will be similarities with my mljp. 

Nevertheless, I envisage the background as being different, as I am reversing the 

process. Since the first layer mljp is the background of past/present understanding 

and the final layer is intended to be a clear explication of my beliefs and values, In 

the form of being able to express (to myself and others) what is a fairer 

assessment. At the moment each jigsaw piece appears to be a random fragment 

with only tenuous links and I try to piece together my own vision of what a fairer 

assessment may be and how it Is an improvement on what exists now. At this 

stage in my research I visualise the final layer as being one piece of the multi-

layered jigsaw puzzle representing a young child experiencing positive educational 

assessment and being fully respected for his/her own.unique identity and talents. 

^ See Chapter 2 Assessing Tacit Infant School.Practice: A Methodology. 
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Cameos 

The research data in this chapter is presented in the form of three cameos or 

fictionalised stories of change that will contribute to the practical knowledge of the 

teacher professionalism that relates to the externally imposed curriculum and 

.assessment changes in the infant school and the impact of the changes on 

children and teachers as people. In my first cameo j highlight the government-

initiated changes of the National Curriculum, the effects on personal and 

institutional cultures for teaching and learning and my responses to them. Like Day 

(2000:110) I found that few stories of teachers from different phases of education, 

and with different lengths of service, have yet been documented. I, too, feel that 

their voices need to be heard to widen the current educational debate by teachers 

presenting their practitioner knowledge about teaching and learning. 

My work parallels Day's approach, as his work with teachers' professional 

development shows a particular interest In bridging the theory-practice tensions 

through the development and dissemination of grounded data often referred to as 

teacher's voice. Day suggests that teachers' voices are an important and under-

represented part of the macro debate which focuses on whether educational 

reforms in England and elsewhere are resulting in the deprofessionajization or 

technicization of teachers' work or whether they result in reprofessionalization. 

Day emphasises the importance of quoting extensively from the teachers' stories 

partly in an attempt to balance the voices read and heard in, his paper, and pari:ly 

because the richness of the teachers own texts illustrates their individual and 

collective stories far more effectively than abstract academic comment. 

My research explores some of the changing personal, professional and political 

characteristics between a head teacher/class teacher and the school curriculum 

and its assessment procedures over the past ten years. Like Day's work with 

researchers and teachers, my work provides contemporary insights and 
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represents a range of original empirical and conceptual research focusing upon 

the ideological, social and educational policy contexts, national and local trends 

and their impact upon school leadership, and the quality of teachers' work in 

schools. 

Cameo no. 1 

The cameo Handa's Surprise is taken from my direct experience as a support 

teacher working alongside a class teacher of Year 2 children in an art lesson, in 

2001. I chose this particular art lesson because I want to explore how the children 

were given opportunities to express themselves through their drawings (Cole, 

2004). All names, apart from my own, are fictitious as I work within an agreed 

ethical framework of confidentiality with the class teacher. 

The school follows the Qualifications & Curriculum Authority (QCA, 2000) Art & 

Design Scheme of Work for Key Stages 1&2 that consists of twelve units of work. 

In key stage 1 units 1A, IB, 1C, 2A, 2B & 2C are to be taught with allocated 

teaching times for each unit. The art lesson is part of Unit 2A Picture This! Year 

One/Two and has an expected teaching time of 10-12 hours. The guidelines for 

Unit 2A explain that children explore an issue or event in their lives. They learn 

how to use a viewfinder and record their observations and ideas using a variety of 

methods, including photography and collage. They look and comment on the work 

of the photographers and illustrators. Unit 2A is divided into three sections 

Exploring Ideas, Investigating and Making and Evaluating and Developing Work. 

There are six learning objectives, a range of possible teaching activities, learning 

outcomes and teaching points to note. The expectations at the end of the unit are 

that most children will be able to explore ways of framing images; investigate and 

use drawings, print making, collage and photography to communicate ideas and 

meanings in their own images; comment on differences in others' work; suggest 
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ways of improving their own work. The unit formed part of the half- term 

curriculum plans that had been developed by the three teachers in the year group 

prior to my appointment to the school. The art lesson described in the cameo was 

judged to be satisfactory in terms of the evidence gathered and the assessment 

.criteria related to teaching and learning, attainment, attitudes and behaviour that 

were used by the Ofsted inspector who observed it (Ofsted Inspection, March 

2001). Cameo 1 is created from the class teacher's lesson plan. 
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Handa's Surprise. 
QCA Learning objective: 
To record from imagination and experience and explore ideas. 
Possible teaching activity: 
Give the children part of an image from a magazine photograph and ask them to fix this to a larger 
sheet of paper. Ask them to drav/ what-might be outside the given image. 
Learning outcome: 
Visualise the whole of an image from a given part 
Make drawings and paintings using the visual clues from given images. 

Before the art lesson Fiona (the class teacher) reads the story Handa's Surprise to the children. 
The story is about a little girl Handa who puts seven different fruits in a basket to take to her friend 
Akeyo. But Handa's walk takes her past a variety of animals and the fruits do look very inviting.... 

Margaret (the support teacher) photocopies and enlarges to (A3) three part-pictures from the 
storybook for Fiona to use as a visual prompt (image) for the art lesson and pictures for the 
children to complete. She prepares the children's tables by putting out the pencils pots containing 
fine drawing pencils, fine colouring pencils and felt pens and a selection of the photocopied 
pictures. Fiona puts the big storybook on the display stand and fixes the three part-pictures on the 
easel. The children come into the classroom after the lunch-break ready for the art lesson that is 
timetabled for one hour. The children sit on the carpet. 

Fiona." Children do you notice anything about these pictures?" 
Tom." There are bits missing." 
Fiona." That's right you can only see Vk of the picture." 
Jenny." I can see a bit of Handa's face." 
Tom. " That's the same as the picture on the cover...! can see a bit of the big pineapple in the 
basket." 
Yasmin." I can't see the mango." 
Ben." That elephant looks funny he's only got one ear." 
Fiona. "OK this is what I want, you to do...You can each choose a picture and try to draw the 
missing parts of the picture from your imagination. You can use pencils, coloured pencils or felts. I'll 
leave the book on the easel in case you would like to look at the pictures...Tom, Yasmin and Ben 
you three can go and work with Margaret." 

The children go to their tables, choose their picture and try to draw the missing parts of their 
picture. Tom." I wish we had the paints out today, I like painting my own pictures...! can't draw." 
Yasmin." I want to see the book so I can copy the picture and get it right." 
Margaret." Let's look at the picture you've chosen and see if you can spot the shapes then you can 
try and draw the whole shapes of each fruit and colour it in." 
Ben " I've got the elephant's head...there's a great big ear. I'm going to draw the other one 
small...that bit's like a big tooth." 
Margaret" Does anybody know what it's called... it's got a special name." 
Tom." Yes it's a tusk and elephants can kill things with them." 
Yasmin." I'm going to draw the grass... I'm using the felts and mixing the yellow and green like we 
did with the paints." 

The children carry on colouring their pictures until Fiona asks them to pack away ait the end of the 
art lesson. 

Below are the exannples of the photocopied three part-pictures and the completed 

work of Tom, Yasmin and Ben (Figure 4.1, 4.2, 4.3 & 4.4). 
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Figure 4.2 Tom's Completed Work 
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How did 1 use the cameo? 

I decided to share the cameo with a group of teacher researchers for their 

collective examination of it to move my understanding forward, to clarify my 

professional values and tacit knowledge of the curriculum and its assessment 

procedures and to focus on the issues of social justice and rationality. I presented 

the cameo Handa's Surprise to a group of teacher researchers, who were 

members of an action research support group at Bath University (7 July 2001). 

Twelve teacher researchers (including only three known research colleagues from 

Kingston University) and four directors of studies attended the meeting. I circulated 

a short paper that included the cameo and examples of the part-pictures used with 

the children, my initial after thoughts from writing the cameo that included 

references to literature and questions that I posed, a brief overview of my research 

and a list of possible options for using the cameo. I introduced the group to my 

work by giving a brief explanation and then listened to their comments. The 

meeting was taped and later transcribed for the purpose of critical self-reflection, in 

order for me to, further develop my emerging theories on curriculum and 

assessment, by explicating my hidden values and their affect on my intuitive 

practice. 

Analysing the taped discussion 

How did I feel about the use of cameos? 

The experience of writing and presenting the first cameo was quite daunting and 

threatening because this was my initial attempt at representing, generating and 

analysing data for this aspect of my research and to reassure myself I had 

included references to research methodology and curriculum literature. Also this 

was a new knowledge community with many unfamiliar faces, and it felt very 

different from the safe haven of the community of research colleagues that I had 

been used to workirjg with at Kingston University. I already knew, from their 
154 



previous feedbacl< on my researcii that I need to show greater clarity in my 

writing. I needed to find a way of expressing my apparent intuitive approach to 

teaching and learning and to explore my teaching strategies and find out how I use 

learning theories intuitively or indirectly. A s with the teachers in Gipps' research 

;Study (2000) my underlying view is that children learn differently from each other 

and therefore in any classroom there needs to be a range of teaching and 

assessment styles. I was reminded by one of the director of studies comments: 

P. One of the things I find so interesting in M's worl< is that she is an expert 
educator in the infant field who believes absolutely passionately about 
certain things about how children should be educated and this is to do with 
something hidden away there and I want to get at that thing, which is not an 
easy or comfortable thing to do. It's to do with how she views the 
curriculum, how she views the whole of it, probably how she views 
humanity. She certainly hasn't got there and she is very reluctant to go 
down that way as a person...she needs pushing all the time because it's in 
herself How do you help a person get it out of himself or herself? 

My responses to the comments were - surely I need to help myself, or be able find 

the way myself. What was the emotional tension within me? It must be really 

annoying to others in the group; it's certainly very annoying to me! Would this new 

approach help me to solve that mystery? This was my first opportunity to be 

involved with or perhaps join a new collaborative enquiry network. I soon learnt 

that my reservations and contradictions were still being revealed through my 

writing. The transcript of the tape shows this: 

Mo. \Nhat I read on the first page, the cameo was captivating, its lovely, it 
was original... there was something about the way you have chosen very 
carefully exactly what you wanted to relay to us. You put it up front, I was in 
there...this was original and special. Then I got to page 3; there seem to be 
contradictions...I wondered if there was unnecessary reference to others 
when we are involved in our own thesis, our own knowledge, our own 
educational epistemology to rely on others' theories is actually to negate the 
process of your action research enquiry. 

I was pleased that the cameo clearly showed how the children were given few 

opportunities in the lesson to express themselves through their drawings. But I 

was dismayed that the research group had recognised my ongoing hesitance or 
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lack of realisation that I was creating my own educational knowledge by 

describing this significant moment in my teaching. 

What did I learn about articulating my own living educational theory? 

Je. Tapping into tlie epistemology is an emerging process and you need to 
get very familiar with the literature of the people you criticise. Bring them in 
as reinforcing your point. Find other writers that are being more 
adventurous...It's a tremendous leap to make when you are secure enough 
in yourself to think 'I'm here to question etc and to bring these insights into 
your work- feel passionate and say 'Yeah now I'm jumping off the cliff and 
I'm not sure if I know what's happening, that's very risky. 

Je 's comment above reminded me of the quote used by Eisner (1997): 

'Come to the edge,' he said. They said. W e are afraid.' 'Come to the edge,' 
he said. They came. He pushed them...and they flew (Apollinaire;. 

And Md's comments in her research (Mohammed, 1998): 

/ think.it is important for action researchers to hold on to their being 'expert' 
in some area of their practice whilst having the confidence and educational 
energy to continue to add to their learning in other areas (Mohammed, 
1995:1). 

I certainly feel I'm on the edge of something unknown, I'm excited by it yet self-

conscious and unsure about how to present my research and 1 too have difficulty 

keeping the balance or feeling happy about recognising the expert within myself 

and I am reassured by Salmon's (1992) definition of PhD research: 

A s authorship that needs personal confidence so that the student can claim 
ownership and cease to 'hide behind the skirts' of others feartui of making 
any statement, any judgement that cannot be supported by reference to 
published work [Salmon, 1992:3). 

I was also reminded of the four core values or beliefs that are at the centre of my 

identity as a teacher and a researcher - relevance to real life, ongoing learning, 

participation and collaboration. 

What can I learn from each child as well what can I do to help each child to 

learn? 

What can I learn from colleagues in the researcher group? 

How can we learn together by active participation and mutual support? 

156 





How can we help each other to learn as a collaborative group in the 

classroom or as co-researchers? 

Sachs (2000) describes these values when taken together as being: 

A socially responsible and active professional that constitutes the 
fundamentals of a proactive and responsible approach to teacher 
professionalism (Sachs, 2000:83). 

1 am finding unearthing this information very uncomfortable. Just as Sachs 

(Australian National Schools Network/Innovative Links Project between schools 

and universities for teacher professional development, in the context of rethinking 

teacher professionalism)^ explains that being active means: 

Responding publicly with issues that relate directly or indirectly to education 
and schooling (p85). 

It means standing up for what Fullan (1993) describes as the moral purpose of 

teaching. I remember writing that 1 felt a very strong moral purpose for being 

involved with education in Chapter 6:24. Also Sachs says that: 

This type of activism is not for the faint-hearted. It requires risk taking and 
fighting for ideals that enhances education (p85). 

This is the main reason for pursuing my research despite serious criticism- I'm 

feeling blocked and unable to speak with my own voice. I'm struggling to maintain 

professionalism against all odds. I am currently seeking a new permanent post in a 

school community and seeking a new opportunity to continue my research. . Is this 

part of the process and development of doing research? 

It requires passion and energy (p85). 

I have the passion but I need to show it in my writing and it certainly saps the 

energy levels. 

Not surprisingly, activism is probably safer as a collective activity rather 
than an individual one (p85). 

^ The NSN research framework involves building a research culture amongst teachers in school. It 
promotes and supports collaborative research and collegial reflective practices using critical action 
research methodologies. 
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I am feeling very vulnerable at times but have the positive educative relations and 

ongoing support of working within a research community who are all following the 

critical action research approach and the ongoing encouragement of this new 

research group. Several members of the group re-iterated the need for me to feel 

more confident and release or expose the passion that I feel for teaching young 

children and having the confidence to promote my own beliefs. 

The following extract clearly explains my current vulnerability at going public with 

my particular mode of writing and my inability to predict which events in my life will 

prove significant. All I am beginning to realise, with any conviction, is that some 

events are taking on the role of touchstones - points that I repeatedly return to as 

a source of meaning and inspiration. Looking back to my past, returning to these 

experiences, good or bad, I remember their significance and the crucial role that 

experience and reflection plays in learning. A s a teacher and researcher, I try to 

learn from this, and look to provide young children with both rich experiences and 

the means to interpret them (Cole, 2004). 

P. Say thank you, (to the academics and theorists) you've helped me a lot 
now I'm going on my own. That's the key point that I think M and B are at 
the moment... people have got to be confident about our own theorising. 

Mo. Yes, we don't have the confidence or the cheek to say I'm creating my 
own theory...we assume we theoretically get subsumed under a more 
prominent voice. It goes back to what Je. was saying earlier about the 
emergence of your voice. Your thesis is about the erhergence of your voice 
which is unique which is not to be subsumed under the voice of anyone 
else if you are to gain a doctorate for it is the uniqueness and specialness 
of your voice where you tell your story about what you've done...the 
precious work that you are doing about education, how you are involving 
your own living educational theory about the way you are going to help to 
improve the quality of leaming for those children and the reason for that is 
because you feel passionate about it. 

G. I'm curious about where you can go next (with using the cameos). You 
have to go into yourself to find the answer to that, in other words you need 
to think which one is appropriate to you or do you have a real sense of 
where your excitement and energy lies. My response to you would be to 
use it where the energy is. What is it that gives you a buzz? What will make 
you excited and make you tinkle? 
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J . I'm just curious about the responses. How can we help each other to get 
to what really matters to ourselves? It's not about how can / use the 
cameo? That question doesn't put me in touch with what G. is talking about-
it's the passionate values that will motivate you I think it is about what 
questions you are asking yourself about the cameo. What really engages 
you in relation to something that has happened in the art lesson? I think you 
will find the questions that interpret those values that are emerging. You are 
reliving the experience of being in there wondering what it is that you can 
do to make the assessment fairer 

G. You need to go back to p.2 they are the real juicy questions (How do I 
feel about art? etc)... its these questions you are really interested in 
answering rather than the questions about how to use the cameo and 
references to literature. 

Mo. Its about uncovering those particular values...what it is that really 
engages you... that will enable you to grow in confidence whereby you will 
know what it is that is your unique and valuable contribution to educational 
theory. 

Reflections on sharing the cameo 

1 realise that the first cameo was my account of the art lesson as a support teacher 

to the class teacher, not a specialist art teacher. I actually look at teaching, 

learning, assessment and I focus on my practice as a teacher/head teacher, but I 

took my present practice and the way I saw it. To uncover my implicit teacher 

thinking and theories I need to uncover my tacit and complex knowledge of infant 

teaching and discover the relationship with my actual classroom practice. Like 

Bennett (1995); Day & Hadfield (1995) & Beach (1994) 1 discover that this seems 

to be a very complex picture rather than my practice being characterized as 

following current or popular educational theories in a more or less unthinking way 

(Alexander, 1989 & 1992). I need to pursue how 1 planned for art in the infant 

classroom and then how I enabled teachers to develop their learning and teaching 

practices at Oak Tree. I need to explore how my particular values and beliefs 

about teaching and learning art and other areas of the curriculum might have 

influenced the process. 
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How did I try to give an opportunity to tlie teachers and children to give 

them scope for interesting and creative learning and teaching? 

1 did not achieve my approach to planning for art or how I enabled teachers to 

develop the teaching and practices with the first cameo. By writing the cameo I 

was reliving the emotional experience of supporting the teaching of art and the 

tensions I felt of technically delivering art - disjointed and unrelated to other areas 

of the curriculum, no apparent link to a topic, no opportunity for a child's self-

expression or relevance to their maturity level, to a class of 6-7 year olds, as 

prescribed by the National Curriculum and the Qualifications and Curriculum 

Authority (QCA) scheme of work. Also I relived the experience of my involvement 

with a previous negative Ofsted inspection (Oak Tree, 1997) and I remembered 

my keenness to help a class teacher and a school survive and gain a satisfactory 

judgement from their second Ofsted inspection (the first also being crushing and 

damaging) rather than to help give the children a purposeful experience of 

engaging with art and enjoying drawing. I know I felt very uncomfortable during the 

preparation and throughout the lesson, as I felt professionally and in my heart that 

much of the activity was inappropriate developmentally for many of the children 

and there was little opportunity for each child to represent their hidden feelings, 

qualities and ideas through their drawings (Cole, 2004). This is confirmed by the 

comments from the artist Quintin Blake: 

Most children seem to like drawing. They take to it like ducks to water, in 
fact, and it is only later, with the advent of self-consciousness and the 
growing urgency of science, sport and words that the activity frequently 
fades out (TES 23 February 2001). 

With the advent of the National Curriculum requirements the importance of 

drawing fades out too and children's desire and opportunity to draw is reduced and 

suppressed and this is potentially damaging. The National Curriculum prescribes 

the current presentation and expectation and it emphasises skills to be taught 

rather than attitudes, to be nurtured, encouraged and valued. It does not 
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acknowledge the importance of drawing in its own right as well in the service of 

all other aspects of learning (Cole, 2004). By sharing the cameo Handa's Surprise 

and listening to the tape from the action research support group meeting (Bath 

University, 2001), I realise I still need to show the passion that 1 have for the 

.education of young children and which comes out when chatting with teacher 

colleagues, but not in my writing. Also, 1 wonder how 1 would have succeeded in 

Gipp's study of teachers' beliefs about teaching and learning and in particular 

about the preferred ways of teaching (Gipps, 2000). I can relate to the teacher's 

beliefs about learning that Gipps describes as: 

Children learn in a range of ways, and so learning requires a combination of 
different teaching strategies (p.110). 

1 empathise with the teachers that described informal assessment: 

It's the stuff I'm doing all the time - I can't separate it...It's the much more 
personal assessment, knowing them as individuals, able to recognise from 
their faces whether they understand.. .some of its going round in my head 
(p.67). 

I know that I am much happier with informal assessment when 1 observe, listen or 

interact with young childi"en during a learning activity. Something I did not feel that 

I was able to do in the art lesson. I need to explicate further the educational values 

that underpin my preferred infant practice and my role as a head teacher. I need to 

interrogate and explore the questions that I posed myself when 1 first wrote the 

cameo and the supporting paper. 

What is this art lesson really about? 

Is it about teaching the skills o: reproducing? 

Is there any scope for the children to show their own creative style? 

How could it have been used imaginatively? 

Were the children required to rely on memory rather than imagination? 

Wasn't it about practising skills of drawing reflective patterns and reflective 

symmetry linked to maths? 
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Did it stimulate the children's imagination and creativity? 

Does it represent the children's feelings and ideas? 

I wonder what the children felt about their finished pictures? 

I wonder how I can find out the answers and I think that I need to explore more 

.questions. 

What do I think art really is? 

What do I think is acceptable when 1 look at children's art? 

What do 1 understand about the nature of seeing and personal perception? 

What do I feel when I look at children's art? 

What do 1 know about the general pattern of sequential development of 

children's imaginary? 

Writ ing the next cameos 

In order to explicate further the educational values that underpin my preferred 

infant practice I decide to write two further cameos to show more real examples of 

my practice and the importance I place on drawing and painting for worthy 

teaching and learning. One cameo shows my approach to teaching in an infant 

classroom, the atmosphere that I tried to achieve for active and collaborative 

learning and how I used the display of children's drawing, painting and written 

work to stimulate the children's interest and thinking, to encourage a sharing of 

ideas, to motivate their further learning, to value their contributions. Like Morgan 

(1988:130) I feel that display offered opportunities for the young children that I 

taught to build up the skills of learning and to enrich their experiences through 

visual images and it formed the basis for the means of their creative and aesthetic 

awareness. I used display as a non-verbal form of communication, which was very 

important as I was working with young children many of who had delayed 

comprehension of and expressive language or English as a second language. 
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Also I chose this particular cameo to show my belief in the importance of 

creativity in the lives of young children and the vital part painting plays in the 

development of creative skills, insights and understandings (Cole, 2004). 

The other cameo describes my approach to the preparation of the learning and 

teaching policy at Oak Tree whilst I was head teacher. It shows my preferred way 

of leadership and management, of working collaboratively with staff to continue 

our shared approach to teaching and learning, to support their learning and to 

recognise and value their individual expertise. Day (2000:166) calls this way of 

working as post-transformational leadership a values-led contingency model of 

leadership that is quite different from the form of leadership to those espoused by 

government rhetoric. I was certainly working as an infant head teacher within the 

results-driven, achievement-orientated demands of politically motivated governors, 

local education authority and government but I was really more concerned with 

making my school caring, focused and an inquiring community rather than like a 

cost-effective business. 

Cameo no 2 

The Cameo Hocus Pocus I'm A Diplodocus is taken from my own practice as an 

infant teacher of a mixed age class in a semi-open plan infant school (my last post 

as a class teacher/deputy head teacher before taking up a headship). I followed an 

integrated approach to learning and teaching. I co-operatively presented the 

curriculum as a series of half termly cross-curricular topics that emphasised active 

learning, valued individual children, was relevant to their life experiences and 

interests and was based on the principles of whole child development. I organised 

the classroom (learning environment) by arranging the furniture into areas and 

making the equipment accessible for the children to use for their different activities 
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during the school day, The cameo describes the evolvement of a wall display of 

children's work that depicts aspects of a dinosaur topic. 

Hocus Pocus I'm A Diplodocus! 

Sanjay and a group of children are keenly studying a book about dinosaurs in the book corner: 

Sanjay. 'Miss Follows, do you know which is the biggest dinosaur?' 
Miss Follows. 'No, I don't think I do, can you tell me?' 
Sanjay. 'Look, this book says that a diplodocus is 27 metres long. That's the same as our 
classroom wall. We measured it yesterday, I remember. David and I want to paint a picture of a 
dinosaur, a diplodocus. Can we?' 
Miss Follows.' Yes you can help yourself to the painting paper and do it at the easel. Look there's 
2 spaces.' 
Sanjay. 'But, I want to paint a big picture so it looks like a real diplodocus' 
Miss Follows.' Ok. How do you think you can do it then?' 
Sanjay. ' We can put the sheets of paper on the floor along the edge of the wall then glue them 
together. Then put another line of paper in front so we can paint his feet and the ground.' 

Sanjay and David busy themselves with the paper carefully collecting each sheet of paper (A1) 
from the shelf and laying it in turn on the floor. Sam (the class room assistant) helped them glue the 
paper together. Then Sanjay asks her to make them some paint in a table-tray and he chooses two 
large paintbrushes from the assortment of brushes to paint the outline. Sanjay hands David one of 
the brushes and David comments that his dad uses a brush like this one when he decorates at 
home. The two boys help Sam mix the powder paint in the trays to make different shades of green 
and then go back to the expanse of paper on the classroom floor. 
Sanjay glances at the picture of the diplodocus in the book, takes a generous brush-load of paint 
and begins to paint his own outline of the body. He walks to one end of the paper and starts with 
the head and walks onto to the paper to continue painting the contour of the back and continues 
until he reaches the other epd of the paper and the tip of dinosaur's tail. He stands back to survey 
his work. He appears very pleased with his efforts. 

Sanjay. 'Miss Follows do you want to see how much we've done?' 
Miss Follows. 'That's brilliant you can really begin to see how huge a diplodocus was and he only 
ate grass- that's luckyl' 
Sanjay. Tm going to paint the line for his legs, his neck and, his long tail. Come and help David.' 

The two boys carry on with the painting until they complete the contour of the diplodocus and then 
stand back to admire their handy work- a very recognisable painting almost to scale as they had 
used the extremities of the space on the paper to paint the monster diplodocus. The boys clean 
themselves up and go off together to write a factual account of the dinosaur whilst the paint dries. 
After lunch Sanjay and a group of friends paint the expanse of space inside the outline with Sam 
supplying several trays of paint so they can complete the job. Another group of children search 
through the bag of fabrics and book of wallpaper samples for scraps of rriixed materials to glue 
onto the diplodocus' body and for its features. 

When the paint and glue dries out Miss Follows, Sam and several other adults fix the enormous 
picture on the wall using as staple gun- fortunately the whole classroom wall is made of pin-board. 
Over the coming days and weeks all the children enthusiastically continue to add to the display by 
contributing their completed pieces of work, that include creative dinosaur stories and poems, 
factual accounts, dinosaur related mathematics problems, paintings and collage pictures- some 
done in the classroom some brought in from home. The children's interest and fascination is 
continuous throughout the duration of the six week dinosaur topic - all thanks to Sanjay aged 7 
years! 
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Cameo no. 3 

The Cameo Making Connections is tal^en from my own practice as head teacher 

of Oal< Tree at the beginning of the school year 1996-1997. It shows how the 

senior management team, that included the deputy head teacher, literacy co-

.prdinator and me, review the school leaming and teaching policy and the 

organisation of the curriculum. I use related mandatory and school documentation. 

All names, apart from mine are fictitious, as I am working within an agreed ethical 

framework of confidentiality with the two teachers who are also critical friends. The 

cameo shows how each member contributes to integrate the changing National 

Curriculum Key Stage 1 requirements (1997), Park LEA Eady Years Curriculum 

(1994) and DfEE Desirable Outcomes (1996) into the teaching programmes and 

assessment procedures whilst allowing for the appropriate ways of teaching young 

children. Cameo 3 is called Making Connections for three reasons. First, it 

integrates national policy to local practice that accesses all children to learning and 

the curriculum. Second it focuses on the core learning experiences which, 

integrated with cross curricula issues provide a broad and balanced curriculum. 

Third it examines a whole set of collective beliefs and values that determine 

curriculum planning at Oak Tree. 
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Making Connections. 

Margaret (head teacher), Sue (deputy head teacher) and Kate (literacy co-ordihator) meet as 
planned to discuss the new curriculum requirements whilst the other teachers begin to set up their 
classrooms for the beginning of the new school year and new terni. 

Margaret. "Now. 1 think it is really important that we all have scope for creative and interesting 
teaching. That's the only way we can enrich the children's learning...they need" to be active 
jeamers, they are naturally curious but they need their confidence boosted, we need to help the 
children feel good about learning and enjoy themselves and then hopefijily they will be self 
motivated." 

Sue. "Ok, lets take a look at the current school's 4 year curriculum framework. I've got the revised 
national curriculum document. Kate, have you got a copy of the Desirable Outcomes so we can be 
sure to maintain continuity from nursery to reception and alsolake account of the 5 year olds in the 
reception classes so there is a smooth transitipn and we show that those children particularly are 
getting access to the national curriculum in the summer term, then we need to look at the 
curriculum for year's 1 &2." 
Kate. "Yes, I've got my copy. I think we can still keep our integrated approach to the curriculum. We 
may need to change the order of the topics to match the changes in the programmes of studies of 
each subject and to meet the time allocations for each subject." 
Margaret. "I would really like us to continue with the story and a role-play focus for each topic." 
Kate. "Yes its essential to keep language and literacy central particularly for our children. The 
delayed language development of so many children really showed up when I screened the children 
for their inclusion in the reading recovery programme, Jacky (speech therapist) and Jenny (ELS 
teacher) gave me thejr figures too. The children need every opportunity for language and literacy 
then they can access other areas of the curriculum. We need to put the emphasis on speaking and 
listening and role play gives them opportunities to be effective communicators in a variety of 
situations and for many purposes... and dressing up is fun, the children enjoy if. 
Sue. " We may need to look at the storybooks that we've suggested to introduce each topic. It 
would be really good to have multiple copies and more.big storybooks top then we can link it with 
shared reading activities in the literacy strategy and the children can borrow them to take home, 
too." 
Kate." Oh, and we need to add to the list of places for class and year group visits for each topic, 
we need to have as many as possible." 
Sue." Yes, that's really important 'cos we must provide the children with experiences that they can 
relate to and understand and' then we build on what they already know. It'll vary from child to 
child... their growth of understanding within the homes and the neighbourhood environment. We 
can use and build upon the children's experiences. We need to encourage everyone to arrange 
more outings to the local park and the woods, the shops, the supermarket, the clinic andthe library 
etc. Also its worthwhile getting peoples ideas soon for visits to more distant places of interest and a 
contrasting environment as we need to book those." 
Margaret." We can invite people into school to talk to the children...how about checking to see if 
any parents are firerfien or bus drivers, we can use the builders before they've finished the toilet 
and classroom conversion... I'll speak to the governors and the school liaison police officer and 
school nurse too, they're sure to have contacts." 
Sue." I know we are a long way from the swimming baths and it takes ages but Ithink the children 
get as much out of the coach journey as the actual swimming lesson itself...probably for some of 
the children its their only opportunity to travel off the estate its very isolated here." 

After the initial meeting with Margaret, Sue and Kate arrange to meet the year group leaders to 
review the cycle of topics and adjust the 4-year curriculum framework. Then they-meet with all the 
staff (teachers and support staff) to make the annual and 1̂  termly curriculum plans for each year 
group of children. Also they discuss how to use the children's work and to collect artefacts and 
books for the topic related interactive displays that were collaboratively developed at focal points 
around the school. 
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What did I learn about my own infant pract ice? 

I wrote and reflected on the two cameos and pursued further narrative analyses 

with a trusted Kingston research colleague (L) from the action research support 

group. I recorded and reflected on our professional conversation in my research 

diary. 1 appreciated the cameos as a representation of my professional life as an 

infant teacher, head teacher. But would L. appreciate that? L's comments 

confirmed that she too appreciated the cameos in a similar way to me. A s she 

read cameo 2 she said: 

L. / remember seeing the dinosaur display when I visited your classroom as 
part of the school management course (Kingston University1988). All the 
children's pictures and writing were displaced around that amazing 
dinosaur All the children were full of it and you could see the full range and 
variety of possibilities that you achieved from that project.... it was the 
visual focus of the classroom; you could tell the children were continually 
involved with it. 

I was surprised by these comments but then felt them inevitable as I remembered 

that we had been very supportive of each other over the years of our involvement 

with Kingston University. W e had grown to know each other and each other's 

schools... how we each thought and what direction our schools moved in. W e 

were always totally open and critical but in a supportive way as we worked 

together on a number of assignments and our common understandings grew from 

there. 

Also L. commented on remembering the collaborative style of leadership and 

management I showed during the school Management Course at Kingston 

University (1991) throughout the action research project (Validation meeting1991) 

and how it is reflected in Cameo 3. She commented: 

L. / remember you saying how important the major role played by the 
deputy head teacher was to curriculum development in the school... it gave 
credibility to the situation and it supported you as head teacher The cameo 
reflects your shared values and your approach to the curriculum through 
story. 
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i then returned to the dissertation for the project and focussed on the director of 

studies comments: 

P. If you put your values v\/here they belong at the beginning, we then l<now 
your personal value context in which to do the piece of development. It 
becomes much clearer- that these are the ways of working that you want to 
bring about within the particular thing that you are doing. You need to move 
things round to get the stoiy going from the beginning. 

I now fully appreciated how writing and narrative analysis with colleagues is a 

natural progression from the concept of reflective practice in shaping the nature of 

teaching and learning in schools. Also that it is a valuable tool to explore, 

understand and improve my teaching whilst fostering social justice in teaching, 

learning and assessment. 

I now realise that by writing about those specific moments in my teaching I directly 

related them to school situations, during the tumultuous period, that I experienced 

as a teacher from the mid 1980s to the present day. This was a time when the 

dominant educational ideas and practices of the previous two decades were being 

questioned and primary teachers and children were being rapidly transferred from 

the progressive Plowden era (1970-1980s) into the very different ethos of the 

National Curriculum (Alexander, 1995). I examined these changes and determined 

the effects on teachers' teaching and children's learning. I found out how teachers 

created ways of implementing the National Curriculum whilst meeting the 

legislative requirements, the educational needs of children and those of their own 

beliefs and values. (See Woods, 1996:introduction px). 

I feel that my work as a head teacher (Cameo 3) was like closing a circle as I 

attempted to provide a balance between the political, personal and educational 

dilemmas that I faced. I know that the National Curriculum was meant to raise 

standards by setting standards of knowledge for all schools to work towards and 

by providing clear learning objectives for teachers and children. Through writing 

the cameos 1 critically examined the effects of introducing the National Curriculum 
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in my scliool tlirough reflecting on my own favoured continuing practice. The 

cameos were a means of clarifying my ongoing concerns with the National 

Curriculum. Rather than raising standards it had led to a steady decline in 

progress and an impoverished infant curriculum that had little room for the creative 

process involving exploration, discovery, reflection, self-expression and 

understanding. 

Part 2 

The National Curriculum 

I looked at the National Cun'iculum from the point of view of a head teacher 

researcher, who spent much of her time in schools during the past two decades. 

This included the period spanning the introduction of the National Curriculum, the 

Dearing reports of 1993, the General Election 1997 and then both the initial and 

ongoing attempts to implement the National Curriculum in school. Throughout 

much of this period my research has consisted of reflecting and evaluating my own 

classroom practice and carrying out observations, whilst a head teacher/class 

teacher, in a variety of classrooms (Goldsmith College & Kingston University).^ 

From my research perspective, therefore the relative success or failure of the 

National Curriculum centres on three key questions: 

How has the National Curriculum influenced teachers' teaching and 

children's learning? 

What has happened to standards? 

What has happened to teacher morale and the impact on professionalism? 

(Galton, 2002). 

® Cross-reference Chaptei:-2 Accessing Tacit Knowledge of Infant School Practice: A Methodology. 
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How has the National Cumculum influenced my teaching and leaming? 

The 1988 Education Act that resulted in the implementation of the National 

Curriculum and its assessment framework had few supporters among the 

educational establishment (Crombie & White, 1997:14). The consultative paper 

that preceded the legislation drew nearly 12,000 responses, most of which were 

sharply critical of the proposals. A selection of these were published by Julian 

Haviland (1988), who confirmed that the principle (of a national curriculum) was 

ovenwhelmingly approved, but he could not recall one response, however that 

endorsed without reservation the structure of the curriculum which the govemment 

was proposing. Denis Lawton (1993; 1992; 1989; 1984) was one of those who 

drew attention to the dangers of what he saw as a 'bureaucratic approach' to the 

notion of a common curriculum. He encouraged the professionals to salvage the 

situation by insisting on a national curriculum which concentrates on broad 

objectives, not detailed lists of content, and teachers being involved at school level 

to work out the detailed curriculum (in accordance with national guidelines) (TES 1 

May 1987). Peter Cornwall, Senior Inspector for Cornwall, was more forthright and 

stated that we have the gravely flawed product of amateurs, a hasty, shallow 

simplistic sketch of a curriculum, reductionist in one direction, marginalising in 

another, paying only a dismissive lip service to the professional enterprise and 

initiative on which all progress depends (O'Connor, 1987). 

Members of the government also expressed warnings, including Keith Joseph - far 

too rigid and Stuart Sexton - will put the schools' curriculum into a straitjacket. 

However, despite such warnings and the historical evidence that demonstrates 

how successful curriculum change needs to start from the professional concern of 

teachers, only tokepistic attempts were made by the Secretary of State, Kenneth 

Baker to involve them in the process. 
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These warnings were echoed in practice, because, in 1986, teacher colleagues 

and I still believed that the curriculum was ours to shape despite broad public 

expectation about the importance of the basics. W e had participated, during the 

two previous years, with intense in-service to prepare and implement a LEA 

.curriculum (Park Education Authority, 1986). Teacher colleagues and I 

experienced our first shock when the LEA curriculum was suddenly imposed 

without including many of our recommendations. About the same time we learnt of 

the government's intentions. In 1987, Secretary of State Kenneth Baker had 

announced to the Commons Education Committee the imminence of the National 

Curriculum and the related changes, and Margaret Thatcher had romped home in 

the general election for a third successive term, thus making it inevitable that 

consultation was not on the agenda. We experienced our second shock. Yet still 

the enormity of what was to come had not struck home in the infant school world. 

The stock assurance at in-service organised to prepare teachers for the changes 

was don't worry: you're doing tliis already, even though the first subject proposals 

(mathematics, science, English and design technology and the specification for 

testing at age 7) had all indicated othenwise. From first hand experience, as an 

infant school head teacher, it quickly became evident that the ideas and practices 

of the previous ten or twenty years would decreasingly shape the work of teachers 

and children jn the future."^ 

From 1989 head teachers like myself were obliged to lead, manage and teach a 

curriculum that was accompanied by a two-line mission statement (balanced and 

broadly based curriculum which promoted the spiritual, moral, cultural, mental and 

physical development of pupils at the school and of society, (Richards, 2000) that 

appeared bland and meaningless to practitioners. If there was a vision for the 

curriculum it remained unseen by practitioners like myself who were expected to 

^ See Chapter 7 Conclusion Creating a Living Educational Theory about Assessment in the Infant 
Years. 
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deliver it, which made it impossible to work out whether it was meeting the needs 

for which it had been established (TES, 2003). Were the children getting a better 

education than they had before? Or even the appropriate education? Certainly 

teachers in schools did not have the time to consider these two vital questions as 

they were not only struggling to teach the new, very secondary subject based 

curriculum to young children, it was a forever changing curriculum. 

The first revisions to the curriculum were brought in following the Dearing Report 

(1993) and it wasn't until 2000 with the third version of the National Curriculum that 

David Blunkett, Education Minister, laid down specific aims. From attendance at 

LEA In-Service meetings (2000-2001) it was obvious to me that teachers generally 

welcomed these values and objectives, which covered everything from acquiring 

basic skills to problem solving, developing a sense of identity and a healthy 

lifestyle, forming relationships and becoming caring citizens in a just society. 

Nevertheless the general feeling was that successive governments had done little 

more than tinker around the edges of these subjects, often trying to cram more 

and more in, without ever questioning whether the original premise on which the 

curriculum had been built was coherent. It is only now in 2004 following the 

publication of the government document Excellence and Enjoyment: A Strategy for 

Primary Schools (2003) and a major conference Rethinl<ing the School 

Curriculum: Values, Aims and Purposes at the University of London, Institute of 

Education 2003 that there appears to be a rethinking of the school curriculum 

(D/ES, 2005 & 2004; QCA, 2005). 

My overriding memory of the period (1988-2003) is one of horror, alienation and 

confusion. Just before 1988 I had successfully completed a series of in-depth 

studies in teaching and learning and curriculum development in early years 

education. But both the structure and the way teachers were required to teach the 

National Curriculum was very different from the innovative approaches to teaching 
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and learning that I had been encouraged to follow and had gained accreditation 

for. The introduction of the first National Curriculum was based on seven 

foundation subjects - geography, history, technology, art, music and physical 

education a foreign language (secondary only) and three core subjects - English, 

jnathematics and science and resembled the traditional grammar school education 

that I had experienced, not one that was child-centred, relevant to life experiences 

and would meet the educational needs of young children. 

On reflection, I now realise that as head teacher 1 was grappling with two 

contrasting views of entitlement: the legalistic and the moral (Robson & Smedley, 

1996). The legalistic, represented by the National Curriculum, was based on the 

acquisition of knowledge and the moral on people and meaning making. These 

two positions represent fundamentally different value systems. Given such 

differences, common ground was hard for me to find. A s an early childhood 

educator, with a strong moral view of education, I struggled to create it, at the risk 

of seeming to endorse the knowledge-based curriculum. The irony of the legal 

structuring of the knowledge centred view is that it is designed to ensure access. 

By legislating for the delivery of the same content for everyone of the same age, at 

the same time, regardless, I felt that many children at Oak Tree would inevitably 

be disenfranchised. Their individual and cultural diversity was inevitably ignored, 

and therefore I considered that many experiences were inappropriate for young 

children. 

I now realise the legal view compromised my practice as a head teacher and the 

learning of the children in my school by inhibiting, if not prohibiting localising of the 

curriculum, to take account of diversity. On the other hand the strong moral view 

that I held then and continue to hold recognised individual and cultural diversity in 

organising for many points of entry and pathways to common goals. ^ 1 have 

^ See Chapter 3 Learning from Children's Work; Exploring the Evidence. 
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always supported arguments in favour of a curriculum for children from birth to 

eight that have been offered in terms that seek to protect young children from 

inappropriate experiences. The impression or the reality that the influence of the 

National Curriculum detrimentally affected children, before the age of five was 

.inescapable (LEA inspection 1996; Sylva et al, 1992). 

During the 1990's diagnostic baseline testing was on the increase and the National 

Baseline Scheme was introduced in 1998 (Sainsbury, 1998). Initially the frames of 

reference for this were the National Curriculum core. At the time, my main concern 

was how long it would be before nurseries as well as infant schools were required 

to teach to the test, necessitating a formal curricula for babies and toddlers. Rather 

than suggesting that early childhood educators adopting the moral position had all 

the answers they did much work to critically review the curriculum and its 

assessment (BERA, 2004 & 2003; Siraj-Blatchford, 1998) whereby all participants 

had a voice. The intense work during this period influenced government thinking 

and resulted in the introduction of Desirable Outcomes for Children's Learning on 

Entering Compulsory Education (SCAA, 1996) and Curriculum Guidance For The 

Foundation Stage (QCA, 2000). 

I, too, began research into the curriculum and its assessment with teacher 

colleagues, (Follows, 1996 &1991) and used a similar collaborative approach. A s 

an eariy years teacher I strongly felt that taking a neutral stance was not an option. 

I continually had to take a stand in relation to my principles, which at the time were 

implicit and which have only become explicit through pursuing this challenging, 

professional and theoretically informed research. Like Siraj-Blatchford I continually 

discover that teaching is a moral as well as a practical and intellectual endeavour 

and that eariy years teachers, too, are professional and political, and need to find 

their own voice (Siraj-Blatchford, 1993b: 404). 
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The rapid introduction of statutory external curriculum controls that emphasised 

success in national tests conflicted sharply with my beliefs about appropriate 

teaching and learning with young children and resulted in me experiencing 

significant dilemmas in my teaching (Hayes, 2000; Nias, 1989; Beriak & Beriak, 

.1981). The tension between my legal obligations as a head teacher and the 

convictions about pedagogical and moral principles created three specific 

dilemmas. 

First, at the beginning of my headship (1989) I was engaged in constructive 

discussions, planning and delivery of a continuous and appropriate curriculum for 

eariy childhood that spanned from three to seven years (Croydon Education 

Authority, 1994; Metropolitan Borough of Wirral, 1993). Yet as a teacher and head 

teacher I was being required to incorporate the separate subjects of the National 

Curriculum by local and Ofsted specialist subject inspectors, mostly with 

secondary school backgrounds. This requirement was contrary to legislation as 

the National Curriculum recognised that for young children it is usually 

inappropriate to view the curriculum, (from the point of the learner) as separate 

subjects. It recognised that young children often learn through collaborative, 

exploratory, manipulative and imaginary play and that teachers should be aware of 

what underiies the various activifies in which the children were engaged (DES, 

1989b). Despite continuing to use topic frameworks for curriculum planning, 

teachers had to reference NC programmes of study, therefore teaching and so 

children's learning was compromised. The emphasis was now on what children 

must learn (the curriculum content), at the cost of teachers considering the ways in 

wliicli children learn (Maxwell, 1996:1). 

Even in 1993 when Dearing reviewed the curriculum, after complaints from 

teacher unions about workload and a boycott of the first K S l SATs, the seven 

foundation subjects remained. A more streamlined curriculum was intended 
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allowing teachers more flexibility, but in reality early years teachers experienced 

ongoing changes with the introduction of Desirable Outcomes for Children's 

Learning (SCAA, 1996) that described areas of learning which enabled children to 

move into the National Curriculum requirements at five. The Desirable Outcomes 

are divided into six areas of learning: Personal and Social Development; 

Language and Literacy; Mathematics; Knowledge and Understanding of the World. 

The Desirable Outcomes then echoed the subjects of the National curriculum and 

the requirements of the curriculum at Key Stage 1. The text of the Desirable 

Outcomes made reference to the developing abilities of children and the 

importance of practical activity and the physical environment to stimulate learning 

in children. These learning theories have had legitimacy in the education field, 

particularly with early year's practitioners like myself as they have been developed 

from the work of such theorists as Piaget, Vygotsky and Bruner. A s head teacher, 

the infant school was a training establishment for student teachers and it was 

apparent to me that there was less emphasis placed on these theories in initial 

teacher training, although research suggested that infant and nursery teachers 

continued to refer to them (Gipps, McCallum & Brown, 1999; Moriarty & Siraj-

Blatchford, 1998). 

Second, how was I going to dovetail curriculum planning for the Desirable 

Outcomes and the National Curriculum to provide an early years curriculum that 

benefited all children in the school? Despite guidelines' in the Next Steps 

Document (SCAA, 1996) I remained confused as its aims were solely for 

preparation for school, rather than viewing early education in a wider context 

(Warnock ,1978 & Rumbold, 1990). On reflection I know that I was committed to 

planning for children's learning and development that included planned 

experiences and activities and that they needed to be recognised as being 

important in themselves in order to equip the children with necessary skills, 
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understandings and attitudes for later learning and for life (cameo 4). But I know 

there were always pressures to limit the children's experiences and activities and 

directly relate them to the programmes of study of the National Curriculum (Ofsted 

Oak Tree, 1997). This pressure remained until the revised National Curriculum 

,(2000), the introduction of the Curriculum Guidance for the Foundation Stage 

(2000) and a more cohesive way of thinking of early years practitioners (Early 

Childhood Education Forum, 1998). 

Third, and the biggest challenge, has been trying to find space in the timetable to 

teach literacy, numeracy and the National Curriculum, whilst providing a 

curriculum which, while paying due regard to English and mathematics, is broad, 

exciting and challenges children across the full range of national expectations 

(Ofsted, 2002). Whilst I realise literacy and numeracy underpin success in the rest 

of the curriculum, I had to block most of the mornings to concentrate on skills for 

literacy and numeracy in order to implement the requirements of the National 

Literacy (1998) and Numeracy (2000) Strategies. Also as I worked in a school 

serving a disadvantaged area I had to include the various intervention 

programmes (2000-2002) to support the less able children. Therefore time alone 

prevented me from teaching an enriched curriculum that is crucial to all children's 

effective learning but more so with children from disadvantaged backgrounds. 

Furthermore, 1 was very anxious and concerned of the potentially negative Impact 

of the literacy and numeracy hour on my established and valued teaching 

approaches and therefore learning. I was particularly worried about the 

imbalanced emphasis on whole class teaching and literacy and numeracy skills at 

the expense of individual children's needs, understanding, interest and creativity. I 

found that these additional government documents were limiting my practice 

further, as I had to interpret them in a narrow sense. Initially i was unable to adapt 

and interpret them In Jhe light of my own tried and tested theories and ideologies. 
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One of the key challenges of colleagues and me has been to expand and enrich 

our own thinking through exploring a variety of perspectives to provide what we 

believe to be quality literacy and numeracy provision (Dadds, 1999). 

VVhat has happened to standards? 

The National Curriculum and its assessment system was meant to raise standards 

by setting standards of knowledge for all schools to work towards and by providing 

clear learning objectives for teachers and children. The government was very 

anxious about relative performance of British children in international tests of 

numeracy and literacy. Raising standards continued to be equated with improving 

test performance and it was increasingly being argued that the school curriculum 

had become so dominated by test related practice that teaching to the test had 

distorted the curriculum, the way it was taught and the way children learnt. The 

testing regime began with Baseline Assessment (1998), which came seven weeks 

after starting primary school and then it was moved to end of the first year (2003), 

to test speaking and listening, reading and writing, arithmetic and social skills. At 

seven came K S l Sats, at eight to ten came Q C A s annual tests and at 11 came 

KS2Sats the results of which are still crucial to a teacher's future and school 

funding. 

Nearly a decade of national testing has generated a vast amount of data, which 

have been used for multiple purposes, one of which has been monitoring 

standards over time. The officially repori:ed impressive rises in standards in 

English and mathematics in primary schools since 1995 has been challenged and 

it has been shown that in this national testing has failed (Tymms, 2004:477-494). 

Research evidence about standards is inconclusive. The Leverhulme Numeracy 

Research Programme showed that the National Numeracy Strategy (NNS) had a 

positive but small effect on numeracy standards, but there were many schools, 
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children and areas of mathematics for whom the effect had been negligible or 

negative. Also they questioned whether the government was being completely 

open about evidence of effectiveness of the NNS. (Brown, Askew, Millett & 

Rhodes, 2003). Similar findings were presented about the effectiveness of the 

.National Literacy strategy (Hanke, 2001; Wyse, 2003; Mansell & Ward, 2003). 

In addition many early years specialists argued that educational excellence in 

countries such as Italy, Sweden, Holland, Germany and Switzerland has been 

achieved by holding off intensive formal education, especially the teaching of 

reading and writing, until the ages of six or seven. They believed that our 

education bureaucracy was turning our teachers, in the words of the education 

critic Ted Wragg, into curriculum delivery operatives, destroying child centred 

creativity and causing irreparable harm to our children's development. The mood 

and aims of the European equivalents of our nursery and early stage primary 

schools presented a striking contrast. So adamant are continental educationalists 

about the virtues of delay in formal teaching and testing of reading, writing and 

arithmetic that they believe too early prescriptive teaching in Britain is irreparably 

harming children (Cornwell, 2003). 

For his article Cornwell sought the views of three eminent British educationalists, 

which all supported the European viewpoint. Professor David, Canterbury Christ 

Church University College says that research evidence shows that forcing children 

into academic skills too soon and testing them too early creates conditions for low 

self-esteem and future failure, (David, 1999). Whilst government agencies remain 

confident with claimed evidence of the success of official policy of continually 

raising standards. Professor Alexander, Warwick University, objects that while the 

NLS and NNS imposed on primary schools will almost certainly yield 

improvements, the apparent successes are at the expense of the wider curriculum. 

Against this background, many practitioners and educationalists including 
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Professor Robinson, Warwick University issue a warning to tfie government and 

the educational bureaucrats that as long as the debate in education is seen as a 

contest between traditional and progressive methods, an education system for the 

21^ century will be thwarted. These are not sirriply questions of standards and 

^accountability, but of educational purpose and vision (Cornwell, 2001). 

More recently national policy makers became more attentive to the philosophical 

dimensions of education and Citizenship Education became a new compulsory 

foundation subject of the National Curriculum in (2000) and included activities 

involving working with others, using imagination, and coming to understand the 

way a democratic society functions now and in the future, all previously sidelined 

in curriculum policy (Davis, 1999). 

What has happened to teacher morale and the impact on professionalism? 

Those responsible for creating the National Curriculum originally argued that 

pressure on teachers would gradually decrease once they became familiar with 

the programmes of study and the associated schemes of assessment. This did not 

happen and led to the review by Dearing (1993) and the introduction of 

discretionary time. Surveys by the teachers' unions (NUT, 1995) were carried out 

to discover how teachers adapted to the Dearing recommendations. 

The main findings were fairly predictable. Most teachers questioned the concept of 

discretionary time often referring to it as evaporated time instead. Those who did 

acknowledge the term said they used it to top up English and mathematics, by 

using the intervention programmes, so that scores on the National Curriculum 

Assessment Tests could be improved. Even more striking were the teachers' 

survey responses that were relevant to the particular issue of teacher 

professionalism. All the answers fitted into a general theme of stress, loss of 

control and a feeling that teaching was no longer fun. Certainly, as head teacher at 
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that time, I encouraged teachers to develop the love of learning and a sense of 

fun again, but appreciated their frustrations. I strongly felt and still feel that the 

National Curriculunn had actually stifled opportunity for sound early educational 

experiences that were spontaneous and exciting. 

The survey comments, and my first hand experience of leading a school under 

these conditions suggest that a considerable number of teachers, while coping 

with the demands of the National Curriculum did so without great enthusiasm. The 

latest surveys, by the NUT and NAHT, on teachers' working conditions suggest 

things have not improved under new Labour. Breadth and balance have been 

further restricted with less than an hour per week on average being allocated to 

history, geography, art and music. Almost all the teachers' responses refer to the 

stresses of coping with inspection, marking, testing and record keeping. Most 

alarmingly many younger teachers said they were leaving teaching to get a life. So 

serious were these findings taken by government, that they set up a national 

agreement between themselves, employers and school workforce unions to help 

schools, teachers and support staff meet the challenges that lie ahead. It promises 

joint action, designed to help every school across the country to raise standards 

and tackle workload issues (DfES, 2003). Although early days I feel the tide 

changing for the better as I experience, at first hand, a more, ethical, collaborative, 

trusting learning environment being (re)created in LEAs and schools for the benefit 

of all participants (Merton Education Authority, 2003). Again teachers have the 

opportunity to become empowered to achieve a moral purpose for the curriculum 

and education that enables young children to understand themselves and the 

world that they are growing up in (Hawkes & Farrer, 2004). 
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The creative curriculum: a teacher researcher's perspective 

After issuing a flood of directives on education the government is now actively 

encouraging the exploitation of creativity and offering schools the opportunity to be 

.more flexible in their interpretation and teaching of the curriculum. The 

government's change of heart is reflected in a number of official publications, the 

first of which was a major report from the National Advisory committee on 

Creative, Cultural Education (NACCCE) that resulted in All Our Futures: Creativity, 

Culture and Education (DfEE/DCMS, 1999). The report defines creativity as 

imaginative activity so as to produce outcomes that are both original and of value. 

Similar sentiments are expressed in the National Curriculum for Teachers in 

England and Wales: 

The curriculum should enable pupils to thinii creatively and critically, to 
solve problems and to make a difference for the better It should give them 
the opportunity to become creative, innovative, enterprising and capable of 
leadership, to equip them for their future lives as workers and citizens 
(D/ES/QCA, 1999:11). 

The government's strategic document (National Primary Five Year Strategy) for 

primary schools Excellence and Enjoyment (D/ES, 2003) advocates the use of 

creativity in primary education and insists that teachers have a considerable 

degree of freedom in lesson planning to do so, though the specific nature of 

freedom is not defined. In fact, this vagueness is reflected in much of the Primary 

Strategy, which is, as Alexander forcefully argues: 

ambiguous to the point of dishonesty about the Government's true 
intentions towards primary education (Alexander, 2004:28). 

Finally the Creativity web site established through the DfES asserts that: 

The increased emphasis placed on thinking skills in schools will enable 
pupils to focus more on their creative talents. High quality leaming and 
thinking demand more than transmission of facts and the routine application 
of familiar procedures- pupils need to be taught to think flexibly and make 
reasoned Judgements, (www.naction.orq.uk/creativitv; accessed May 2004). 
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At the first whole school staff meeting of the new school year (September, 2004) 1 

discussed with colleagues the recommendations of the National Primary Strategy 

and we outwardly felt excited it's just wliat we need! inwardly we were more 

cautious not more iegislation to undertal<e? After that we gradually realised that 

the document could be our passport to a more creative curriculum. W e have 

existed on a basic diet of literacy and numeracy since the strategies were 

launched in 1998 & 2000, our K S l SATs results had not shown a consistently 

marked improvement and our first KS2 S A T s results (2003) were as expected, in 

national terms poor. It is time to reflect on and adapt our practice. W e teach at a 

recently reorganised school, which has grown from a first school to a primary 

school and it is located in an area of social deprivation in a south London Borough. 

In general the children do not have the wealth of life experiences more fortunate 

children have. This is especially apparent in their ability to express their reasoning 

and ideas. A s a school staff we need to give the children experiences of the wider 

world and provide opportunities for speaking and listening. At the staff meeting' 

(September, 2004) we concluded that the best way to achieve this is' to give them 

access to a more cross-curricular, creative curriculum. 

Teachers in Chestnut Primary School began to look for ways to develop or 

rekindle their understanding of creativity (Hayes, 2004; T E S , 2004; Haigh, 

2004;DCMS, 2001; DfES, 1999: De Bono, 1999; Siraj-Blatchford, 1998; Tong & 

Palmer, 2004; Craft, 1997; Rowland, 1984;Cropley, 1967) and how to move 

forward with it. Creative development is recognised as being of immense 

importance in all areas of learning and development. It was identified as a distinct 

area of learning in the Desirable Learning Outcomes (SCAA, 1996) and while 

there is no subject called creativity in the National Curriculum, the creative process 

involving exploration, discovery, reflection and expression is part of all subjects. 

Therefore creativity is positively seen and has a long tradition in early childhood 
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settings, e.g. Froebel (1826) associated creativity witli tlie inner life of the child 

(Froebel, 1826) and we are still urged to promote creativity (HMl, 1989; NVQ, 

1991; DfE, 1995; SCAA1996). Yet Bruner (1986) argued that society has placed a 

greater value on logical and systematic thought. He emphasised that this can lead 

,to over-emphasising the ability to retain and repeat facts, to be impartial, 

dispassionate and detached, all of which, are included in the main criticisms of the 

National Curriculum. 

Furthermore, when only the rational aspects of learning and development are 

stressed we deprive ourselves of the full range of the human ability to think, and 

creativity does not receive the attention it deserves. By encouraging creativity 

teachers are promoting children's ability to explore and comprehend their worid, to 

respond and represent their perceptions. W e are increasing their opportunities to 

make new connections, reach new understandings and create new meanings. The 

creative process helps children to experience beauty and lasting value, express 

their cultural heritage and increase their understanding of other cultures. It helps 

them to solve problems and gain command and it promotes self-esteem (Duffy, 

1998:141). 

Senior management established a programme of whole school INSET on how to 

promote creativity (Cole, 2005; QCA, 2004; NAHT C P D , 2004; NUT CRD, 2004) 

and included monthly creativity days into the planned curriculum. In the midst of all 

this creativity Chestnut Primary School awaits the Ofsted brown envelope that 

explains the an-angements for the forthcoming school inspection. This will be the 

first Ofsted inspection as a primary school, but the second for the staff who were 

employed three years ago when the first school was rigorously inspected and 

came out of serious weaknesses. Excellence in education remains central to 

government thinking (QCA, 2003) and raising standards remains the central issue 

for the LEA and the school. Despite the Government's assertion that creativity is 
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the route to higher standards (Ofsted, 2003) and the legitimisation of creative 

approaches to teaching and learning, teachers are understandably tentative about 

employing innovative practices for fear of jeopardizing national test results (Day, 

2004). 

Jeachers cautiously await the professional freedom to develop ways of planning 

and delivering a curriculum that is more relevant and motivating to the children. I 

realise this is just the beginning for many younger primary teachers (TES, 2004), 

but for experienced teachers, like myself (34 years as a primary school teacher), 

we are keen to develop a fully creative curriculum which embraces the wider 

community (Tong & Palmer, 2004). The change to a more creative approach to 

teaching and learning has unsettled, excited and enthused staff. It has allowed us 

to make important teaching and learning connections, but I realise that creativity 

can only flourish in a school environment in which active support by leaders for 

teachers that want to enlarge their vision of teaching and learning is overt and 

Consistent. It is essential to perceive creativity as the prime influence on the 

process of school improvement that benefits both children and teachers (Hayes, 

2004:284). 

A creative future 

I feel this is a crucial moment on my learning journey across the curriculum and 

assessment landscape. At last teachers seem to have found a way to reverse the 

trend to rethink the school curriculum (White, 2004). Again, I have the opportunity 

to show my passion for teaching, enthuse about leaming, encourage children to 

explore, imagine and fantasise, and present the benefits of'cooperation. I am 

rediscovering professionalism and my own professional identity (Hayes, 

2000:148). Again, I can put creativity at the heart of learning and teaching. 
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Also, I can now justify the reason for doing practitioner research differently and 

finding my own creative and unique path through my 'emergent' model of research 

that shares some of the characteristics of what have been previously termed 

interpretive, reflective and creative approaches to research by my director of 

.studies and research colleagues. Pollard and Tann (1987) suggest that at the core 

of interpretive research lies a concern with opinions and perceptions, seeking to 

describe these things. According to Bassey (1992), reflective research involves 

critical and systematic thinking about previous and present research findings, 

while creative research is concerned with the devising of new systems, novel 

solutions, using critical enquiry. I use emergent here in the sense that new 

understandings and new questions might come into view as a result of description, 

enquiry and questioning (Grotty, 2001). I now realise my research encompasses 

all traits described above but with a greater emphasis on the creative approach as 

1 use original approaches to critical enquiry. 

Despite conflicting claims about effective policy, standards, parental rights, 

societal obligations and political aspirations, it is still the relationship between the 

teacher and taught, the joy of discovering new things and the thrill of achievement 

which lies at the heart of education (whether as a teacher in the classroom or 

teacher researcher). And regardless of the changes to the curriculum that have 

taken place over the years, the ability to plan, teach and manage children to give 

them the best possible chance of learning remains the essential element of the 

teacher's role, and the very sense of my being (Hayes, 1999:vii). It seems that 

Bruner's observation that: 

Learning siiould not oniy tal<e us somewtiere, it sliould ailow us later to go 
furthermore eas//y (Bruner, 1960:19). 

Is just as relevant today as when it was written in 1960. 
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Chapter 5 

Learning from Assessment and Pupil Data: Exploring the 
Evidence 

Purpose of ciiapter 

The last decade of the 20th century has witnessed the introduction of national 

assessment of pupils on an unprecedented scale. The Educational Reform Act 

(1988) made provision for all 7, 11 and 14 year olds in England and Wales to take 

standardised assessments in English, Mathematics and Science with a phased 

introduction from 1991. The National Assembly for Wales, Ministry for Education 

and Lifelong Learning (2000) reviewed and adjusted the arrangements for National 

Curriculum Assessment for schools in Wales. However, English schools are 

required to publish their results, alongside comparative national averages, in both 

their annual report to governors and their school prospectuses. Also, comparative 

tables of secondary schools' results in G C S E and A / A S levet examinations have 

been published by the Department for Education and Employment ( D ^ E ) since 

1992 and comparative tables for primary schools based on the results of the end 

of Key Stage 2 assessments (KS2 SATs) were introduced in 1996. 

The intention of these initiatives, as outlined in the Parent's Charter (Department 

of Education and Science (DES, 1991) is to promote greater accountability of the 

education service and specifically to aid parents in their choice of school for their 

children. However, the use and interpretation of schools' test and examination 

results, in both primary and secondary schools, has generated considerable and 

ongoing debate. The debate was summarised in the Dearing interim report: 
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Without a value-added dimension, the obvious basis for judgement is that 
'higher" scores represent better practice and 'lower" scores worse. This 
could lead to unwarranted complacency on the part of some schools whose 
pupil population comprise more able pupils and, conversely, to despair on 
the part of others, who, however hard they try can never expect to raise the 
absolute level of their pupils' scores to those obtained in schools with more 
able pupils. (School Examinations and Assessment Council, 1993 [Dearing 
interim report], Annex.5: para. 3). 

There became a broad consensus that fair indicators of school performance would 

need to measure progress made by pupils at school, rather than their raw results 

in national tests or examinations (McPherson, 1992). Variations in the test or 

examination results of schools may not reflect their effectiveness, since they partly 

reflect the educational attainment of pupils when they enter the school and other 

factors related to intake. Nuttall (1990) argued that: 

Natural justice demands that schools are accountable only for those things 
that they can influence (for good or ill) and not for the pre-existing 
differences between their intakes (Nuttall, 1990:25). 

Measures of the educational progress made by pupils in a school, relative to that 

made by similar pupils in other schools, became called value-added. The 

government accepted the need for value-added analysis of school effectiveness 

( D ^ E , 1995) and developed a national value added system reporting for both 

primary (KS2) and secondary schools that was based on prior attainment, which 

will be statistically valid and readily understood (Fitz-Gibbon, 1997:13). 

Considerable research on value-added has been undertaken with secondary 

schools (Rutter et al, 1979; Smith and Tomlinson, 1989; Thomas & Mortimore, 

1996), but relatively little research has been completed with primary schools. 

Those studies focusing on primary schools (Mortimore et al, 1988; Bondi, 1991; 

Hutchinson 1993 have principally concerned pupils' progress during KS2 (age 7-

11) rather than K S l (age 5-7) and have looked at performance on standardised 

tests rather than National Curriculum (NC) assessment results (SATs). 

Also attempts to contextualise end of K S l results focused on measures of pupil 

background. McCallum (1993) compared aggregated K S l results for local 
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education autliorities (LEAs) against measures derived from tlie 1991 census, 

also aggregated at the level of the LEA. Social class, as indicated by the 

percentage of the population in social classes I & II, showed a consistent and 

positive relationship with LEAs ' K S l results. Schagen (1994) and Thomas (1995) 

analysed pupils' K S l results against concurrent measures of pupils' background. 

Age, sex, free school meal entitlement and whether the pupil had a statement of 

special educational needs (SEN) were strongly correlated with K S l results. 

Additionally Thomas (1995) investigated school effects and reported that pupil 

background measures accounted for about 29% of the variance in pupils' KS1 

performance and about 47% of the variance at the school level. However, neither 

study had access to information on individual pupils' attainment at the start of 

school. A value-added analysis of schools' achievement in the NCKS1 SATs, as 

distinct from the contextualised results, requires an assessment of the knowledge 

and skills of pupils when they first enter school, as shown by Baseline Assessment 

(Tymms, 1999: Sammons & Smees, 1998).'' 

Such assessment of children at the start of primary school is not new. During the 

late 1970s and early 1980s considerable research was undertaken on screening 

instruments designed to identify children at risk of later educational failure 

(Wolfendale, 1976: Lindsay & Pearson, 1981) and used annually by Park LEA 

during that period. While significant positive correlations between attainment at the 

start of school and subsequent attainment were frequently reported, the research 

reduced in prominence largely because of difficulties inherent in making accurate 

predictions for individual pupils (Potton, 1983). 

With a new focus on school effects on pupils' progress, interest in baseline 

assessment was renewed (Hill, 1994) but there has been little research on the 

effect of the school on pupils' progress in the infant school. Tizard et al (1988) 

ŝtatutory Baseline Assessment requires teachers to make judgements about the attainmente and skills of children starting 
at primary school and to record these formally, assigning numerical scores. See chapter 1 The Debate on Educational 
Assessment: Reviewing the Literature. 
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although they did not set out to study school effects in a systematic way, did 

report significant differences between schools in the amount of progress made by 

their pupils between age 4 and 7. I found only one study (Strand, 1997) that 

analysed National Curriculum Key Stage 1 results in terms of the progress made 

between age 4 and 7. Strand considered one cohort of pupils in London Borough 

of Wandsworth schools and examined pupils' results in the 1995 K S l SATs in 

relation to their baseline assessment completed on entry to reception class in 

1992/1993. 

In this chapter I describe how value-added analysis happens in practice. To do this 

I draw on data from a school self-evaluation project at Oak Tree Infant School 

(1995-1997) that I coordinated as head teacher. I examine the value-added 

possibilities between entry into school (reception) and the end of K S l (Year 2). I 

consider four cohorts of children who were admitted into school 1991-1994 and I 

use four main factors that are the baseline assessment and K S l SATs results, 

aspects of school context and pupil background, as I want to explore effects on 

children's achievement. Then I examine the factors further by working with local 

head teachers to explore the achievements of summer-born children on entry into 

school. 

This chapter follows the model of education action research put forward by McNiff, 

Lomax & Whitehead (2003 & 1996:14) and highlights the centrality of my values 

when dealing with the issues of leadership and management and school 

evaluation. Like McBeath (1999), Ofsted (2005, 2003, 2000 &1995) and National 

Association of Head Teachers (NAHT 2000) i recognise the importance of school 

self-evaluation in the context of the school improvement and the process of 

change. I frame the chapter by adopting the action reflection process in which 

cycles explicate meanings about a fairer assessment of children's learning, 

development and attainment through looking at assessment and pupil data. I 
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attempt to show the development in my own leaming and understanding in the 

process of deconstructing my own past practice and making it e)q3licit to others. 

Whitehead conceptualises this as the creation of a living educational theory. 

My research is in contrast to other researchers outlined above whom all made 

external statistical analyses and evaluations of schools and young children as they 

considered a value-added approach to be a fairer way of comparing schools 

(Schagen & Hutchison, 2003; Goldstein et al, 2000; Tymms, 1999; Institute of 

Education, 1997;Thomas et al, 1997). My research considers a value-added 

approach as a possible means to fairer assessment of children's learning 

development and attainment within one school. 

School self-evaluation project, Oak Tree Infant School 
Data 

Baseline Assessment 

Park LEA developed Baseline Assessment (Entry Profile) in the 1980s and the 

scheme was accredited into the National Framework for Baseline Assessment 

(SCAA, 1997).^ The aims of the scheme 1996-1997 were to: 

• assist in establishing a child's stage of development on entry into school, 

• assist teachers in their early observations, 

• assist in identifying strengths and weaknesses, 

• help teachers to plan appropriate learning experiences, 

• give baseline from which to evaluate future progress, 

«» contribute to continuity in the child's education, 

• form part of the child's in-going records for colleagues and other support 

agencies and 

e form the basis of discussion with parents during the child's first term in 

school. 

^ Park LEA Entry Profile, National Framework for Baseline Assessment superseded by Foundation 
Stage Profile (DflES, 2003J. 
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Also it was anticipated that: 

The pupil data would form the basis of LEA pupil assessment database 
making it easier to link Entry Profile data with subsequent assessments for 
value added calculations (LB Croydon, 1997:31). 

The Parl< LEA baseline assessment consisted of six broad areas of development; 

® personal and social development, 

• response to learning, 

® communication in English, 

• early reading and writing, 

• mathematics and 

• science. 

Also it included a Draw a Person assessment when a child was required to draw a 

human image. The child was given a score (1-24) for each item included in the 

drawing that indicated the developmental stage. Schools were expected to 

complete the Baseline Assessment within 6-7 weeks of each pupil starting school, 

whether attending full-time or part-time. A s all classroom activities addressed all 

the areas of experience required to meet the Desirable Outcomes (SCAA, 1996) 

for pupils starting school, teachers were expected to complete the profile when 

normal classroom activities were observed, rather than limiting children to 

specifically devised tasks. 

Profile Statements were given for each area of development to guide the teachers' 

judgement and were recorded on a 5-point sliding scale that gave opportunity to 

record a wider development within and beyond each of the three statements. The 

evaluation was recorded on one of the five columns, from working towards (1) to 

working beyond (5) the profile statements. The profile statements should therefore 

fall between stages 2, 3 & 4. 

A copy of the Development Profile is included in Appendix 5:p475-476. 
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Since completing the school self-evaluation research project at Oak Tree the 

procedures for Baseline Assessment have changed. Park L E A gained 

accreditation for the Entry Profile to be incorporated into the National Framework 

for Baseline Assessment (1997) that was designed to cover aspects of the 

'Desirable Outcomes for Children's Learning on Entering Compulsory Education 

(SCAA, 1996). Then, with the introduction of Curriculum Guidance for the 

Foundation Stage (QCA, 2000) the Foundation Stage Profile was introduced 

(QCA, 2003) initially for assessment of children's progress throughout the 

Foundation Stage, which is from three to the end of reception year. The 

Foundation Stage Curriculum is divided into six areas of learning and early 

learning goals establish expectations for most children to reach by the end of 

foundation stage, and progress is identified as Stepping Stones of knowledge, 

skills, understanding and attitudes that children need if they are to achieve these 

early learning goals by the end of foundation stage. The communication, language 

and literacy and mathematical development directly link to the National Literacy 

and National Numeracy Strategy. Initially Baseline Assessment continued to be 

carried out on entry into school but the assessments were moved to the end of the 

school year (2003). 

Key Stage 1 results 

Pupils in schools in England and Wales complete end of K S l assessment In the 

summer term of year 2, when the pupils are aged six and seven years. In 1994-

1997 pupils completed tasks and tests in reading, spelling, writing, handwriting 

and mathematics. In each area pupils are awarded a level on the NC scale, which 

ranges from W (working towards level 1) for the lowest attainers to level 3 for the 

highest attainers. The expected level for a pupil aged 6/7 years is level 2. For 

reading, spelling and mathematics tests it is also possible to grade pupils at level 2 
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into one of three grades: 2A, 2B or 2C (SCAA, 1995-1997). Taking the average of 

the pupils' levels on the five tests derived an overall indicator of pupils' attainment 

in the end of K S l tests. Separate analyses for reading and mathematics tests 

were also completed. In order to give appropriate weight to grades within level 2 

on the reading and mathematics tests, scores were computed (Park LEA software) 

according to the following scale: level W= 0.5; level 1- 1.5; level 2C- 2.25; level 

2B= 2.50; level 2A=2.75; level 3= 3.5. Only the test results from the KS1 reading 

and mathematics assessments were used in the study. 

Schoo l context 

Oak Tree was located on the eastern boundary of the Park LEA, an outer London 

Borough. It was a mixed county school for children three-seven years and it was a 

designated three-form entry school with approximately 280 children on roll. It was 

opened in 1950 with two part-time nursery classes added in 1990.There was an 

unsuccessful plan for school amalgamation in 1988 that was successfully 

reviewed in 1998. The school had extensive grounds that included a school field; 

wooded areas, a pond and conservation area and it shared the site with Oak Tree 

Junior School. 

Oak Tree was situated in Oak Tree ward and it appeared to be located in a 

satisfactory socio-economic area.^ But the children came from a small part of the 

ward. This area included a local authority housing estate that was built in the late 

1940s. Also a small housing association development was added in 1994. 

Park LEA directed families to the school from other areas of the borough and also 

a neighbouring borough. The direction of families was due to the extensive 

building of housing developments in those areas during 1994-1997 and no places 

for the children in their local primary schools. A significant proportion of children 

^ Satisfactory socio-economic area - Census data of population (1991) & Pre- Inspection Context 
and School Indicator (Ofsjed PISCI, 1996). 
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came from disadvantaged socio-economic backgrounds that included a high 

proportion of young single parent families, families seeking refugee status and 

families with temporary housing in the area. The school data for 1996-1997 shows 

70+% entitlement to free school meals, 50+% pupil mobility, 30-40% children with 

.English language support (ELS) and 30% children with special educational needs 

(SEN). Oak Tree was amalgamated with the neighbouring junior school to form a 

large primary school in September 1998, eighteen months alter the Ofsted 

inspection. 

Pup i l background 

In addition to the baseline and K S l attainment, information was collected on six 

further pupil background factors: 

• Age: the pupil's age when they completed baseline and K S l assessment 

was recorded. Also the season of birth was considered in relation to.the 

number of full-time terms in schooh 

• Sex: the pupil's gender was recorded 

• Entitlement to free school meal (FSM): some 70+% of the children at Oak 

Tree were entitled to F S M . 

• Home language: the main language spoken in the pupil's home was 

recorded. Annual school data showed that approximately 30-40% of 

children had E L S 

• Special Educational Needs (SEN). 

• Pupil mobility: annual school data showed 50+% pupil mobility. 

Sample 

The children, included in the study, form two distinct groups within each of four 

cohorts of children who were admitted into Oak Tree 1991-1994. The first group 196 










































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































