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Executive summary

1. Background

This research was commissioned by the Scottish Executive Education Department in
August 2006. The overall aim of the research is to:
explore and describe the process of change implementation and adoption
identify factors that enable or inhibit transformation
address the concept of ‘distance travelled’
explore issues relating to sustainability of the programme
share the wider lessons learnt about the process and impact of school
transformation with the education community, policy makers and other
stakeholders.

This report is the second annual report of Research to Support Schools of Ambition
(2006-09)".

The aim of the School of Ambition programme is that Schools of Ambition will stand out
in their locality, and nationally, as innovators and leaders providing ambition and
opportunity for young people (SEED, 2004, 2006). In 2005 schools were invited to apply
through their local authority, with support from the Scottish Government, for additional
resources (£100,000 per annum over a three-year period) to implement a locally
negotiated plan for transformational change. Selected schools were invited to join the
programme at three points: twenty-one schools joined in September 2006 (tranche one),
seven schools joined in March 2007 (tranche two) and a third tranche of twenty-four
schools joined the programme in September 2007, making a total of fifty-two Schools of
Ambition distributed across the thirty-two local authorities of Scotland.

The schools are supported by a team of nine ‘mentors’ based at the Universities of
Glasgow and Aberdeen. The mentors provide support in the design of appropriate
evaluation strategies that will help schools assess the impact of interventions developing
from the transformational plan. In addition, each school has a key link person or Adviser
from the Scottish Government Support Team. Regular meetings are held with the
mentor and Adviser throughout the transformation period (and where possible joint
meetings are held).

The research reported here draws on two main sources of data: a series of semi-
structured interviews conducted with thirty-five key personnel who hold responsibility for
leading the School of Ambition in their schools; and an online questionnaire to all
teachers involved in evaluation activities through the Schools of Ambition programme in
June 2008.

! The first Annual Report (2007) [online] is available at:
http://www.ltscotland.org.uk/schoolsofambition/about/schoolsofambitionresearch.asp




2. Leading change
Transformational plans, pace of change

Schools entered the programme in different states of preparedness to engage in
systematic evaluation of change. Different stances have been taken in relation to how
the ‘transformational plan’ has been used to scaffold developments across the
transformation period. Where there was extensive preparation and long-standing
commitment to the planned change, schools have moved forward with confidence and
subjected the plan to periodic iterative review. Some schools have been more confident
in asserting a developmental approach and have revised the original plan in the light of
emerging evidence or changed circumstances. Other schools have focused attention on
‘delivery’ and have not embedded evaluation within initial plans.

The majority of tranche one schools reported difficulties in finalising transformational
plans. Tranche two and tranche three schools reported mixed experiences of the journey
towards approval of the transformational plan. Most of the tranche two and three schools
had clearer expectations of what was required to be accepted on to the programme. In
all three tranches, progress is enhanced when the School of Ambition transformational
plan is aligned with the school development plan, avoiding a sense of two separate
streams of development taking place in school and allowing much stronger
accountability processes to be in place.

Tranches one and two identified the second year of the three-year transformation period
as critical. Year one was variously identified with initiating changes to the school estate,
curriculum change or further consultation and culture work to build support across the
school community for a planned programme of change. Year two was a period of
substantive change supported by a developing evidence base. Year three offered
opportunities for remediation and refinement of core objectives.

Given the number of strands of activity in most schools’ transformational plans, careful
management is required to maintain progress. Progress has been maintained where
schools interpreted the transformational plan flexibly to accommodate different rates of
progress in different strands at particular points. The experience of the first two tranches
suggests that it is important to be aware of the considerable demands placed on lead
teachers at particular junctures, especially where responsibilities are concentrated
amongst a small group of senior staff who hold multiple other responsibilities. The
allocation of sufficient time within senior management workloads is important in the
overall coordination of activities.

Approaches to evaluation

Where ‘evaluation’ and ‘development’ are positioned as separate activities, possibilities
for evidence-informed change are impaired. Assessment of impact is more manageable
where those who are involved in ‘delivering’ aspects of the plan are also involved in the
evaluations undertaken.

A lot of evaluation activity is closely aligned with familiar data collection activities such as
target setting and close monitoring of pupil attainment. Schools have needed support in
extending the range of evaluation techniques and sources of data considered valuable in



the evaluation cycle, including ‘soft’ indicators of attitudinal change or wider
achievement.

In general, schools in tranches two and three entered the programme with greater
awareness of the expectation that Schools of Ambition would engage in systematic self-
evaluation. Tranches two and three were quicker to involve pupils in evaluation
processes and offered a wider range of opportunities for involvement. There is a strong
focus on pupil leadership across the Schools of Ambition but less attention is currently
placed on the potential for pupil (leaders) as researchers, for example through the
encouragement of pupil enquiry groups. Despite increased awareness, it should be
noted that some schools in both tranche two and tranche three have found evaluation as
challenging as their tranche one counterparts.

Leadership and engagement

School leaders reflected positively on the licence to be different afforded through the
Schools of Ambition programme. Headteachers frequently referred to ‘managed risk
taking’, ‘judgement’ and ‘conviction’ in describing the enhanced autonomy afforded
through Schools of Ambition. In all three tranches, a consistently strong emphasis has
been placed on generating a sense of shared purpose and promoting cohesion (ethos
and culture). Establishing clear channels of communication on Schools of Ambition
within the school is seen as essential for eliciting widespread support throughout the
school. Key messages about proposed change need to be communicated in a practical
and accessible way, with clear connections to the core concerns of busy classroom
teachers.

Whilst there was much mention of an espoused commitment to distributed leadership, in
many schools the promotion of School of Ambition and the organisation of evaluation
activities have tended to remain in the hands of a minority of senior staff. A distinction is
made between distributed leadership (opportunities) and devolved leadership
(responsibilities). Widening the participation base would contribute to the sustainability of
developments and build capacity and confidence in conducting evaluation.

There is a strong focus on pupil leadership across the Schools of Ambition, with several
schools developing their own in-house leadership programmes following impetus from
Columba 1400. Other initiatives included support to enable fuller involvement of
students through the work of the school council, student representation on the board of
studies, teacher and student project leaders and the formation of a Schools of Ambition
pupil enquiry (consultative) group.

All three tranches recognise the importance of coordination and the active promotion of
opportunities and developments in the early stages of the programme. Where effective
teams have been built, schools recognise the need to employ strategies to embed the
activity within school processes and structures, reducing the need for designated School
of Ambition roles. It is recognised that concentrating responsibilities among a narrow
stratum of senior staff, such as the appointment of a project manager, invites the risk of
failing to develop leadership capacity. Concentration of responsibilities at a senior level
may also distance activities associated with School of Ambition from the wider school
community.



Drivers and inhibitors of change

All schools agreed that the additional funding enhanced the pace of change in schools,
enabling a number of initiatives to be carried out simultaneously. In addition, all tranche
two leaders connected development priorities established through Schools of Ambition
with the challenges of implementing a Curriculum for Excellence. One of the more
significant developments to emerge from Schools of Ambition may not be related to the
specific objectives of the transformational plans, but may be the extent to which the
schools evolve as professional learning communities fitted to embrace change.

The area with the clearest apparent impact (at this stage) in many tranche one schools
is the expansion of opportunities for learners in terms of curriculum choice. In assessing
impact, schools are drawing on a range of indicators including attainment data,
attendance rates, leaver destinations, participation rates (extra-curricular activities),
referral records, mentoring records, exclusion rates and placing requests.

Members of the leadership group in all three tranches emphasise the need to build
support for the planned programme of change and cited a degree of resistance as an
initial inhibitor of progress. Resistance was variously attributed to a lack of effective
communication in the early stages of the project, negative attitudes towards change
among a minority of teachers, strong subject identifications, staff turnover, preparation
for HMIE inspections and issues of teacher workload.

In responding innovatively to specific local needs, many schools felt constrained by
established policies and procedures governing school settings. In particular,

- In experimenting with curriculum flexibility, schools encountered issues with the
organisation of the school week, transport to off-site provision, involvement of
college staff/trainers on-site, local authority property services/ICT provision and
working with external contractors through PFI/PPP arrangements.

- Schools reported mixed policy messages in the drive for gains in pupil attainment
and recognition of wider achievement. Schools recognised that just as it was
challenging for them to develop robust forms of internal evaluation, this also
posed challenges for external evaluation based on traditional indicators or
‘measures’ of school effectiveness and improvement. Many of the Schools of
Ambition have been subject to scrutiny through inspection and were concerned
that HMIE recognised the distinctiveness of the programme and its aspirations.

3. Professional development and networks of support

Where aspects of the transformational plan were connected with broadening the
repertoire of pedagogical skills among teachers, schools have worked creatively to
develop extensive peer-led CPD opportunities. Many schools have built on the success
of Assessment is for Learning to encourage the sharing of good practice. In the second
year of the programme, this has produced conditions supportive of peer observation.
Some schools have directed attention to the development of principal teacher/faculty
head roles through the promotion of ‘learning leaders’ or ‘linked leaders’ and through the
use of ‘champions’ to promote an extended range of teaching methodologies. These



schools are particularly well placed to respond to the opportunities presented by the
Curriculum for Excellence.

There is growing evidence of professionals in the Schools of Ambition supporting each
other through formal and informal networking and in disseminating good practice at local
authority neighbourhood/cluster meetings, contributions to the probationer scheme and
presentations at a wide range of professional and research conferences at regional and
national levels.

Members of the leadership group in some of the first tranche of Schools of Ambition note
a developing enhanced professionalism among teachers who have been actively
involved in Schools of Ambition activities. The foci of the transformational plan, when
shared across teams of participants, contribute to a culture wherein conversations about
teaching and learning are more likely to take place on a regular basis. Across accounts
there is a common understanding that curriculum change and positive change for
learners is not attainable without attendant culture work involving those charged with
enacting the proposed changes.

4. Working with external partners

In most schools parental involvement remains at the level of consultation or provision of
information through a variety of methods: telephone interviews, focus groups, paper-
based and online questionnaires. A minority of schools are moving towards more
systematic approaches to involve parents in shaping the agenda for change e.g. the
development of representative parent panels, parent forums and class parent groups.

The majority of tranche one schools experienced considerable difficulty in initiating and
maintaining strong business links. This was particularly acute for smaller schools in rural
areas. The more successful partnerships are school-driven and involve time-consuming
and concerted efforts from school personnel forging local contacts. Senior managers are
aware that such relationships often depend on individual contacts. Several schools in
tranches one and two have conducted extensive consultation with the local business
community to inform the expansion of work-related learning and the development of
employability skills.



1. Introduction

1.1. Background

During 2004/05, the Scottish Executive Education Department (SEED) announced the
‘Schools of Ambition’ (SoA) programme. The aim of the programme is that Schools of
Ambition will stand out in their locality, and nationally, as innovators and leaders,
providing ambition and opportunity for young people (SEED, 2004, 2006). There are
currently 52 Schools of Ambition distributed across the 32 Local Authorities of Scotland.
Each school (or cluster of schools, see below) is receiving additional funding (£100,000
per annum) over a three-year period to implement a plan for transformational change.
Whilst each school is different, common themes have emerged in the transformational
plans (see appendix one):

Leadership development

Enhancing choice through curriculum flexibility, especially opportunities for

vocational learning

Developing pupils’ confidence and motivation

Strengthening community involvement

The policy document Ambitious, Excellent Schools (SEED, 2004) set out a
modernisation agenda for the creation of ‘truly excellent’ comprehensive schools in
Scotland. Ambitious, Excellent Schools (SEED, 2004:2) presents a vision of schools that
are ‘rich, colourful and diverse, offering choice for pupils and with ambition for
themselves and for each and every one of their pupils’. The agenda for action involves:

heightened expectations, stronger leadership and ambition

more freedom for teachers and schools

greater choice and opportunity for pupils

better support for learning

tougher, intelligent accountabilities

The modernisation agenda gave greater freedom to teachers and schools to tailor
learning to the needs of their pupils. Within a framework of national guidance schools
are encouraged to explore flexible, creative and innovative approaches to school
improvement (LT Scotland, 2003). Many of the Schools of Ambition are engaged in
curriculum restructuring as a result of the flexibility afforded by these reforms. In contrast
to ‘outside-in’ forms of evaluation, the Schools of Ambition hold responsibility for
collecting and analysing evaluation information that will map ‘distance travelled'.
Teacher-researchers in each school have taken responsibility for discrete evaluation
strands and are collecting and analysing information to map progress toward the
achievement of locally-defined goals. A commitment to self-evaluation and compliance
with monitoring and review procedures is a condition of the award.

1.2. Involvement of the Research Support Team

Following a competitive tendering process, SEED (now the Scottish Government
Schools’ Directorate) commissioned a team of researchers from the Universities of
Glasgow, Aberdeen and Strathclyde to support research and evaluation activities in the
schools through a combination of face-to-face and e-mentoring (using a virtual research
and collaboration environment, VRE). Integral to the support strategy is the streaming of



feedback to the schools and the wider education community in a sustained dialogue
throughout the three-year cycle of the project (2006-2009).

The detail of the programme of support in each school is negotiated on a case-by-case
basis. Rather than offer a formulaic ‘one-size-fits-all’ model of support, the mentors are
developing a flexible model of engagement in order to meet the diverse needs of the
participating schools (Menter and Hulme, 2007a, 2007b). The following support is
available to schools through the mentoring programme:
- Support in refining teacher-initiated proposals

Advice on issues of manageability/scope, stages, timeline and resources

Advice on ethical practice in practitioner research

Advice on collaborative use of the Virtual Research Environment (VRE)?

Advice on accessing electronic resources (research briefings for practitioners)

Support for data collection and analysis

Support for monitoring and self-evaluation

Support for dissemination of work in progress and writing enquiry summaries

Support in compiling the ‘Telling the Story’ portfolio (see appendix two)

As summarised in Table 1, the Research Support Team is now working with 52 schools,
in three tranches, distributed across the 32 local authorities of Scotland (see appendix
three). This includes the following combination:

individual secondary schools

pairs of secondary schools (St. Stephen’s and Port Glasgow, St. Margaret

Mary’'s and Castlemilk)

a secondary school with partner primaries (Doon Academy Learning

Partnership)

clusters of linked schools (Clackmannanshire, Orkney)

Table 1. Research support to the Schools of Ambitio  n

Tranche Number of schools Research Support commenced:
Tranche 1 21 schools September 2006

Tranche 2 7 schools March 2007

Tranche 3 24 school September 2007

1.3. Summary of methodology

Research to Support Schools of Ambition is concerned with reviewing the process of
change in order to provide formative feedback to the participating schools and the wider
education community in Scotland. The selection of largely qualitative approaches over
an extended period reflects this concern (see appendix four for an outline of project
work). Mentors are providing on-going support for teacher-led investigations
(methodological protocols and guidance) and conducting a review of the change process
occurring in the schools. Throughout the project the university-based team has been
sensitive to the opportunity costs of teachers’ involvement in the latter activity. The

® The VRE is managed by Professor Donald Christie and Sanna Rimpilainen at Strathclyde
University, with support from Alison Devlin, University of Glasgow.



selected research instruments include semi-structured interviews and an online
guestionnaire. In the first year of the project (2006-07) a range of perspectives was
sought including those of senior figures in schools (leader-managers), non-promoted
classteachers (teacher-evaluators), appointed project managers and a range of external
partners, such local businesses and further education colleges (post-16 sector) who
have an involvement in supporting the expansion of vocational learning. The second
year of the project (2007-08) focused on the accounts of change offered by senior
managers and project managers in each of the three tranches in a series of semi-
structured interviews, followed by an online questionnaire to all teachers involved in
Schools of Ambition (leader-managers and teacher evaluators in each of the 52
schools).

The interview schedules (contained in appendices five and six) and the questionnaire
(appendix seven) were generated collaboratively by members of the mentor team based
at the Universities of Glasgow and Aberdeen. Wherever possible the interviews were
conducted during scheduled support visits to the schools. Where this was not possible
telephone interviews were conducted. A plain language statement was used to help
share the purposes of this aspect of the research and to offer clarification on ethical
considerations.

Thirty-five individuals with responsibility for leading the development of the School of
Ambition transformational plan participated in interviews between September 2007 and
June 2008. Seventeen individuals participated in eleven (individual and joint) interviews
conducted in a sample of tranche one schools, selected in collaboration with the Project
Management Team. Five interviews were conducted with members of the leadership
group in tranche two schools and thirteen members of the leadership group in tranche
three schools participated in interviews. All interviews were audio recorded to facilitate
transcription. Transcripts were analysed using NVivo 8 software for qualitative research.

An online questionnaire was generated using Zoomerang survey tools and analysed
using Excel. The questionnaire was distributed via group email, in two sweeps to
increase the response rate, in June 2008, to all teachers registered as users of the
Schools of Ambition Virtual Research Environment (n=144). Twenty-nine responses
were received (21%). Given the low response rate, caution should be exercised in
interpreting results from this method.

Regular meetings of the mentor and project management teams assisted the process of
critical reflection. Video conference facilities and the virtual research environment
supported collaboration across the various partners, including Advisers. To further
promote reflexivity as an integral aspect of fieldwork within this project, an experienced
researcher within the lead university, but outside the project team, was invited to support
the development of an explicit ‘reflexive strand’ to this work (Baumfield et al,
forthcoming)

1.4. Structure of the report

Chapter two is organised according to four key learning themes identified in consultation
with the Research Advisory Group. Drawing on interview data from across the schools,
the following issues are addressed: (1) leading change; (2) professional development;
(3) support networks; and (4) partnership work.

10



Chapter three identifies some of the main similarities and differences between the three

tranches in terms of approaches to evaluation and development and patterns of
engagement.

The final chapter presents a summary of the key learning issues for schools and the key
learning issues for other parties involved in supporting the Schools of Ambition. The
report concludes by presenting the main conclusions to be drawn from this evaluation of
the experiences of the Schools of Ambition, September 2006 to August 2008.

11



2. Key learning themes across the schools

2.1. Leading change

Transformational Plan

Different stances were adopted in relation to how the original Transformational Plan had
been used to support developments through the funded period. It appears that the
transformational plan has provided a useful scaffold for developments, within which
there is scope for flexibility and iterative review of priorities. Some schools emphasised
the critical importance of initial planning and offered accounts that suggested that
diversion from the original plan might be regarded as a weakness in the early planning
stages. Other schools were more confident in asserting a developmental approach to
leading change in which the original transformational plan was seen as a working
document that it was acceptable to review, modify and adapt in the light of changing
circumstances and emerging evidence. In a small number of schools there have been
significant changes within the senior management team across the course of the
transformation period, occasioned by prolonged periods of absence, project managers
moving to other posts or the appointment of a new headteacher. In these circumstances
progress most often temporarily stalled or the transformational plan was marginally
adapted to the priorities of the incoming appointee. In only one case did a project
manager suggest that it was necessary to ‘deviate radically’ from the original
transformational plan because of staff turnover. Most deviations were occasioned by
factors external to the school.

We've operated a complete open-door policy and always have seen the
transformational plan as evolutionary. So it has been added to, amended and
altered, always within the framework of keeping a close commitment to the four
capacities of the Curriculum for Excellence... They're part of the school development
plan, they are integrated into people’s learning and teaching programmes, they're
integrated in departmental programmes. Depute T1

We had to deviate and change our plan very radically over the course of the three
years largely because of a change in personnel but | think that has been a strength
rather than anything else that the project has sort of had an organic life of its own in
a way that it has moved and taken off in different directions. Some aspects of the
plan have changed quite dramatically from the original plan but | think that is as it
should be and | think that shows that the project has been fluid and dynamic and has
been changing to meet the needs of the school and the needs of the pupils and that
schools should not be too worried about being constrained and should use the
opportunity to do things and to move out of the box as we have. Project Manager T1

Transformational plans, any kind of improvement plan is a living document. It grows
naturally. Ideas come up, opportunities arise, that allows you then to develop in
particular directions and to move in directions you hadn't always thought of, and
that’s certainly been the case here. Headteacher T1

I would say it was evolutionary but not revolutionary. A lot of work was put in to bring

12



the transformational plan together and the input initially was very much management
driven, with support from the Director of Education and Education Officer of that time.
The work that was put into the plan from the Scottish Executive team of that time and
the Adviser was actually very helpful in terms of demanding a certain level of
planning and, whilst it was painful at the time, we ended up with a better plan
because of it. In terms of the plan coming to the group of staff who were then
responsible for taking it forward and some of the initiatives that came from it, we
started to change the plan and that's where there was an evolution there, as more
people got involved in the initiative, more ideas came forward, which required us to
start changing the direction of some of the things that we were doing. Headteacher
T1

Pace of change

The pace and level of change in each school was related to the state of preparedness or
depth of initial planning when School of Ambition status was awarded. Several schools
described frenetic developments at the initial stage, followed by a period of consolidation
and renewed planning. Some schools in tranche one described a need for a period of
reflection and consolidation at the end of the third year before the school could again
move forward with such extensive and sustained commitment to change. Several
schools reflected on the efficacy of attempting to carry forward a number of strands
simultaneously. Some commentators reflected that ‘ambition’ need not be measured on
the scale of change undertaken, but that more focused initial activities could be equally
or more productive. At the launch of the programme in 2006 many schools felt a strong
commitment to drive forward the planned programme of change. In these early stages a
strong emphasis on ‘doing’ and ‘delivery’ may have detracted from the development in
the longer-term of an on-going commitment to reflection on progress and
refinement/revision of early plans.

Tranche one schools reported a variety of experiences in the first two years of the
programme. These include extensive consultation to finalise and share the core goals of
the School of Ambition. Some schools emphasised the need to develop a shared sense
of purpose before allocating funding to specific developments.

From the first year it was fairly exciting but constantly changing. In the second year
we had a clear notion that we were trying to transform the first and second year
curriculum. In year two it was much, much slower. Depute T1

The staff needed to be more involved in the plan right from the start in order to get
the buy in. Now what we did was we had an initial bid first, then the planning
document, and there was a race to get moving with the plan. But in essence what we
did is, we slowed everything down in that first year and spent very little money - |
think it was something like £18,000 - to basically get our planning right and get the
buy in, get the ideas coming from the staff, so that there was ownership right from
the beginning. Now, if we hadn’t done that, I'm not sure we would have been so
successful, because | think it could have been seen as a management plan.
Headteacher T1

The School of Ambition, as a concept, must affect the psyche of the school and
that's something which we would continue after the funding. We were very careful

13



from the outset not to confuse the initiative with additional funding, and for that
reason we made a decision not to devolve any funding for the first number of
months. Because we wanted people to have that clear understanding before we
moved into anything that might then be seen more to be influenced by budget.
Headteacher T1

Other schools described how evaluation of developments in the first year was used as
the basis for identification of further strategies and interventions in the second year of
the programme. Several schools suggested that year two was a critical year in the
programme of change.

In the first year we ran the curriculum structure that’s five courses, five periods per
week for the whole year. In year two after listening to the feedback from students and
from parents and from non-teaching staff, all staff as well, we introduced what we
have called core-curriculum activities looking at the fact that okay we're pushing
people, they’'re working very hard, they're telling us they are enjoying it but what we
also need to do is bring in the wider skills. Headteacher T1

Everything you could possibility think of changing was changed and it was
deliberately done in that middle year because we looked at the changes that we
wanted to achieve over the three year period. We wanted to establish the program
firmly first of all and then we wanted to embed the changes while the program was
still running so that instead of getting to the end of the enhanced funding and saying
this hasn’'t worked, you know, and its just dead in the water, we wanted to make all
the major changes in the middle year so if we had to remediate then we would be
financially able to remediate in year three of the programme. Headteacher T1

Many schools were committed to a process of on-going change sustained at a constant
pace across the transformation period. Schools committed to three years intensive
activity described the process of change as particularly demanding on staff and
suggested that a period of consolidation was needed as the funded period came to a
close.

I think we also realised that sometimes you have to work much longer at the process
of sharing your vision than you would expect. Three years is a very short time to
make a transformation, and | think there was a head of steam to get as much done in
that three years as we could. If | were doing it again, | wouldn’t make many changes
but I might do less more inventively. Depute T1

I'll be quite glad in a sense when Schools of Ambition is finished and we can say
“Right, let’s just slow down and we can consolidate a wee bit”. And it might be that in
another ten years this school will need another transformation. So to me, just being
able to bid into that kind of funding, for a few schools every year, would be ideal.
Headteacher T1

Drivers: Enhanced funding
All of the tranche one schools were unanimous that the additional resource available

through Schools of Ambition had increased the pace of change within their schools.
There was general acceptance that School of Ambition status did not create change in

14



itself but had certainly increased the rate of change. The additional resource had
enabled headteachers to respond to specific local needs and identified priorities much
more quickly. The following comments are typical of those made by senior managers in
the first tranche of schools.

The School of Ambition money — the difference that it made was speed. | think we
would always have got where we wanted to get, but it would have taken us ten
years, not two and a half. Headteacher T1

We could have funded these changes ourselves. We would only have been able to
do one thing at a time and the speed of change would have seemed much slower.
It's not that we did anything different. We just did it faster. They were all things that
the school needed and that would have been our plan and our vision for the school.
Headteacher T1

It's certainly my view that what we have achieved via the School of Ambition
programme, we would have achieved anyway. We just wouldn’t have got here so
soon. So the ways in which we do things are the ways in which we would have done
them, but the impact wouldn't have been as instant, because of the additional
resources. Headteacher T1

It was made a lot easier for us by Schools of Ambition enhanced funding, so that we
got to where we are now an awful lot quicker than | envisioned. A lot of what we are
doing is not new ideas generated purely for Schools of Ambition. We had a vision as
to where | wanted learning and teaching to go to or what | wanted the curriculum to
look like, but the Schools of Ambition programme greatly facilitated its rapid delivery
and its immediate impact. It's like saying why wait ten years in order to deliver
something that you know would go a long way to meet our pupil needs? If you wait
ten years to deliver it then you are disadvantaging all the pupils that go through your
hands for the next ten years. It enables us to do things immediately. Headteacher T1

Inhibitors

In some cases the rate of progress was affected by difficulties in securing resources
essential to the plan. These included modifications to the school estate/built environment
and especially issues in negotiating enhanced ICT resources.

Our transformational plan in year one which we carefully produced from extensive
consultation became radically changed and became dominated in year one by the
various machinations to get the ICT, which we did do. Depute T1

Several schools involved with PFI/PPP initiatives in tranches one and two cited
considerable difficulty in staying within the planned timeline for developments.
Timescales slipped by months and costs escalated requiring senior managers to be
engaged in protracted discussions on a daily basis, taking time away from numerous
other responsibilities. Equally, teachers were frustrated at the delays and de-motivated
by the slow rate of progress that initially appeared to be made in delivering the changes
promised by senior colleagues in the transformational plan. Other schools similarly
reported issues in dealing with council property services and the time commitment that
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was required both within and outside the school term for negotiations to enable plans to
progress within a reasonable timescale.

| think it's quite hard for anybody outwith a school to understand the pace at
which we work, and therefore the pace at which we expect things to happen, and
if we said that we wanted something to happen, it could take us months before
we could get PFI to even say that we could do it, and then it would take several
more months for them to facilitate us, either buying in the materials or getting the
workmen in or whatever, so something that you might initially have anticipated
would take six months would quite easily have taken a year and a half.
Headteacher T1

They want to use their own suppliers, who wouldn’t necessarily come up with the
things that we wanted. If they did, the costs were exorbitant. Materials were
difficult, furniture was difficult, work was difficult, for example, once we got their
agreement to put media projectors in rooms the company that came in didn’'t do
the job to our specification. We then asked the company to come back. They
said there had been problems with PFI, which is why they hadn’t done what we’'d
asked. Eventually they came back and PFI wouldn't let them back into the
school because they didn't have a work permit, and we're saying we can'’t get
them a work permit because they’re here to put something right. Depute T1

Other schools cited the limitations of working within the confines of established polices
and procedures when attempting to be innovative and responsive to local needs. One
school cited the ‘structural issues’ of working within prescribed local authority budgets for
salaries and the difficulties this posed in introducing enhanced vocational provision
through the involvement of specialist trainers on-site. Child protection issues also
required the supervision of trainers by teachers, further stretching staffing arrangements
in school.

One of the things that slows things down is when your plan is looking for
transformational change, and it steps outside the boundaries of current practice -
whether it is outwith education or whether it is education linked within other
services within the authority. We found it very, very difficult and time consuming
to get that change to take place. People have systems and structures and they
do not want to look at ways of changing. So that has been hard and is an issue”
Headteacher T2

One tranche one school and one tranche three school suggested that lack of appropriate
‘training opportunities’ for teachers had delayed progress in aspects of the
transformational plan, for example, the lack of training providers in the area of restorative
practice.

Concerns were repeatedly expressed in relation to external assessment of the
effectiveness of Schools of Ambition. It was suggested by several interviewees that
pressures for increased levels of attainment in national assessments acted as a
disincentive to experimentation with alternative provision tailored to the needs of
particular school communities or particular pupils. This was particularly cited in reference
to the extension of opportunities for vocational learning. Schools reported mixed policy
messages in the drive for gains in pupil attainment and recognition of wider achievement
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and enhancement of opportunities through the new freedoms of curriculum flexibility.
Schools recognised that just as it was challenging for them to develop robust forms of
internal evaluation, this also posed challenges for external evaluation based on
traditional indicators or ‘measures’ of school effectiveness and improvement. Many of
the Schools of Ambition have been subject to scrutiny through inspection and were
concerned that HMle recognised the distinctiveness of the programme and its
aspirations.

If we're being encouraged to go our own way, then that means that HMI will have to
change the way they go about inspecting schools, because they measure each
school against hard and fast standards and you could revolutionise your S1-S3
curriculum in order to meet your pupil needs, but head teachers would be wary of
what HMI might say in terms of what they are providing within their own school, as
measured against the measures that HMIE use. They are a wary lot headteachers,
but it is about risk, it is about having the courage of your convictions as well.
Headteachers have got to be prepared to stand up and say, ‘No, | did it for this
reason and | didn’t do it to impact on the number of pupils | have passing 5 Highers
at level A-C at the end of 5th Year. | did it for this particular reason and in this
particular purpose in these particular circumstances and that's what | want to be
judged on, not what the school in the leafy suburbs is doing. Headteacher T1

Schools continue to be measured on SQA and attendance statistics. The skills
agenda doesn’t necessarily fit into that and you know there is a school in the central
belt that had mediocre inspections for attainment but they said that's because we
have taken one subject out of the options column. We have put in other Curriculum
for Excellence related less measureable outcomes but valuable all the same, but we
have been measured purely in terms of how many qualifications a child walks out the
school with. So in the longer term, in terms of how our success is measured in the
community and in the wider educational world, there could be issues there if these
things don’t carry certification at the end of it. Depute T1

The reason why the attainment agenda is the dominant agenda is because it's the
measurable agenda. You can actually measure how many A or you know Grade 2s a
pupil has got and as a percentage how many this school has got compared to like
schools. These things are very measurable and they are cheap to assess because
you can stick them in a hall for an hour or two hours. It’s a reliable and cheap form of
assessment and it’'s a reliable form of measurement and other things which you say
school should be about are difficult to assess and difficult to measure. So that's the
kind of agenda that we are up against’ Depute T1

Evaluation

From the inception of the programme a range of responses were expressed in relation to
the expectation that systematic school-led evaluation would be a feature of the Schools
of Ambition programme and a condition of the continued availability of the additional
resource attached to this status. From the ‘One Year On’ event in September 2006 it
was apparent that some schools had not anticipated the requirement to conduct self-
evaluation as integral to participation in the Schools of Ambition programme. Some
schools had external evaluation plans in place that needed to be reviewed e.g.
commissioning external consultants. Others questioned the capacity of the schools to
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identify and support the development of small teams of teacher-evaluators within current
staffing constraints (workload and available resources). As the final year of three-year
‘transformation period’ drew to a close, several tranche one schools acknowledged
considerable progress but admitted that the process of evaluation had continued to
prove challenging. The following key issues were identified:

integration of School of Ambition evaluation activities with other established

school evaluation processes

difficulties in forming and sustaining evaluation teams in school

different value attached to different types of evaluation evidence

Drivers

At a strategic level, several tranche one schools reflected positively on the licence to be
different afforded through the Schools of Ambition programme. Headteachers frequently
referred to ‘managed risk taking’, ‘judgement’ and ‘conviction’ in describing the
enhanced autonomy afforded through Schools of Ambition.

For us the starting point was very much the Minister and the statements he was
making to the initial group. Take risks, calculated risks and in terms of curriculum
flexibility be confident about going forward with new ideas...So that has actually
helped us, Peter Peacock standing up and saying, “You guys can now start
experimenting. We want experimentation” That was a strong positive message
which was very helpful. Headteacher T1

At a practical level, tranche one schools reflected on the importance of having time for
Schools of Ambition calculated within senior management workloads. The ‘fire fighting’
roles of senior managers were stressed with the attendant unpredictability and
immediacy. School staff leading Schools of Ambition were already juggling the demands
of a senior management role and teaching commitments.

Sometimes things begin to slip and you are not even aware of it because you are
busy looking at other things and you don'’t stand back...Senior Managers are busy
people and often you know there is a ranking of priorities based upon the immediacy
of something that is happening and all of the senior managers were doing a lot of
case loads. That's something that can throw you right off. | am off case loads now
so | don't do discipline. You know discipline is unpredictable and that can just blow
you right off course. Having quality time to sit and do Schools of Ambition | think has
been really, really valuable - invaluable. Depute T1

Reflecting on their engagement with evaluation, one tranche one school admitted that
although the expectation that each school would provide a summative account of the
impact of their activities had provided the initial motivation, they had come to see that
their previous approach to self-evaluation could be improved. From an initial
instrumental orientation, this school developed their approach to systematic and
sustained enquiry. The headteacher of another school described how participation in
Schools of Ambition had contributed to a stronger and sustainable focus of improvement
planning across a wider range of school staff.

I think knowing that we were going to have to write something at the end we were
being much more systematic, but in that practice it's given us the evidence that we
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never really knew what we were doing before. So again, it's what is it we're actually
trying to achieve? How do we know we've achieved it? What would that look like?
How do we get there? Depute T1

If it had been a one year project, it wouldn't have worked. It's needed to be longer.
At the start, | thought “Och, it's three years”. But now I'm thinking | wish we’d had
five years... What's happening in the school the staff are now - because we've kept it
simple and it's clear - are confident of what they're doing. We’'ll be able to sustain
this practice, but | think they’'re so thirsty now for continuous improvement, | think
we've gone into the next phase of what will that be? What will we be looking to
improve next? Headteacher T1

In some tranche one schools a concerted effort was made to align the transformational
plan with school improvement planning. A minority of schools were aware at an early
stage of the need to identify common priorities explicitly to avoid a sense of two separate
streams of development taking place in school. Much stronger accountability processes
were ensured when the transformational plan and the school plan were integrated from
an early stage.

From the outset, the transformational plan was indeed embedded in our school plan
and therefore in that instance not only was it a statement of intent, it obviously then
moved from that into very specific targets, criteria agreed with staff and courses of
action. Therefore every department has been directly involved in addressing some of
the whole school issues associated with the School of Ambition initiative.
Headteacher T1

We spent a lot of professional time, collegiate time, together here and created our
transformational plan and that’s been kind of rolled out. How we then have used that
transformational plan as a document, as a grid, we really just subsumed it into our
school development, school improvement planning procedures. So in fact our whole
school improvement plan now completely mirrors the structure of that
transformational plan. So only in year one did we have two separate plans and from
then on we had one plan, and were able to quite clearly identify then within the
school improvement plan those sections that were specifically part of School of
Ambition. But from very early on we just saw this as our improvement agenda,
where we were going, how we were going to get there, what impact we thought it
would have, and it was one plan. Headteacher T1

Senior managers also noted that teachers needed to see that the additional resource
available through Schools of Ambition was being used in ways that would improve
teaching and learning in school. The key messages about proposed change needed to
be communicated in a practical and accessible way, with clear connections to the core
concerns of classteachers. Developments associated with Schools of Ambition needed
to have relevance for busy teachers, who were contending with multiple other initiatives.

In the current climate where staff were incredibly stretched, if you want them to buy
in, they’ve got to see it as being advantageous to what they're doing at that moment
in time, because it's got to be part and parcel of their every day work. Headteacher
T1

In eliciting wider support for School of Ambition activities, clear channels of
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communication were necessary. Several schools deliberately sought to maintain a high
profile for ‘School of Ambition’ to encourage involvement from across the school staff,
irrespective of length of service or position of seniority. The following extract describes a
number of strategies employed by a headteacher at different points in the transformation
period to foster interest in Schools of Ambition and to progressively increase
participation. This account emphasises the importance of continuing reinforcement long
after the initial launch and ‘buy in'.

I think early on in our current transformation some staff had a narrow view of what
was actually happening, and we worked very hard to get the message out there. We
continued to put out the paper, we continued to flag things up through the staff
bulletin, and then we did things that were more visible. We created an office. We
had a School of Ambition wall on the admin corridor to get that message across to
staff. We continued with the routine things of staff bulletin, parent newsletter. We
had an artificial launch. We had an early dismissal so that staff had an opportunity to
see and hear what it was about. We had a mid-way point in the three years, where
we had an early dismissal for a presentation to staff. But we didn’t lead it. | wrote it,
but other people delivered it. So it was then quite clear that this wasn't something
being driven by one individual. It was actually, “Oh! He does that bit and she does
that bit and that teacher from there does that”. And I think that was certainly a
tipping point. Suddenly people were thinking, “Oh gosh, yeah, we'd better get on
board here, because there’s just so many things that we could get involved in”, and
that’s been really good. Headteacher T1

Communication methods employed in the Schools of Ambition include:
Plasma screens
Wall displays
Newsletters/bulletins
School of Ambition office
Staff seminars and briefing papers
Information evenings and open days
Formal consultation mechanisms: questionnaires and workshops
Transparent procedures for applying for additional resources to support
innovation in teaching and learning
CPD sessions (twilight) sharing good practice
Strap lines on stationery
Signage
Local press and radio

Inhibitors

In contrast to the integrated approaches described in the above section, supported by
the allocation of dedicated time at senior management level to Schools of Ambition, a
minority of schools experienced some difficulties in developing a coherent and
systematic evaluation strategy in the early stages. The following extract illustrates the
challenges experienced by several schools in tranche one. There is tendency in some
schools to focus on the immediacy of practice-based issues, especially when taking
forward planned change on several fronts simultaneously. Attention is first afforded to
types of evidence that emerge from on-going practice-based evaluation, such as the
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informal evaluation of the relative effectiveness of interventions made ‘in the swim of
things’. Such approaches are described below as ‘intuitive’ rather than systematic, and
reflect the considerable time constraints and competing demands placed on teachers.

The dynamics of trying to fulfill six or seven projects. Staff doing their own
evaluation. School inspections coming along. It's just been, at times, a whirlwind of
evaluation over several stages. Evaluation of the sort you want to gather data and
look at the evidence. Evaluation that you know intuitively from a very successful
lesson that gets fed into practice but doesn’t necessarily get recorded. And there is
evaluation of a different kind that needs record keeping; it needs clear evidence for
inspection. We've had all of that flood of things going on and sometimes there just
has not been time to say “let's look myopically at detail”. It's been, | would say
episodic. It's been important. But it's been so many things at so many times it
sometimes feels like a whirlwind. Depute T1

There was some evidence that a minority of tranche one schools did not engage with the
need for curriculum development and other planned change to be accompanied by an
explicit programme of evaluation. In these schools there appears to have been a
separation of School of Ambition from the routine conventions of self-assessment that
are characteristic of established procedures, such as HGIOS. In the extract below, a
discussion between a headteacher and depute of a tranche one school, a description is
offered of an ‘intuitive’, ‘natural’ process of change. There is a sense that
‘transformational’ change is what ‘feels right’ for members of the leadership group with
an overriding commitment to taking the school forward. Within this extract, little attention
is afforded to the need for more systematic and rigorous evaluation procedures as
providing the evidence base for change. The professional judgement of the senior
managers engaged in the change process remains key. This is not to say that evaluation
should replace professional judgement, but that evidence strengthens the capacity for
informed professional judgement.

HT: | wouldn't say that we've stopped and thought about, “Oh well, that worked well
so let's do some more of it,” but | think we're all very intuitive and we spot very early
on if something that we're embarking on — and we work very closely together, so if
any of my team are watching me doing something and it's not working, they’ll tell me
or I'll tell them and we’ll change it. We don't kind of, we're not dreadfully ...

DHT: We don't necessarily analyse what we're doing but we all want to take the
school forward and therefore if we've done something that takes the school forward
we have a good idea of what the next step has to be then. Once we've started, we
keep going and that comes back to the coordination of all the strands, | don’t think it
was about coordinating, it was just, “We've done that, so it's natural that we now do
this”. And it’s just been continually about moving forward.

Other schools reflected on the need to ensure that ‘School of Ambition’ maintained a
high profile in school and that developments were afforded kudos and promoted by
senior management throughout the transformation period. Where progress stalled, this
was often accredited to a combination of the following factors:

a focus on day-to-day operational issues, rather than strategic issues

weak linkage between the transformational plan and school development plan

low profile given to School of Ambition in school
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limited direct involvement of senior management team (dedicated time to
Schools of Ambition)

One of the issues faced by tranche one schools in particular was that they were leading
a development that was unfamiliar to Scottish education. Within a strong commitment to
community comprehensive schools, the Schools of Ambition were given explicit
encouragement to be different - to innovate, to take risks, supported by additional central
funding. Some senior managers acknowledged that this position needed -careful
communication within school and required dedicated management time to take forward.

One of the things that we learnt probably a little bit too late was the importance of
having more dedicated time than we did have and particularly dedicated time at a
senior management level because again | think it was about affording prestige and
standing to the development within the school and that was particularly important
given the fact that the development was doing something that wasn't traditionally the
core business of Scots secondary schools. Depute T1

For some schools the issue was not about developing an understanding of the
implications and possibilities opened up by Schools of Ambition status, but one of basic
communication across the school population. The multiple strands within each school's
transformational plan, led by different strand leaders, require central coordination and
dissemination to avoid fragmentation and loss of coherence to the overall aims and
purposes.

| feel where we have not really made the progress is perhaps at a cultural level of
saying this is what we are doing, advertising what we are doing and making the case
for its value. If you ask me what School of Ambition is within the school there is still |
feel a limited perception of what it means and the other problem is it means different
things to different people. The core strand of School of Ambition is vocational
learning. If you asked some staff about School of Ambition because their exposure to
it has been more at the ICT level, then they might say School of Ambition has been
about whiteboards. Others might say School of Ambition is about an unfulfilled
promise of having an off-site provision for difficult pupils. So sometimes people make
it what they want it to be, what they perceive it to be. Depute T1

The clarity of the message is very, very important. We don't really seem to have
School of Ambition written anywhere, you know. It's not on the heading; it doesn’t
appear in the prospectus. That's a function of the fact that it was very bolt on. It was
just like this is a project we have got a lot of money and we are going to run with it. If
| was doing it now | would want to get the staff involved. | would say look here is an
opportunity. This could really be transformational. What do we want? Where would
we like to be in three years time as a staff? Get the staff in on the ground floor and
get staff in at key evaluation points.....Certainly periods of six months passed when
the words School of Ambition never were discussed in a management team’ Depute
T1

A patrticular issue cited was the need to integrate the School of Ambition plans within the
established cycles and routines of school development planning. In some schools the
transformational plan was regarded as separate issue that stood outside school
development planning. As a standalone document, sometimes referred to as a ‘bolt on’
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initiative, the transformational plan did not benefit from the level of attention and the level
of resource invested in the school development plan. In some schools this contributed to
a sense of detachment and marginalised activities that were associated with Schools of
Ambition. In some cases Schools of Ambition was regarded as an additional stream of
funding rather than as integral to future school planning.

One of my concerns is that it has been a bit ‘bolt on’ and it's not going to be
integrated into the whole school development plan. | do not even know if the words
School of Ambition feature in the school development plan. | think looking back that
has been a problem at times in giving that development prestige within the school
and also allowing it to actually have the benefit of the general human resource that
goes into planning. It's sort of been put to one side whereas the whole school
planning cycle has run on and it would have been useful to have it within the plan.
It's fine to have the original transformational plan to give to the Government but |
think they should taken that within a whole school plan and it might have allowed us
to make some connections as well, which perhaps we didn’t make that we could
have. Depute T1

Table 2 summarises the variety of contrasting approaches taken to planning and
evaluation.

Table 2. Different approaches to planning and evalu  ation

Approaches to Evaluation

‘intuitive’, ‘organic’, ‘natural’ systematic

‘episodic’ embedded, cyclical

'pockets of transformation’ or ‘silos’ systemic

change for some individual learners Whole school change

lead ‘Project Manager’ team of teacher evaluators
Understanding of the Transformational Plan

‘evolutionary’, working document | Fixed plan, little deviation

Change for learners

When giving an account of the impact for learners there was a strong tendency among
school leaders to offer narratives of personal change, that is, an assessment of the
impact of clusters of interventions on ‘transforming’ individual pupils. Frequently
accounts were offered of positive change for pupils previously presenting ‘behavioural’
or ‘social’ and ‘emotional’ issues’ e.g. re-engagement with learning, reduction in
referrals, improved relations with teachers and peers. Such accounts were anecdotal
and infused with an ethos of care and attention to the personal development of individual
pupils. The types of change presented were at an individual level and mainly attitudinal,
rather than systemic or related to pupil gains in terms of attainment. This is not to say
that such gains are not significant, but the evidence presented tended to be
impressionistic rather than grounded in systematic evaluation or monitoring procedures
and therefore problematic to assess. The relationship between interventions and
outcomes is not always clear.

It should be noted however that the emphasis placed on personal change in the
interviews may be influenced by the context of the interview situation and/or may reflect
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the personal and professional values of interviewees rather than an absence of more
systematic attention to evaluation. The members of the school leadership group who
participated in interviews are often not directly involved in the small-scale collection of
data associated with each strand of the transformational plan and these details may be
available elsewhere in the organisation. In interview, participants attended closely to
affective dimensions of learning, pastoral concerns and assessment of
achievement/wider learning, in addition to the formal conventions of attainment
measurement. It is perhaps not surprising that these concerns should be brought to the
foreground given the challenging local circumstances in which many of the Schools of
Ambition operate.

However, as one Depute notes below, it may also highlight a lack of confidence and
capacity in interrogating and articulating potential pupil gains among the school
community:

There is a problem about asking Principal Teachers to evaluate the project to some
extent. They don’'t have the vocabulary. They kind of lack the training to perhaps
generate robust evidence or to really analyse things and it tends to be a bit kind of
narrative based, you know? ‘We got this and now we do this and we used to do that’,
rather than actually going a little bit deeper and examining deeper learning issues.
Depute T1

Many interviewees felt that aspects of the transformational plan did not fit with the
conventions of measurement with which schools are familiar. A lot of evaluation activity
was closely aligned with familiar data collection activities such as target setting and
close monitoring of pupil progress. Schools have needed support in extending the range
of evaluation techniques and sources of data considered valuable in the evaluation
cycle. In describing approaches to evaluation, teachers repeat the methods for
monitoring that are routinely used and draw heavily on the familiar language of targets,
standards and attainment. As one tranche three Depute commented, ‘We're so used to
measuring attainment and there is a temptation to try and measure achievement in the
same way'’.

We now do a kind of — we set targets for children starting third year and starting fifth
year. We then have monitoring periods and then we revisit the targets and see if the
children are on track or not, if they're hitting the targets that they should be making.
We've got a group of staff who might take a group of ten or fifteen pupils and have
one to one interviews with them, maybe try and support them, so that they start to
meet their targets more regularly. Depute T1

In these accounts it is sometimes difficult to see how evaluation practices are changing
as a result of embedding evaluation within Schools of Ambition. Whilst the range of
learning opportunities may be extended, the techniques employed to evaluate
developments seem to have changed at a slower rate, if at all. This reflects the different
value attached to different forms of evaluation evidence in assessments of school
performance.

In contrast to the approach described above, one headteacher noted the difficulties of

working with ‘soft indicators’ closely linked to the wider development of the four
capacities:
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We will always have to have indicators - the SQA, the National Assessments, the
outcomes - things like that, but we also need to measure things like confidence. It
has to be measured in some way how well are our students performing as people.
Headteacher T1

One headteacher expressed the support needs of teachers not in terms of gathering
data but in terms of interpretation and action planning: the uses that data might be put to
inform future plans and as the basis of appropriate evidence-informed intervention
strategies. This was not a technical issue of data handling or data management, but a
step further in interrogating data for understanding.

The staff are quite comfortable in gathering data. It's how you actually interpret that
data to the point that you recognise, “This is what | have to do”. That for me is the
challenge. If we are talking about the professional community, the professional
accountability of staff, distributing this leadership, not devolving, distributing this
leadership, and therefore the accountability that goes with that, then to support
colleagues in not just gathering information but saying, “Well, what does that really
tell you? What's the underlying significance of that?” If you know that someone has
an erratic attendance, it's of absolutely no value whatsoever. It's to understand the
reasons for it and to be able then to initiate a change. What's the underlying
message that sits there? What are the issues that we then have to reflect on and
respond to? Headteacher T1

Some of the key aspirations for the Schools of Ambition entailed a shift in mind set
among teachers, for example an acceptance of the value of ‘vocational’ learning vis-a-
vis traditional ‘academic’ courses or the promotion of cross-curricular themes aligned
with a Curriculum for Excellence. Many schools felt ill equipped to ‘measure’ these
difficult and subtle transitions, which require what are often described as ‘soft indicators’
of change.

Trying to measure in some way staff attitudes to vocational opportunities and to the
challenges that brings, the pressures that that brings and the competition that brings
for other subjects, these are not ones that you can measure with quality indicators in
the way that you can measure other aspects of delivery of learning and teaching.
Certainly it has been a challenge to try to measure that and we are still attempting to
measure some of these softer indicators. Depute T1

Many of the schools were moving towards more systematic ways of recording
information on the wider achievement of pupils despite, in some cases, some initial
reluctance to formalise this area of activity: ‘I don’t want to start measuring it, because
then you'll get pupils that'll just turn up to say, “Well, | had to do that for my achievement
certificate, so | did it” (Depute T1). Some schools were using reflective logs in PSE to
record wider achievement in relation to the four capacities of the Curriculum for
Excellence, with several considering the use of electronic portfolios/online records to be
progressively compiled over the course of a session.

Extending choice: vocational learning
The area with the clearest apparent impact in many tranche one schools is the

expansion of opportunities for learners in terms of curriculum choice. Many schools have
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made vocational learning a key priority within their transformational plans. Strategies
have included the provision of hospitality/catering, construction, hairdressing and land-
based courses (horticulture, fish farming, green keeping etc). In this regard many of the
Schools of Ambition have taken the opportunities for curriculum flexibility and worked
imaginatively to tailor experiences more closely to local needs and pupil interests.

We'd had a lot of discussion and consultation with parents and kids and just
generally the wider community saying look what do you think the school should be
doing, where do you think we should be going? And staff, parents and kids as well
identified quite clearly the areas that we needed to look at how we were structuring
our curriculum, we needed to provide the vocational options and we needed to just
generally suit what we were doing much more to the individual so you weren'’t shoe-
horning the individual into the curriculum, you were actually trying to provide that
personalisation and choice. Headteacher T1

In one school changes to the school week to accommodate a greater element of choice
and personalisation of the curriculum proceeded hand in hand with greater time for
mentoring. In this way the school sought to provide not only enhanced opportunities for
learners but also to strengthen the system of support which would enable learners to
benefit from extended choice. It was acknowledged that curriculum change was one
aspect of a wider set of strategies that are needed to support learners to achieve: ‘you
can't expect something like this or as important as that to happen unless you a commit a
resource to it and the resource we committed to it was time’ Headteacher T1. In
examining curriculum choices available to the full range of pupils, some of the Schools of
Ambition were increasingly attentive to experiences as well as outcomes and sought to
tailor provision more closely to particular pupil needs.

It's about the learning experience rather than the product of learning. We are more
astute now as a result of changing what we do in identifying our pupil needs, and we
are more imaginative | now think in the way we go about meeting pupil needs. Now
that can range from the individual teacher in the classroom developing their skills in
meeting pupils needs in that classroom, to the school as a whole looking at and
identifying what our whole school communities needs are and thinking about what
would best facilitate actually meeting these pupils needs -

- So for example, the glaring omission from the school curriculum three years ago
was vocational education, and now the impact of that provision amply demonstrates
that we are going a long way to meeting that particular area of need for our school
community, purely in terms of the demand to get on to the courses, in terms of the
destinations of our leavers both in terms of employment and in terms of going on to
further education. So it's a huge impact, and that is also impacting on the ‘More
Choices, More Chances’ agenda. Headteacher T1

Formal indicators of positive change for learners included:
- Attainment data
Attendance rates
Leaver destinations
Participation rates (extra-curricular activities)
Referral records
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Mentoring records
Exclusion rates
Placing requests

Pupil involvement

Several schools have developed their own in-house leadership programmes following
initial impetus from external agents such as Columba 1400. One school, a notable
forerunner in this development, now has an established leadership academy of which all
teaching staff and some ancillary staff and parents are graduands. One school cited the
example of a ‘re-focused School Council’, which operates with agenda items set by the
senior management team to ‘empower’ pupils to share their perspective on issues
beyond the condition of ‘the toilets and social areas’. Another tranche one school has
encouraged pupil representation on the Board of Studies, alongside classroom
assistants, ancillary staff, non-promoted teachers and senior management.

In one of the tranche one schools each project has a teacher and a student leader. One
tranche two school established a pupil enquiry group, convened and coordinated by a
non-promoted teacher, at the inception of one strand of the transformational plan and
has regularly drawn on this group as a consultative group throughout developments. In
most schools, however, pupil involvement remains at the level of providing information
through responding to questionnaires or taking part in interviews or focus groups®.

2.2. Professional development

Distributed or distributive leadership featured strongly across all the interview transcripts.
Repeated references were made to a commitment to develop leadership potential
among the school community, largely among teachers but also ancillary staff and pupils.

A leader is somebody who takes responsibility and shares responsibility....It's been
about enabling wherever there’s a spark, wherever there’s an enthusiasm’ Depute
T1

It's about distributive leadership., It's about giving staff and young people across the
school the opportunity to lead and to develop, and also giving them the confidence to
fail in areas, or not to arrive at the end point that you may have thought of. That’s
how we are approaching things now. So we've just so many people who are
responsible for different parts of it and we talk about “champions™ and we're talking
about unpromoted members of staff who are taking a lead role in an initiative, and
there’s a whole variety of initiatives covered in the transformational plan and they are
helping to drive them forward. Headteacher T1

3 Although 14 respondents to the questionnaire (50%) indicated that pupils were involved as data
gatherers /researchers during the 2007/08 session, when asked to provide details respondents
either listed data producing activities such completion of questionnaires, participation in focus
groups or interviews; or stated participation in conferences or leadership courses. In these
examples pupils are not acting as researchers but as respondents. Similarly, when asked if
parents had been involved as data gatherers/researchers, the 7 respondents (24%) who
answered in the affirmative listed examples of parent consultation exercises or participation in
events.
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People are the key drivers to anything in schools. If you haven't got distributed
leadership in the programme then the programme is just always going to be
associated with one person and one person is not going to be able to deliver a
transformational change. So it's very much a team effort, very much a co-operative
team effort. Headteacher T1

It should be noted that the promotion of distributed leadership was not uncontested in
some schools. One tranche two school cited the involvement of the teachers’ union in
initially resisting the development of enhanced leadership roles across the school
community. This was mentioned in relation to the implementation of a coaching and
mentoring training strategy for teachers.

[The headteacher] wanted people from the Janitor to the Rector to be leaders in this
school. As a ‘classroom teacher’ the unions objected to that because they say ‘well a
teacher does not really have leadership responsibilities,” and we were saying, ‘no,
they do not have management responsibilities.” So again, it's semantics. It is coming
down to saying “Look, there is a management role and there is a leadership role
outwith the management role”. That is why one of the first tasks of the working group
was to try and separate through the job description the leadership role from the
management role, but we have done that and that was a big challenge. Depute T2

Whilst there was much mention of an espoused commitment to distributed leadership, in
many schools the organisation of most evaluation activity tended to remain with a
minority of senior staff. Of the 29 responses to the online questionnaire, only one
response was submitted by a teacher in a non-promoted post. In response to question 6:
‘Have you formed an evaluation group to lead the evaluation of SoA activities in your
school?’ only 13 responses (46%) indicated that this had happened in their school.
There was an awareness that whilst supporting the promotion of leadership
opportunities, the plan itself required coordination through the specification of named
individuals with designated roles and responsibilities. In many accounts there was a
tension between an espoused commitment to distributed leadership and a reluctance to
cede control of activities. In many accounts an implicit distinction appears to have been
made between distributed leadership (opportunities) and devolved leadership
(responsibilities). In response to question 11 of the online questionnaire: ‘Approximately
what proportion of staff are directly involved in evaluation activities at your school?
(collecting, analysing and sharing evidence from evaluation)’, 18 responses (62%) gave
an estimate below 15%.

It's not enough to say, “Let's have distributive leadership, everybody will be
responsible”. Ultimately there’s accountability built into the structure that we've taken
forward. There have to be named leaders and managers within the plan.
Headteacher T1

They've needed just a figurehead, yet all the leadership documentation is about
distributive leadership, shared leadership, but they still need a figurehead, that’s
accountable. Headteacher T1

Interview accounts seem to suggest that although larger numbers of teachers are

involved in the delivery of the objectives of the transformational plan, far fewer are
directly involved in any evaluation activity. There was a general acknowledgement
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across the schools that given the breadth of developments, often with several strands to
the transformational plan, schools needed to coordinate or ‘join up’ efforts to optimise
impact and share good practice.

If you are working episodically and riding tides and not seeing the bigger picture, you
may have pockets of transformation but you will not ultimately affect your school,
which will still be much more affected by the prevailing circumstances around it.
Depute T1

Where schools had been successful in communicating and sharing possibilities for
change across a wider constituency, it was suggested that the sense of self-efficacy that
develops generates further gains.

| think one of the things that are responsible is probably the kind of momentum that'’s
built up in the school from a raising of expectations among staff and pupils. | think
they all began to see that it was possible to do things that they hadn’t thought were
possible previously, and that developed its own momentum. Pupils and staff were
coming to us and saying, “Well, if we've done that, can we do this?” and so it took on
a life of its own. A huge leadership take up in the school, from staff right through to
pupils. At every level and in every way. Headteacher T1

Schools of Ambition has definitely promoted distributive leadership and people are
feeling much better about their organisation, about the school. What happens is that
enthusiasm rubs off into other areas. Headteacher T1

In some accounts there was an acknowledgement that capacity building was a key
feature of the Schools of Ambition programme and was central to the sustainability of
initiatives undertaken. This was evidenced in some schools in a reluctance to rely too
heavily on external consultants in order to build confidence and capacity within the
school and to give legitimacy or ‘cultural authority’ to the programme. If initiatives are to
be sustained they need time to ‘grow’ in-house and to embed within existing structures.

If you look at our original plan there was something in there about bringing in
somebody from business as a consultant and you know that’s fine and its good to
make these kind of links but you are up against the issue that that person is
considered to be kind of alien. They will be here today and gone tomorrow and it will
be the next fashion and what you really want to do is say, ‘well look, actually this is
about long-term change’. That's why | have said one of the easiest to sustain is the
vocational agenda. You hang it on existing subject departments, so you hang
hospitality onto home economics and you hang theatrical production onto the music
department and any technical vocational courses onto the technical department and
then you have got the structures there. You have got the cultural authority there as
well. Depute T1

It's not about bringing in external agents to help us. It's about being clear on our
vision and sustainability — maybe that is all that we really need. Headteacher T1

We've actually now realising that we don’t always have to go out of school to get the
expertise. There's expertise in here and what we're going to do is move to this kind
of ‘away day’ idea where they might have staff from a variety of different
departments, but it'll be one of those staff that'll deliver the in-service. Staff get more
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from that than from the stranger who's perceived as an ‘expert’. The stranger often
doesn't have local knowledge and actually can't identify with the needs. Headteacher
Tl

As a school we elected not to engage with commercial organisations. We felt that
we had expertise within the school and staff were in fact commissioned and
empowered to develop their expertise in key areas. Now that for me was important.
We built up the capacity within the school, without having to rely on the partnerships
that you would perhaps have with outside organisations. Headteacher T1

Some of the schools were particularly attentive to the opportunities that Schools of
Ambition presented for enhancing peer-led CPD provision within the school. Given the
requirement of all teachers to engage in 35 hours CPD per annum, and the difficulty of
providing replacement teaching to enable teachers to attend external events, Schools of
Ambition funding enabled support for small-scale but often far reaching in-house
development programmes. Whilst not explicitly contained within the original
transformational plan, professional development opportunities often emerged as
significant in working towards the aspirations outlined in the plan. Funding was used
here not to target estate or teaching and learning resources, but to extend the repertoire
of teaching and learning strategies available to teachers across the school. In this way
Schools of Ambition funding made a small (and often unanticipated) contribution to the
enhancement of the school workforce as well as to the higher profile aspects of the plan.

In some schools a small minority of one or two lead teachers has successfully aligned
Schools of Ambition roles with work towards Chartered Teacher or SQH; this is in
addition to the provision of non-accredited generic development opportunities for all
staff. In other schools, funding was targeted at the development of ‘school leaders’ at
principal teacher level. The expansion of development opportunities was typically
aligned with the PRD process for school personnel.

I've come across models where an extra post has been created and part of the
resources under the School of Ambition funding has been dedicated to one person.
That was contrary to my thinking. That is not how you fundamentally change how
you go about doing things in terms of learning and teaching. You take advantage of
the skills and the commitment that is already there and lubricate it rather than directly
fund one person. Headteacher T1

We made a conscious decision not to create a new post, specifically linked to the
School of Ambition. That was perhaps financially driven but again it was to do with
this idea of, if you had someone doing it, if that person then had to return to their
post, does that in some way mark the end of an era? Again, it's linked to
sustainability. Headteacher T1

The most important thing about it was the in-school CPD was put on by members of
staff for staff, rather than parachuting people in to tell them about it. Depute T1

Schools of Ambition, because it allowed us to have everyone involved, not just one
or two people, where everybody knows that we're a School of Ambition, everybody
knows what the plan is, everybody’s been involved in the training, everybody’s been
involved in working with the kids. That is what made the difference. And it's changed
our practice and when the monies stop, it's not really going to make much difference
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to us truthfully, because we've got it going. Depute T1

Members of senior management in some of the first tranche of Schools of Ambition note
a developing enhanced professionalism among teachers who have been actively
involved in Schools of Ambition activities. The foci of the transformational plan, when
shared across teams of participants, contribute to a culture wherein conversations about
teaching and learning take place on a regular basis. In response to question 23 of the
online questionnaire: ‘Has you involvement with evaluation through the Schools of
Ambition increased your capacity to integrate research approaches in your everyday
practice?’ 22 responses (84%) answered in the affirmative.

I have seen individuals develop greater confidence, not just in their evaluation of the
program but as self-evaluating, self-reflecting professionals and that’s evidenced not
just in the work we were doing with the evaluation but in their improvement planning,
in their development reviews, in their PRDs etc. and in the conversations that you
have with them. As a small school we see each other all day, every day and we have
greater opportunities to have casual exchanges on a very, very regular basis and
that sort of change of thinking or that depth of thinking is evidenced in the
conversation. Headteacher T1

Not all senior managers were equally enthusiastic about the development of teachers as
researchers of their own practice. In the extract below, a headteacher suggests that
enquiry is not integral to the professional role of teachers. This is perhaps surprising
given that research engagement is embedded within the professional development
framework for teachers in Scotland (Kirkwood and Christie, 2006)*.

I think there would be quite a lot of resistance from the teaching profession to expect
everyone to be an action researcher. That's not why people go into the profession.
Now some teachers would see that as an opportunity to develop their expertise in a
certain way, but not everybody would. The concept of forcing that upon the teaching
profession is not a good one. Headteacher T1

One important consequence of peer-led initiatives has been the development of a
culture that is more acceptant of classroom observation. In the first round of interviews
with members of the leadership group in tranche one schools, some reservations were
expressed about the possibilities of conducting observation of teaching within the
expected evaluation process. Some teachers cited uncertainty around the position of the
professional associations in relation to observation of practice in the context of a formal

* There is an expectation that from an early stage in professional formation Scottish teachers will
use ‘research and other forms of valid evidence to inform choice, change and priorities in
promoting educational practices and progress’ (GTC/QAA, 2006:4). The Standard for Initial
Teacher Education (SITE) states that by the end of a programme of initial teacher education
beginning teachers will ‘know how to access and apply relevant findings from educational
research’ and ‘know how to engage appropriately in the systematic investigation of practice’
(GTCS/QAA, 2006:11). The Standard for Full Registration (SFR) states registered teachers to
have ‘research-based knowledge relating to learning and teaching and a critical appreciation of
the contribution of research to education in general’ (GTCS, 2006:11). A commitment to ‘critical
self-evaluation and development’ is one of the core professional values and personal
commitments within the Standard for Chartered Teachers (GTCS, 2002:1). The Chartered
Teacher is required to demonstrate a capacity to ‘evaluate practice and reflect critically on it’ and
to ‘ensure that teaching is based on reading and research’ (GTCS, 2002:10).
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‘evaluation’. These reservations were not expressed in the second round of interviews,
where the extent of school-based and peer-led CPD had expanded considerably.

We have a wee group we set aside for ‘Open Doors’ where as a member of staff you
can say, “Well, I'm going to be taking, maybe a cooperative learning lesson, and my
classroom door’s open to anyone else that wants to come and see it”. When we
started this originally, people were like, “I don’t want people coming into my class”.
But actually now we've formalised that every year and my group the other day they
were saying, “Why is it just the week? Why can’'t we do it more times across the
year?” So, it's all about sharing good practice. Depute T1

We have got this absolutely outstanding initiative running called ‘Lead Teachers’,
who are working with their colleagues to develop active learning and cooperative
learning techniques across the school. But for me again holding the purse strings,
what it does, while it's not been a prime part of Schools of Ambition, the fact that
there’'s these wee pockets of money means we've been able to invest money in
them, to develop them, again at a pretty fast pace... The lead teacher programme
wasn't really part of our Schools of Ambition, but | don’t think we would have had the
kind of culture that would have allowed teachers to go into a classroom — now don'’t
get me wrong, not everybody’s doing that, but | would say we're probably about,
we've got half of the staff buying into that kind of activity, | mean, actively doing it,
other staff interested and watching to see what's going on. So, and that is a really
prime one that's something that not only didn’t happen but couldn't have happened.
Headteacher T1

One tranche one school has made particularly effective use of the move towards faculty
structures to promote the development of ‘Learning Leaders’, with explicit cross-
curricular responsibilities rotated on a three yearly basis. Similarly another school offered
an account of the effectiveness of ‘Linked Leaders’ who offer a voice to the ‘middle
leadership’ strata in school and act as key link people promoting cross-curricular
initiatives and whole school pedagogical discussions. The expansion of courses through
curriculum flexibility was also cited by several schools as a means through which non-
promoted members of staff might lead developments in vocational/applied curriculum
areas.

We have large numbers of unpromoted members of staff in the school leading
courses which they themselves have designed in order to meet our aims as a School
of Ambition and also what their own pupils’ needs are. Now these members of staff
would in the past have had to wait a long time before being given that kind of
opportunity, and here we are, at a fairly early stage in their career for a lot of them,
being given that opportunity to develop and there’s undoubtedly going to be a spin
off in their own ability to deliver their own subject areas more effectively and their
own self confidence. Headteacher T1

One tranche one school reported the slow development of higher levels of trust and
openness during the course of the transformation period. Schools of Ambition
encouraged teachers at all levels in some schools to reflect on their current practice and
many teachers initially found this challenging. In the extract below a headteacher
describes the challenges involved in encouraging teachers to participate in consultations
within an ‘evaluation’ framework and the initial anxieties this created. The extract
highlights the significant culture work that must be undertaken before extended
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participation can be introduced and accepted in some school cultures, especially where
there may have been a difficult history and complex local circumstances. The challenges
of achieving sustainable transformational change within staffrooms divided into long-
standing factions are not inconsiderable and are unlikely to be mitigated through the
provision of an additional financial resource alone. Some schools had to invest more
time than others in fostering a culture where it was acceptable to ask difficult questions
about teachers’ practice; creating safe spaces where such dialogue could be initiated
without a sense of threat or risk.

It's not about you or me. It is about individual practice and people are here to help
and support. Only now are we beginning to get truthful individual responses. We did
an ethos indicator in the beginning of March and they refused to fill it in. Prying,
prying. “You're going to do this and you're going to do that with it”. The ethos
indicators had all dropped by 10%. So | had to stand up and say, “This is about your
practice, your individual practice. What has happened? Do you not trust me? Do
you think I'm going to do something dramatic? Since then they've kind of married
together much, much better. But it came down to the basic trust. We have this
vision, we've driven this vision and it came down to a couple of negative drivers
being able to filter in and prove their distrust. Headteacher T1

You know, with this Big Brother checking up. The interpretation of the information for
the staff, did this mean they were failing? Or was this ...? They couldn’t see that it
would just be highlighting an area that we needed to work on and that it wasn't their
sole responsibility that the figures were low, or whatever had happened. Depute T1

Several of the schools have engaged in comprehensive consultation exercises involving
all school personnel — teachers, ancillary staff, learning support staff. Large-scale
consultation was undertaken in order to articulate a programme for change based on
shared purposes. In some cases this took the form of a values consultation, in other
cases the consultation focused on teaching and learning strategies or particular
approaches such as creative teaching. Consultation was important in schools with very
different starting points. Sometimes the emphasis was on communication and
strengthening a sense of shared purpose; in other circumstances consultation was an
ambitious strategy to forge new understandings and move forward together from less
auspicious beginnings. Across accounts there was a common understanding that
curriculum change and positive change for learners was not attainable without attendant
culture work involving those charged with enacting the proposed changes.

At the very beginning we had the HMI response, which was very clear about
curriculum. Changes were curriculum-led. We needed to approve a curriculum and
the way we delivered it. But we can't change the delivery without changing the
culture. And without changing the culture of learning for the kids. Everybody would
say that the culture we would adopt would be to get the best education possible for
the kids. It's far too bland, far too easy. So we've actually had to pick bits of the
culture and identified teaching behaviours and support staff behaviours that are
acceptable and not acceptable. And being very upfront and said, “We would not
expect you to do this, we would not expect you to do that.” | interviewed all the staff
and they've all agreed and produced the documentation that said, “Here’s what
we've said. And here’s what you've said. And is that right? Is that acceptable? Or
are we saying something different?” Headteacher T1
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2.3. Building networks of support

All schools appreciated the value of making links with other Schools of Ambition and
from the perspective of the final year some tranche one schools suggested that they
should have given greater consideration to building stronger links at an earlier stage.
Support for greater opportunities to network with other schools within and beyond the
Schools of Ambition was widely expressed across all three tranches.

One of the things | might consider doing differently is the extent to which | would
have forged bigger partnerships with partner schools nationally faster than | did. It
took us to November to do that. Again, perhaps, because we were in the first
stages. There was a sort of club in existence for the second and third stages. That’s
something | would have probably done differently. | would have done that because |
think there is so much more that you can get from working with other schools.
Depute T1

Respondents to the online questionnaire indicated high levels of satisfaction with
networking events. 22 (84%) respondents found national networking events useful and
23 (88%) found regional events and direct approaches to schools useful. 19 (73%)
respondents found the Schools of Ambition webpages and Scottish Government Adviser
promoted links helpful. Lower levels of satisfaction were expressed in relation to local
authority promoted links, with nine (35%) respondents indicating that these were ‘very’ or
‘fairly’ useful.

Contact with other Schools of Ambition include:
Schools of Ambition evaluation conference
Regional networking events centrally organised
Meetings of the Northern Schools of Ambition
Three neighbourhood groups/cluster meetings
Pupil conferences
Contacts through Columba 1400
Local conferences to share good practice
Telephone and email contact
Review of shared plans using the Virtual Research Environment (VRE)

Contacts outside the Schools of Ambition include:

- Presentations at local authority events
Presentations to secondary heads at local authority level
Presentations at national conferences: the British Educational Research
Association Annual Conference (BERA) and the Scottish Educational Research
Association (SERA) Annual Conference.
Presentations at Scottish Educational Leadership, Management and
Administration Society (SELMAS) Annual Conference
Presentations at research day conferences e.g. the Collaborative Action
Research Network (CARN) Study Day.
Contributions to local authority probationer scheme
Contributions to Curriculum for Excellence working groups
Contributions to Journey for Excellence best practice filming
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2.4. Working with external partners

Drivers

Some schools enjoyed particularly productive relations with their local authority. For a
minority of schools this included the significant driver of matched funding to enable the
transformation plan to proceed at a swifter pace than would otherwise have been
possible. In other cases support took the form of enhanced autonomy and indirect
funding to make the changes outlined in the transformational plan.

We were fortunate in as much as the local authority took a very hands off approach.
They approved our plan and just let us get on with it. They have been very
supportive in enabling us to change the school day and school week. There’s only
one other school in [this local authority] which has the asymmetric week and that was
actually at a cost to the authority because transport contracts had to be renegotiated
and it cost them a significant sum of money to enable that to happen. So that is
concrete evidence of the support and the trust that the authority put in the school, in
terms of the delivery of the School of Ambition programme. Headteacher T1

The Determined to Succeed (DtS): Enterprise in Education (EinE) strategy (SEED,
2004b) was regarded as an important initial impetus to partnership work in many
schools, enabling initial points of contact with the business community, such as Microsoft
Scotland. In sustaining the involvement of business and community partners, several
schools described attempts to embed the notion of ‘enterprise’ across the curriculum and
were mapping opportunities within curriculum areas to take this forward in line with
developments associated with a Curriculum for Excellence. Several schools in tranches
one and two had conducted extensive consultation with the local business community to
inform the expansion of work-related learning and to improve the development of
employability skills.

One tranche one school described how time invested in building links with local
employers had proved successful in re-building wider community relations and re-
negotiating the local identity associated with the school during earlier periods of
turbulence. In this case the development of vocational learning through sustained
outreach activities had gone some way to restore local confidence in the school.

A lot of time was invested with employers at an early stage to reassure employers
that these would be courses in their own right that were valid courses being offered
as an integral part of the curriculum. That it wasn’t a dumping ground and that these
courses would be open to the full range of abilities of pupils. That was always central
to the ethos that these were not going to be an add on or an opportunity only for less
able pupils The school had gone through a difficult period in the past where
relationships with the local community were not at their best and the school had
attracted a lot of adverse publicity, nationally even. The collaboration and the
partnership with local employers means the school has a higher profile now in the
community and it's talked about in a good light and the pupils themselves have been
excellent ambassadors for the school when they are out in the workplace with the
range of employers and that certainly has been very good. Depute T1
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The range of external partners working with the Schools of Ambition includes:
- Colleges of further education
Universities
Scottish Power
National Theatre of Scotland projects
Space Unlimited
Columba 1400
Hay Group
Compass Scotland
Careers Scotland
Local employers (tourism, agriculture, construction, leisure and hospitality
industries)
Right to Dance
Speakersbank
Centre for Confidence and Well-being

Inhibitors

The majority of tranche one schools experienced considerable difficulty in initiating and
maintaining strong business links. This was a particularly acute issue for smaller schools
in rural areas. Some schools stressed that business and community links were less
developed because other areas of the transformational plan, such as curriculum change
or the provision of new facilities, needed to be in place before wider community
engagement could proceed.

Many of the schools described difficulties in securing sustainable partnerships with
larger companies, especially after the initial point of contact and publicity. The most
successful partnerships were school driven and emerged from the concerted efforts of
school personnel persisting in forging local contacts. It was widely recognised that this
was a very time consuming process. Reservations were also expressed about the
increased level of controls involved in organising work experience placements for young
people and the limitations this placed on schools.

We have an Enterprise Coordinator who's really keen to pick up the phone and to
find new partners. What we've found in the past is that some of the larger
companies who were - they seemed originally to be keen - but actually what they
promised didn't happen. We've found the most successful business engagement
partnerships that we have are the ones we've found ourselves. And we have formal
business engagement partners but we also have informal business engagement
partners, people who don’t want to sign an agreement necessarily, they might be a
small business, but they’'ll come out to the school and they'll talk to the students.
Headteacher T1

Somewhere along the line | had thought we were going to get a lot of help from the
Scottish Executive in linking some of these big blue chip companies to take us
forward and I've not seen that, actually. It's very much our own endeavours. I'm a
wee bit disappointed in terms of what might have been a central support. Is Scottish
Business really interested in education? Particularly in a place like ours, not in the
city, where it's difficult to make connections? Basically, a lot of the time it's down to
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personal connections. Headteacher T1

If you want proper business links or links with the wider community then they’'ve got
to smooth the path for us. They can’'t make it as complicated as they are making it
‘cause folk just haven't got the time to do it. Headteacher T1

A small number of tranche one Schools of Ambition acknowledged that schools need to
learn new ways of partnership working to sustain strong local links. Of significance here
was the need to acknowledge the information and support needs of local employers who
volunteered to participate in programmes.

I think we expected too much of some of our partners. We were the hub and they
were the sectors feeding into that hub. We took a long time to learn what we should
have learned immediately, that you need to work at equality and equity. We are
driving an initiative that wasn't always coming with equal drive and equal
commitment from our partners. Perfectly understandably because of financial and
other circumstances they operated in and | think that changed our focus. We learnt
to be — we wanted to be the centre of the hub, we learned quite a bit about equity
and proper partnership. Depute T1

It was recognised, especially in regard to the provision of vocational leaning experiences
in partnership with local employers, that success is dependent not only on making links
but on building quality relationships with partners over time. Often these links were
forged with an individual member of staff and a small local business and were cultivated
over an extended period. Senior managers were aware that such links were vulnerable
as a result of staff turnover and needed protecting where possible by sharing links
across a pool of staff. Business and community links required considerable investment
of time and energy and were often cited as the most problematic aspects of schools’
transformational plans.

It is very difficult to measure the impact we have had and the value added in terms of
those partnerships. We can see that they are happening, but you know when you
drill down a little, they are happening because of the quality of relationships that we
have managed to establish and there is that emotional aspect which | think is
perhaps sometimes a bit underrated, but it is critically important to this development
and it will continue to be critically important. Depute T1

It's not like we can phone up the staffing department in [X] Council and say right our
PT Physics is retiring, can you advertise for a new one? It doesn’t work like that you
know, there is not a mechanism to replace these people. Depute T1

Parental engagement

Parental engagement has largely been in terms of the school communicating
developments rather than directly in terms of parents shaping the agenda for change or
participating in change. Communication mechanisms cited include:

Road shows

Leaflets/bulletins

Parent consultation meetings
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Open days and information evenings
Websites

Some schools were attempting to consult with parents in more systematic ways, for
example through the use of online surveys and telephone interviews. Secondary sources
such as records of contact with parents and the number of placing requests were also
used as sources of evaluation evidence. Others relied on anecdotal evidence from
parent consultations and informal contacts.

Two schools among tranche one explicitly cited the involvement of the Parent Council in
shaping rather than responding to developments. This was not the norm across the
schools, although several schools mentioned an ‘active’ Parent Council.

Certainly parents, through our Parent Council, play a role in shaping development
priorities. We also have a parent on our Board of Studies. Again, at this time,
they’re right in the centre of developing next year’s planning, next year’s plan, next
year's just about everything, so we've got parents right at the centre of the whole
planning cycle. Depute T1

One school has successfully established a ‘class parent group’ as a strategy for quickly
gauging opinion and receiving feedback on initiatives or proposed changes, in addition
to the Parent Council and parent forums. Each class in the first and third years has a
parent representative, whose contact details are shared with the year representative on
the Parent Council. Six telephone calls enable feedback from a parent in each class in
the year so that a summary can be produced and shared with the headteacher.

The range of approaches to parental engagement is summarised in Table 3.

Table 3. Approaches to parental engagement

Systemic Systematic Anecdotal

Representative parental Targeted telephone Ad hoc parental feedback.

panel; interviews,

Regular cycle of parent Analysis of records: placing | ‘Anecdotally parents come in

questionnaires requests, contact with and say that they are very
parents. happy with what's happening

in the school. They are
excited by the activities that
we have, because their
children enjoy them and want
to participate’ Depute
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3. Differences and similarities between the three t ranches

3.1. Integration of development and evaluation

Transformational plan

The majority of tranche one schools reported a difficult process of revisions in finalising
their transformational plans. Tranche two and tranche three schools reported mixed
experiences of the journey towards approval of the transformational plan. Some schools
reported a positive experience, which had not been as difficult as they had initially
anticipated. In these instances school leaders spoke highly of the guidance they had
received from Advisers. In some schools the plan underwent less iteration although the
planning process still involved a very significant effort and a high level of consultation.
Other senior managers described their frustration at receiving mixed messages from
different partners and, what they perceived to be, a lack of shared understanding and
shifting objectives.

At the meeting down in Edinburgh when we were awarded the School of Ambition, |
got the impression from the way it was put to us that this was going to be a very
onerous task and it wasn't. It wasn’t because | think the vision of what we had to do
was fairly clear. There were a few changes, but | think what you have in front of you
is maybe version 2A. Depute, T2

We found it really, really challenging and it took much longer actually to have our
transformational plan agreed than we could have possibly anticipated. | think it
suffices to say that the transformational plan that we ended up with was far better, far
clearer than the first one that we had but that the process could have been slightly
improved in that we had a meeting and felt we had a clear idea of what was
expected of us and went away and did it to come back to find out there was yet more
expectation that hadn't perhaps always been there. So to be totally honest, | think it
could have happened more quickly had we been given clearer advice initially.
Headteacher T2

Members of the leadership group in tranches two and three did not report difficulties
derived from a lack of clarity in the original proposal to the same extent as some tranche
one schools. As the Schools of Ambition programme became established and greater
understanding was achieved across the education community, tranche two and three
schools were able to move forward with greater confidence and narrow the foci of their
plans. Senior managers in some tranche three schools suggested their position in the
third tranche meant they were ‘more comfortable’ and ‘understood the rationale’ for
Schools of Ambition far better than schools who joined the programme at an earlier
stage. In contrast with the account from a tranche one school below, tranches two and
three had clearer expectations of what was required to be accepted onto the programme
and were able to refine their plans accordingly

When | go back and look at the transformational plan there is a slight vagueness

about it. | noticed another thing talking to other schools about Schools of Ambition.
Sometimes | thought | have got it in a nutshell, in one sentence | know what this
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school is about with their School of Ambition; whereas with us | think there was
always a vagueness. Now to an extent that's about saying, “Look what are we going
to do to get this bid accepted? Let’s chuck this in. Let's mention that. Let's mention
Curriculum for Excellence or inclusion...” so you press all of the right buttons but
that’s problematic. If you are doing that to impress certain people and get the money
that’s fine, but I think you need to step back and say, "Yeah but actually in real terms,
what is this going to look like and what is the vision? Can we sum it up?” Depute T1

Evaluation

In all tranches it was recognised that progress was facilitated by existing cultures that
were supportive of evaluation. This occurred where the school development plan and the
School of Ambition transformational plan were closely aligned and shared with the wider
school community. Within tranche two there was an earlier acceptance that participation
in evaluation would strengthen links between the School of Ambition and other data
gathering for evaluation purposes. In some tranche two schools the development of
evaluation capacity was part of a CPD programme available for teachers from an early
stage. In one tranche two school teachers’ participation in evaluation activities was
supported from the outset by the allocation of fourteen hours of collegiate activity time in
the school calendar. Another tranche two school provided away days for the Senior
Management Team to consider how The Journey to Excellence linked with the
objectives of School of Ambition.

Our HMle action plans and the School of Ambition plans dovetail together, they
complement each other, because we were aware there were issues that needed
to be addressed. Headteacher T2

All our School of Ambition plans are now incorporated into our whole school
plans, we don't have separate plans. Headteacher T2

Self evaluation is an important aspect of our cycle of improvement...It is
something we do automatically. Rather than as a need or an obligation, it is seen
as a want. We want to find out. It's not a barrier. It's not a hurdle. Headteacher
T2

Several schools across the three tranches suggested that the relationship between
development activities and assessment of outcomes for learners was strengthened as a
consequence of participating in the Schools of Ambition programme. In a minority of
tranche two schools impact assessment was integral to the emerging evaluation
strategies in the first few months of engagement. From an early stage some tranche
three schools suggested that clarity of thinking about outcomes and how they can be
measured were key to School of Ambition. However, it should be noted that other
schools in tranches two and three have found the research and evaluation dimension of
Schools of Ambition just as challenging as their tranche one counterparts.

We need to be clear about the anticipated outcomes and impact and then develop
ways of seeing if we have achieved that... In the model we are proposing the
development groups will take ownership of that process and myself and [the DHT]
will give them the broad framework to work within...It's a case of asking the groups
to gather the baseline information, where we are just now, and then measuring at
regular intervals - whether it is through questionnaires or interviews or whatever
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methods they choose. To get some measure so that we can then say, ‘Well this has
been the impact. These are the number of youngsters that it has had an impact on.
This is how we plan to move things forward in the future. Headteacher T2

Did | think your framework helped? Yes, but it was scary and that is not a fault; it is
not a blame thing. That is a learning curve. Depute T2

As reported in the 2007 Annual Report, the progress schools make is influenced by: (1)
the history and existing culture within the school; (2) dominant perceptions of what
constitutes appropriate ‘research’ in this context; and (3) the available resource that it is
judged appropriate to deploy to school-based enquiry. Some tranche one schools
acknowledged the development of more systematic approaches to evaluation only as
they approached the conclusion of the three-year funded period:

Well, | suppose really when we started out, there really wasn’'t much in the way of
evaluation at all and what we have done is we've developed that. We're just about to
start a new three year planning session, and the staff has been fully involved in the
evaluation and the consultation and the development of the planning process. So
that is quite a change now. | suppose in comparison to a lot of schools, it's very
undeveloped, but it's hugely developed compared to where we were when we
started. So the process is how under way and into that is built things like now we're
just starting to ask staff for evaluations on the online system or we put out
consultation documents, depending what the ... and as a school | suppose we're
beginning to look at the issues of questioning staff. Depute T1

Pupil involvement

Tranche two and three were quicker to involve pupils in evaluation processes and
offered a wider range of opportunities for involvement. There was some hesitance in
involving pupils at an early stage in some of the tranche one Schools of Ambition.

I think it's something we’ve always been reluctant to do, is ask pupils what they think
about teaching and learning, and you know they are generally very positive. Depute
Tl

I do think again that's a change of culture. We had senior pupils involved in
appointing our new Depute, and that was an amazing experience. I'm saying senior
pupils, from third year upwards, and again, that was a very positive experience and
their input to the process, and | have to be honest and say | was a bit cynical about it
initially, but it was very worthwhile. Depute T1

3.2. Patterns of engagement

The organisation of development and evaluation strategies varies across the schools in
all three tranches. In the initial stages, there is general acknowledgement of the
importance of coordination and active promotion of opportunities and developments
associated with School of Ambition. This is particularly important as many schools
engage in intensive activity in the first twelve to eighteen months. Across the course of
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the transformation period, where schools are successful in building effective teams to
carry forward developments and employ strategies to embed those interventions that are
deemed effective within school structures and processes, the need for designated
School of Ambition project roles diminishes.

A tranche one school suggested that the initial creation of a ‘project manager’ post had
been counter-productive, as this had distanced the initiative from the day-to-day work of
the school community. There was a recognition that success depended on the formation
of strong links with teachers’ core concerns. The importance of sharing responsibility
and of embedding revised practices was also stressed. As tranche one schools moved
towards the conclusion of the funded period, some schools reflected that initial
structures put in place to support developments were no longer needed as practices and
ways of working became embedded in the day-to-day life of the school.

Initially we had a steering group and that probably had a shelf life of about a year
and a bit. Beyond that we didn’t need it, because | think we really had genuine
distributive leadership, so that there was no need for that kind of all getting
together. We then were using the structures and procedures that we have in
school, so that people then were sharing it. Because it then became the school
Improvement Plan. We had then moved on to just how we did things, so there was
no need then to have that. Headteacher T1

Several of the tranche two headteachers spoke of the need to prepare the ground
carefully to support the ambitious changes planned through School of Ambition. Integral
to this process was consideration of the starting point that teachers were working from
and the need to develop a coherent approach that would be supported by a critical mass
of teachers in school. Some schools had embarked on school wide consultation
processes. One school had invited teachers and pupils to identify priorities and to
register interest in particular aspects of the development work being undertaken.
Coordinators in tranche three schools similarly referred to a need for wide consultation
and communication and the importance of the coordinator role in providing a ‘push to get
it off the ground'.

We are trying to move from a position of a school that was filled with people with
lots of different ideas and lots of different agendas hidden and otherwise moving
towards a position of common ground... finding common ground so that everyone
can start working towards the same agenda, and feel confident that that is a stable
and solid agenda where they can all achieve. Headteacher T2

The initial part of our plan was very much about raising awareness in individuals,
raising awareness of what we could actually achieve. It was about enabling and
just planting little seeds that | believe have flourished and grown. We have been
preparing the ground since day one and it has been a very, steady stepped
process - the building of the understanding of values, and the increased capacity
that that can create. | think we are now on the verge of a really, really exciting time
when we are just about to build not values but character development into our
curriculum. Headteacher T2

We are now in the position where we have a database of students and staff wishes
and how they want to be involved so it’s there to do that. Headteacher T2
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Senior managers in all three tranches were keen to stress that many of the planned
changes, especially changes in school culture and expectations, would take much longer
than the three-year funded period to embed. One of the tranche two headteachers
acknowledged that building sustainable change in schools sometimes involved
moderating expectations of a ‘quick fix’ among senior staff. Similarly, a tranche three
headteacher suggested that ‘real change’ would take five years to become established.

School of Ambition to me was never about putting additional resources into
classrooms per se. It was about providing people with the necessary skills,
developing attitudes and attributes that would then make it sustainable. If you just
throw the money in, once the money has gone that stops. It is easy to buy
equipment and put it in and get it installed, but changing attitudes and people’s
values is a slow process....and sometimes it is managing your own expectations
because you think this is really valuable. This will work very well. We should be
able to do it tomorrow. Sometimes it's a lot longer than tomorrow. Headteacher
T2

Drivers

Communication was seen as important in driving forward the transformational plan in all
three tranches. Maintaining commitment levels was often associated with sharing
progress with teachers, pupils and the wider community, especially where aspects of the
transformational plan were more closely associated with some curriculum areas than
others. In some tranche two schools, the School of Ambition was given a high public
profile and opportunities were taken to raise awareness of positive developments
resulting from School of Ambition status.

We make sure people are kept up to date, that progress is attributed where
appropriate to School of Ambition. That you actually say that this is as a result of
Schools for Ambition. | try to make sure that at every Senior Management Team |
talk about Schools of Ambition. That’s then given to other members of staff in the
school. This morning | stood up at an informal staff meeting and talked about the
show last night which is part of Schools of Ambition. Any opportunity to speak to
the public through our newsletters or an awards ceremony, | make sure there is
reference to what we are doing with Schools of Ambition. To the students in
assemblies we talk about it... The main thing is making sure things are
happening and that people are seeing things happening and getting engaged
with it. Headteacher T2

Communication was conducted through a variety of channels including the school
council, newsletters, leaflets, display boards, letters to parents, a headteacher weekly
blog and through video diaries/making a documentary of change processes, with
support. Community engagement has been encouraged through community launches
involving the local business community and parents. Several schools had conducted a
whole school launch involving pupils.

Inhibitors
In common with tranche one, members of the leadership group in tranches two and

three emphasised the need to build support for the planned programme of change and
cited staff resistance as an initial inhibitor of progress and key challenge for the future.
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Senior staff acknowledged that some resistance resulted from a lack of effective
communication in the early stages of the project. Authorship of the plan by one or two
members of key senior staff did not encourage subsequent ‘buy in’ from the wider
community.

We realised one of our major shortcomings was the people involved in the
School of Ambition knew a bit but your average member of staff knew nothing
about it. They had heard of it because it has been spoken about in staff
meetings but if you were to stop them in the corridor and say ‘What is School of
Ambition about’, they would go "Well some people are getting money but we are
not!” So there was a general attitude. Depute T2

[The transformational plan] was very much driven by myself....I put forward the
papers, discussed it with the Senior Management Team and it was only after we
were successful we went out to the broader staff. | think that was an issue in
terms of them getting them to buy into it as well. Headteacher T2

Dissemination and a commitment to providing opportunities for the development of a
sense of ownership among non-promoted staff were regarded as important. One tranche
two headteacher suggested the demographic of the teaching population was an issue to
consider in managing change, specifically the implications of a stable and settled staff.

Factors that really enable transformation, | think, are communication and clarity.
Factors that inhibit it are stubbornness and staff that are unwilling to
change...One of the major inhibitors of change is your staff. Depute T2

One of the issues within our own school is that our age profile is such that
significant numbers are going to retire within the next five to ten years and those
staff have been here for virtually their whole teaching career. Trying to change
ways in which they are working and attitudes when they are saying, ‘Well I've
only got a few years to go, why | should want to?’ There are issues around that
and that is one of the difficulties in terms of implementing change. Headteacher
T2

The issue of strong subject identification among secondary school teachers was cited by
a small number of headteachers in all three tranches as a further challenge to be
addressed in moving forward with whole school change. Building a whole school ethos
was threatened by the persistence of fragmented professional identities and the
restriction of the teacher’s role within the ‘privacy’ of the classroom.

In some classrooms teachers still have the view that whatever happens outside
the classroom is nothing to do with them, and that the development of character
or values is nothing to do with them because they are a subject teacher.
Headteacher T2

Tranche two schools cited many of the inhibitors of progress previously reported by
tranche one schools. This included staff turnover particularly, in some cases, the
problem of not having a stable Senior Management Team to take responsibility for the
coordination of activities. Preparation for HMIE inspections was also cited as temporarily
postponing progress. The issue of teacher workload was a recurrent theme and was
cited in some schools as a reason for concentrating evaluation activities in the hands of

44



a minority of senior staff. Several of these senior staff admitted to ‘feeling stressed’,
‘under pressure’ and acknowledged that the pace of change would be greater with a
wider distribution of responsibilities. One school suggested that local authority staffing
structures were restricting the appointment of a Depute post needed to lead the School
of Ambition. A number of schools commented on the challenges of emerging from a
complex set of local circumstances.

| feel that we would have made more progress if | had just been giving more time
to School of Ambition but | have to do SQA and organise prelims as well as
everything else. | feel at times that possibly there’s things that we need to
do...and it has sort of been put on the back burner. Depute T2

If someone is championing a project, and [the headteacher] was very much a
champion, this was [his] vision...people are left to pick up the bits... we get hit
with an HMle, we have got a brand new Depute HT, they have got two Acting
Deputes....it was a nightmare time! So School of Ambition in the big scheme of
things went to the bottom of the pile of priorities. It's maybe not ‘top of the heap’
sometimes, because the kids outside my door, they are my priority. Depute T2

I do not know any teacher who does less than 50 hours a week and yet they are
only paid to do 35 hours. People are working so hard here. | am in here at half
six every morning and | do not leave till 5 pm. And that is not doing School of
Ambition. Depute T2

Concentrating responsibilities among a narrow stratum of senior staff invites the risk of
failing to develop leadership capacity and of establishing weak mentorship for
developing leader-managers. This approach to evaluation is closer to the ‘instrumental’
rather than the ‘developmental’ orientation outlined in the 2007 Annual Report on
Research to Support Schools of Ambition.

The person in charge at the top has to be the lead learner and has to model that
and has to model all of the behaviour that they expect from other people. The
main inhibitors are people who have suffered high levels of stress and poor
leadership...People have ended up in leadership positions who simply don't have
the capacity to lead and for a variety of reasons have come up to the leadership
role with very poor models to follow. Headteacher T2
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4. Summary and conclusions

4.1. Learning issues for schools

The experiences of schools entering the programme in the first tranche indicates
that there is a need to be manage the pace of change carefully, especially in the
first year when pressure to demonstrate progress may be felt most acutely.
Several schools reflected on the value of holding back the pace of change in the
first months and committing time to building support across the wider school
community.

The involvement of a wider constituency of school staff in the planning stages
contributes to the sustainability of initiatives throughout the transformation period
and enhances the sustainability of changes in the longer-term. Although the
original transformational plan may be principally authored by senior management
there is considerable scope for devolution of detailed operational planning and
the promotion of wider engagement through consultation and action planning.

Evaluation has been enhanced where the School of Ambition plan is aligned with
the school development plan. This avoids a perception that there are two
different streams of development taking place in school. It also enables the
School of Ambition plan to be subject to similar levels of deliberation through
established school development planning procedures.

Impact on teaching and learning is enhanced where School of Ambition is not
approached exclusively in terms of ‘additional funding’.

Impact is enhanced when initiatives connect closely with the core concerns and
day-to-day work of teachers. Several schools built on the relative success of
Assessment is for Learning (AifL) to promote attention to pedagogy and
assessment.

Peer-led CPD has proven effective in sharing good practice and disseminating
developments associated with Schools of Ambition across the teaching staff.
One important consequence of peer-led initiatives has been the development of
a culture that is more accepting of classroom observation.

Some Schools of Ambition have been innovative in developing the role of
principal teacher/faculty heads as lead practitioners — ‘learning leaders’ or ‘linked
leaders’. These developments are closely aligned with the promotion of cross-
curricularity in the Curriculum for Excellence.

Attempts to maintain progress across a number of fronts simultaneously within
an academic session has proven challenging for many schools. Progress has
been maintained where the transformational plan has been interpreted flexibly,
allowing for different rates of development across the various strands at different
stages.
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The experience of the first two tranches of schools suggests that it is important to
be aware of the considerable demands placed on lead teachers at particular
junctures, especially where responsibilities are concentrated among a small
group of senior staff who hold numerous other responsibilities.

There is a need to afford sufficient senior management time to the development
and coordination of activities associated with School of Ambition. Whilst
promoting leadership opportunities across the school community, senior
managers lend authority to developments and have a key role to play in
synthesising evidence and bringing coherence to the implementation of the
transformational plan.

Many of the Schools of Ambition have sought to forge wider business and
community links, especially in regard to extending opportunities for vocational
learning and embedding enterprise across the curriculum. In developing links
with employers, new relations of partnership have been negotiated. Within this
experience, relationship building has been identified as critical to sustainable
partnership work.

Working within established policies and procedures that govern education
settings poses particular challenges for schools proposing innovative responses
to specific local needs. Schools need to work creatively to accommodate on-site
and off-site delivery of extended opportunities for vocational learning.

Protracted negotiations with property services, and especially PFI/PPP
requirements, relating to changes to the school estate significantly extend
timescales for the execution of plans and require considerable investment of time
and energy by senior staff in schools.

There is a need to maintain a high profile for developments associated with
Schools of Ambition, including the development of effective communication and
dissemination strategies throughout the transformation period.

4.2. Learning issues for support

Support for the Schools of Ambition needs to emphasise the importance of a
planned cycle of evaluation activities to support informed professional judgement
on the efficacy of interventions. Development (‘doing’) and evaluation (‘critical
reflection” and analysis of data) should not be approached as separate activities.

Whilst the range of learning opportunities has been extended in many schools,
the techniques employed to evaluate developments have changed at a slower
rate. This reflects the relative value attached to different forms of evaluation
evidence in assessments of school performance.

Some schools have made considerable progress in developing evaluation
capacity. Other schools require continued support to clarify the relationship
between interventions and outcomes. This is particularly the case when working
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with ‘soft indicators’. Schools need support in extending the range of evaluation
techniques and in developing skills in interrogating data for understanding.

Support for portfolio building is required from an early stage. The ‘Telling the
Story’ portfolio should be treated as formative, rather than purely summative.
Schools need targeted support in how to present evidence to substantiate claims
made in submissions, that is, in telling a story of evidence-informed change. This
is particularly pertinent to the use of image-based resources in electronic
portfolios e.g. digital video and photographs.

Schools appreciate assistance in making initial points of contact with the
business community. This is a particular issue for smaller schools in rural
locations, where a great deal of time is invested in establishing and sustaining
partnerships.

The concept of ‘partnership’ rarely extends to parents and community groups.
Parents are frequently positioned as providers of information who are consulted
on proposed changes and provided with opportunities to provide feedback —
usually through responding to questionnaires. The Schools of Ambition could be
encouraged to explore innovative ways of engaging with parents and community
groups.

Many schools recognise the need to afford sufficient senior management time to
the development and coordination of the programme of change. Equally,
assessment of impact will be more manageable where those who are involved in
‘delivering’ aspects of the plan on a day-to-day basis are also involved in the
evaluation of interventions undertaken.

There is a need to maintain a high profile for developments associated with
School of Ambition throughout the transformation period and to show evidence of
how this is planned in to the monitoring and review process e.g. how participants
will be recruited to the programme as it develops (including succession planning)
and how emerging good practice will be shared.

In managing the pace of change it is useful to identify particular pressure points
in the school calendar and to have a realistic timeline for developments in each
strand of the transformation plan. Reflection points should be identified at regular
junctures in the planning cycle.

4.3. Conclusions

Accounts from all three tranches suggest a shared concern with promoting teachers’
engagement with processes of change, variously described as ‘buy in’ or ‘ownership’.
This is frequently associated with an espoused commitment to the development of
‘distributed’ leadership. A consistently strong emphasis is placed on generating a sense
of shared purpose and promoting cohesion, that is, attending to school ethos and
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In common with tranche one schools, members of the leadership group in tranche two
schools described low levels of initial support from local authorities in developing the
transformational plan. This was often accounted for by disruption occasioned by
changes in personnel. Schools identified a short time period for the development of draft
plans and a minority of schools described a difficult process of re-drafting and re-
submission before final approval.

Interviewees across all three tranches spoke of their frustration in negotiating with
external organisations in driving forward non-conventional change. Tranches one and
two described how the constraints of current practice often worked against their
commitment to ‘doing things differently’.

School leaders talked of the limited time available to engage in ‘additional’ work required
in the development of systematic evaluation activities. They also shared a cautious
approach to making claims at a relatively early stage in development. There is a
tendency in some accounts to disassociate evaluation from development and this
creates significant gaps in the evidence base used to justify chosen strategies. The
production of retrospective, summative evaluations is more problematic than the
synthesis of evidence from a cycle of formative evaluation activities across the
transformation period. There is stronger appreciation of the formative purposes of
portfolio building in tranches two and three.

Tranche two interviewees drew less attention to the development of personal skills and
personal change in learners, although confidence and self-esteem were recurrent
themes across tranches. Greater attention was afforded to the management of change
or culture work among tranche two accounts than was evident among tranche one
accounts at the same point.

Tranche two and three schools have benefitted from the networking approach developed
through the first year of Schools of Ambition and there is some evidence of later
tranches learning from other Schools of Ambition and sharing lessons with local schools
beyond the Schools of Ambition network. Fraserburgh is in contact with Lossiemouth
High School regarding the development of approaches to coaching and mentoring and
has liaised with St. Machar (tranche two) and Alford (tranche three). Through the
Columba Headteachers Academy Fraserburgh and St. Machar leaders have forged links
with Hawick (tranche one) and Charleston (tranche three). Castle Douglas and Dalry
have contacted Wallace Hall (tranche one) with regard to curriculum restructuring; and
Fraserburgh is sharing experiences of peer mentoring with pupils at Peterhead, Mintlaw
and Ellon (outside the Schools of Ambition programme). Blairgowrie High School
(tranche one) has shared experiences with a number of schools in relation to the
development of rural skills courses; and Doon Academy Learning Partnership (tranche
one) has shared experiences in developing an effective and established Leadership
Academy. Face to face networking has been promoted by the commitment to sharing
experiences and the promotion of pupil leadership demonstrated by the Northern
Schools of Ambition, with Anderson High School playing a key role. Further networking
opportunities were provided by the Schools of Ambition evaluation conference where 52
teachers offered presentations to peers from all three tranches (appendix eight). The
Schools of Ambition VRE and webpages provide additional opportunities for electronic
communication across the schools. The team of advisers and mentors have an
important role to play in facilitating linkage across the schools.
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Mentors have noted how some schools in tranches two and three are more accepting of
the need for evaluation as an integral aspect of development work and a minority of
schools have established a portfolio of evidence at an early stage in the three-year
transformation period. Tranche two leaders articulate a closer relationship between
school self-evaluation and development planning and the School of Ambition
Transformational Plan. Equally, all tranche two leaders connected development priorities
through Schools of Ambition with the challenges of implementing a Curriculum of
Excellence.

The area with the clearest apparent impact in many tranche one schools is the
expansion of opportunities for learners in terms of curriculum choice. Many schools have
made vocational learning a key priority within their transformational plans. Strategies
have included the provision of hospitality/catering, construction, hairdressing and land-
based courses (horticulture, fish farming, green keeping etc). In this regard many of the
Schools of Ambition have taken the opportunities for curriculum flexibility and worked
imaginatively to tailor experiences more closely to local needs and pupil interests. In
some cases this has included working with local authorities to enable changes to the
school week to accommodate a greater element of choice and personalisation of the
curriculum. Significantly enhanced opportunities for learners through changes to the
curriculum have proceeded hand in hand with moves to strengthen the system of
support to enable learners to benefit from extended choice e.g. by providing greater time
for mentoring and pastoral guidance. Curriculum change is thus positioned as one
aspect of a wider set of strategies needed to support learners to achieve.

Many schools sought to build wider links with the business community. Whilst this has
often proved challenging, some schools reported positive consequences beyond initial
expectations. For one school time invested in building links with local employers had
proved successful in re-building wider community relations and re-negotiating the local
identity associated with the school during a difficult earlier period. In this case the
development of vocational learning through sustained outreach activities had gone some
way to restore local confidence in the school.

Members of the leadership group in some of the first tranche of Schools of Ambition note
a developing enhanced professionalism among teachers who have been actively
involved in Schools of Ambition activities. The foci of the transformational plan, when
shared across teams of participants, contribute to a culture wherein conversations about
teaching and learning are more likely to take place on a regular basis. Across accounts
there was a common understanding that curriculum change and positive change for
learners was not attainable without attendant culture work involving those charged with
enacting the proposed changes. The experience of the Schools of Ambition reiterates
the contention that ‘curriculum development is not possible without teacher
development'.

Using the catalyst of an additional resource, many of the Schools of Ambition are
developing local responses to key policy agenda. These include: a commitment to peer-
led CPD for all teachers; the promotion of critical reflection and teacher enquiry;
curriculum flexibility to extend choice and opportunity, including responding to the needs
of learners who may require More Choices, More Chances (SEED, 2006); the promotion
of cross-curricularity through ‘learning leaders’ or ‘linked leaders’; the promotion of
instruction-driven change through peer ‘champions’ e.g. cooperative learning and AifL
techniques. Perhaps one of the more significant changes associated with Schools of
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Ambition, expressed by a tranche one headteacher, is ‘the lack of fear and sense of
adventure surrounding a Curriculum for Excellence and some of the innovative thinking
that is going on in departments on that’. Some of the significant developments to emerge
from Schools of Ambition may not be directly related to the specific objectives of the
transformational plans, but may be evidenced the extent to which the schools evolve as
professional learning communities fitted to embrace change.
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Appendix 1: Key themes within Transformational Plan S

Tranche One

Anderson High School

Building partnerships with other schools globally through
themed curriculum development projects. Use of ICT to
develop global learning through six interlinked projects
with the theme of ‘Living Locally, Learning Globally’.

Arbroath Academy

leadership development;
pupil and community confidence;
enterprising teaching and learning.

Barrhead High School

confidence and resilience;
attainment and achievement;
citizenship;

inclusion;

Blairgowrie High School

vocational education;
learning and teaching/ICT;
leadership development

Braes High School

Building a strong and positive school ethos;
development of new technologies for learning;
enterprise and citizenship

Braeview Academy

developing opportunities to engage with the Arts;
developing a learning community;

developing leadership;

increasing confidence, aspiration and ambition.

Burnhouse School

school ethos/culture;
coaching and peer mentoring;
behaviour management;
restorative justice

Cardinal Newman High School

Cardinal Newman High School focuses on two strands:
enhancing enterprise (in its widest definition) and
expanding its vocational curriculum as part of the middle
school programme.

Castlemilk High and St Margaret
Mary's

teaching for effective learning;
curricular flexibility;

enhancing employability;
improving attendance.

Doon Academy Learning Partnership

numeracy;
Arts across the curriculum;

vocational learning (curricular flexibility);
curriculum enrichment (PE/dance/drama);
ICT

emotional health.

Hawick High School

Hawick High School has four objectives: 1) raising girls’
aspiration and motivation through the Girls of Ambition
project; 2) using formative assessment to promote
effective learning and, pupil attainment and achievement;
3) using ICT to enhance teaching and learning; 4)
utilising the ‘Heart of Hawick Regeneration’ project to
develop young people’s self-esteem, motivation, sense of
aspiration and a ‘can do’ culture.

Inverness High School

social enterprise;
vocational learning;
ICT.

Islay High School

development of new curriculum structures;
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learning and teaching/ICT;
vocational education;
leadership, ethos/culture.

Kirkland High School

promoting leadership for pupils and staff;

enhancing the image of the school in the local community
use of drama/performing arts to enhance learning and
teaching to promote pupil confidence and opportunities

Newbattle Community High School

improved leadership skills and opportunities among
pupils and staff;

strengthening the provision of Arts across the curriculum;
consolidating pupil support mechanisms

Cross-curricular sharing of good practice

Our Lady & St Patrick's High School

OLSP High School investigates the development of
creative thinking through and across the curriculum to
transform the attitudes (motivation, confidence, self-
esteem) and qualities (citizenship, enterprise) of all

pupils.

St Modan's RC High School

Curricular developments revolve around the Arts, culture
and health

St Ninian's High School

St Ninian’s High School has four strands: pupil
motivation, confidence and self-esteem; formative
assessment; modern languages development; and the
use of ICT in school. It is seeking to change behaviour
and attitudes, broaden ambitions of pupils and enhance
pupil engagement. Good practice and innovation in
Modern Languages are being used as a catalyst to
support whole school developments.

St Paul's High School

effective pupil tracking;
learning beyond the classroom.

Wallace Hall Academy

restructuring the curriculum;
learning and teaching;

raising attainment and achievement;
ICT and e-learning

Tranche Two

Brechin High School

development of leadership capacity;

development of ICT and innovative approaches in the
curriculum;

provision of vocational courses across the curriculum for
S3-S6 pupils.

Castle Douglas

Castle Douglas has three main objectives: to expand
vocational learning appropriate to the needs of individual
learners; to enhance the range of ICT courses to equip
pupils with skills appropriate to work and study skills for
the 21% century; and to develop ambition, self
confidence and self esteem and entrepreneurial skills
through enhanced art, music, drama and personal fitness
provision.

Dunbar Grammar

The school intends to use participation in performing arts
to develop pupil confidence, aspirations and give staff
and pupils a shared sense of purpose and improve pupil
engagement.

Fraserburgh Academy

There are three strands to the Fraserburgh
Transformational Plan: promoting leadership and
enterprise; challenge and support (self confidence, high
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expectations and personal responsibility); and the
expansion of vocational opportunities.

Lossiemouth High

Lossiemouth is committed to: developing leadership
capacity and opportunities for pupils and staff; the
promotion of pupil-focused teaching and learning; and
building a positive ethos and relationships in school.

Springburn Academy

The Transformational Plan at Springburn Academy is
based on the following four strands: learning and
teaching; raising the aspirations, ambitions and positive
destinations of vulnerable young people; leadership
development of staff and young people; and increasing
parental involvement.

St Machar

The St. Machar Transformational Plan has the following
objectives: to improve health and fithess activity levels of
all pupils and staff with the aim of improving attainment
and engagement with all aspects of school life; the
development of pupil confidence, self-esteem and
motivation through work on teaching and learning to raise
attainment; and to develop further the school’s ability to
work with parents and the wider school community in
Aberdeen City.

Tranche Three

Alford Academy

successful leadership;

effective learning experiences;

high quality professional development;
21st-century curriculum.

Alloa Academy, Alva Academy and
Lornshill Academy

The transformational for three secondary schools — Alva,
Alloa and Lornshill — focuses on the adoption and
implementation of restorative practice in association with
nationally-recognised training organisations and schools
with previous experience in the use of such practice.

Auchenharvie raising pupil ambitions;

enhancing the curriculum;

improving the health of pupils;

celebrating success (pupil reward system)
Carrick Academy leadership, learning and community

Charleston Academy

improving health and well-being;

increasing community use of Charleston campus;
developing school ethos and promoting achievement;
promoting effective learning and teaching;
developing curriculum for excellence.

Gracemount High School

The Gracemount Transformational Plan has four strands:
ethos for achievement (promoting confident individuals,
ambition, high achievement and the determination to
succeed); leadership and capacity development;
promoting the effective use of ICT to enhance the
learning experience, supporting learner independence
and promoting successful learners; and pathway
development to provide enhanced choice (a wider range
of learning opportunities).

Kilsyth Academy

The Kilsyth Transformational Plan has three
underpinning aims: the use of expressive arts and
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creativity to motivate the whole school community; the
promotion of creative and active teaching and learning;
and leadership development of both pupils and staff.

Kirkcaldy High School

Kilcaldy aims to develop the leadership skills and abilities
and attitudes in staff, pupils and parents through: the
development of leadership programmes; facilitation of
leadership opportunities at every level in the school; the
development of pupils as Ambassadors for the school;
and the development of a coaching and mentoring
programme for staff and pupils. There are four core
themes to the plan: effective leadership, motivational
environments, aspirational learning and enhanced
collaboration.

Lanark Grammar School

staff and pupil development; ICT; communication and
sharing good practice; rich tasks; pupil progression and
decision making; and baseline performance and progress

Orkney: Kirkwall Grammar School, North
Walls Community School, Pierowall
Junior High School, Sanday Junior High
School, Stromness Academy and
Stronsay Junior High School

Enhancing Skills - maximise the impact of learning and
leadership opportunities;

Transforming the curriculum- parity of curricular
opportunity for all pupils in Orkney, enhanced e-learning
opportunities;

Celebrating Success - e-recording of achievement.
Connecting with others - active participants in the global
educational community.

Queensferry

The Transformational Plan addresses culture and ethos,
learning and teaching, community engagement and
leadership.

Renfrew High School

Renfrew High School's Transformational Plan has four
strands: to develop Renfrew High School as a learning
community; to enhance the use of ICT in the learning
process; to develop the leadership of pupils and staff;
and to develop the creative abilities of the pupils.

Rothesay Academy, Bute

improving attainment;

recognising wider achievement;

improving pupil support and engagement in learning;
pursuing excellence;

St Stephen’s and Port Glasgow

strengthening leadership skills across the schools'
communities;

maximising pupils' learning by raising confidence and self
esteem;

improved well-being through health education and
participation in sport, music, art and drama.

Taylor High School

The school will use technology in all aspects of learning
and teaching using co-operative learning approaches for
the benefit of all pupils.

The Nicolson Institute

Pupil confidence and self-esteem, school ethos,
leadership and vocational education.
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Appendix 2: Guidance document on Telling the Story

Schools of Ambition - Telling the School’s Transfor mation Story

Background

There are 52 Schools of Ambition now in place across Scotland, all of which are
undertaking a range of different activities and interventions, and are at different stages in
the journey. As you are aware all of the SOA have been undertaking evaluative Action
Research on the impact of interventions within schools, and a number of schools,
(especially in the first tranche) have been asking for some guidance on how they might
present not only these outcomes, but the key learning points for the school, staff and
pupils. This document presents a suggested format for the presentation of your school’s
transformation story that outlines the key elements to be considered for inclusion, but is
hopefully flexible enough to allow each school to adopt their own individual ways of
sharing experiences. The length of your account will depend on the format that you
choose to adopt, but it is suggested that you seek to ensure that what is produced will
make sense to the wider educational community, who may not have been directly
involved in the SoA initiative.

Objective

The primary purpose of the feedback on the SoA outcomes is twofold. It will be a
celebration of achievement, contextualising the transformational plans and the activities,
as well as documenting the progress and impact over the three years. However, it is
recognised that this part of the story can only ever be a snapshot of the impact of the
changes introduced and that there may well be additional outcomes in the years to
come. For this reason we would like the evaluative research to be presented as part of a
reflective document which highlights the key learning points for the school, and which
will provide a marker or foundation stone for continued school development.

Suggested Structure

Introduction
Narrative, giving an outline of the vision and Transformational Plan,
contextualised in terms of the school’s challenges.
Activities undertaken by the school, including commentary on the
challenges, processes, difficulties etc.

Reflection on interventions
How far have you come in achieving your vision?
What worked well and why?
What didn’t work?
What changes were made from the original plan?
What still needs to be done?
What would you change if you were starting again, and what advice
would you give to other schools?
What changes do you expect to see in the future?
What were the key learning points for the school?
Reflection on the teacher researchers’ ‘journeys’

56



Evidence of impacts and outcomes

- What research questions were addressed and how do they relate to the
goals in the transformational plan?
What methods were employed and why?
How was the research undertaken?
What evidence was gathered and analysed?
Were there aspects of the research that were not completed or were not
successful?
What were the impacts on teachers, pupils and wider community? -
presentation of evidence.

Routine monitoring and evaluation data may be attached in appendices to this account
of the research and enquiry activity in school. This section is primarily concerned with
the rationale for the investigations undertaken, the choice of methods of enquiry and the
claims that can be made on the basis of evidence gathered.

Sustaining the change
- What are you doing to sustain the changes?
What will influence the sustainability of the changes?
What will you continue to do differently?
How will you know if the vision has been achieved?
Has the process promoted teachers’/others’ capacity to evaluate?

External support
Input from the Local Authority
Input from the university research team
Input from the Senior Advisers
Input from other sources (including partner organisations)

We would like the Local Authority also to outline what they feel are the key learning
points, and how they are going to disseminate the lessons emerging from the school’s
involvement in the Schools of Ambition programme.

Format of the feedback

This is really up to the schools, but ideally we would like the presentation to reflect the
innovative nature of the programme, with use of multi-media, photographs, recordings
etc., anything in fact that the school can include that demonstrates the impact of the
Schools of Ambition initiative in their school. Schools might also consider for instance,
including accounts or outputs from the planned Pupil Conferences.

Preparation of the feedback

You may wish to seek advice from your university research mentor, and the SoA Senior
Advisors in preparing your submission. You may also make use of the VRE to compare
notes with colleagues in other Schools of Ambition.

It is anticipated that the work may be undertaken and submitted as soon as it is
completed but certainly no later than the end of the calendar year 2008.

This document has been prepared by the, Scottish Government Support Team, in collaboration
with the Research Support Team. January 2008
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Appendix 3: The Schools of Ambition 2007/08
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Appendix 4: Research-led project work, September 2 006-July 2008

September 2006

Introduction to the schools: ‘One Year On’ event, Stirling University, September 29"
2006.

Development of topic guide for first round of key informant interviews.
VRE induction/training for mentor team.

October

First support visits to schools by the mentor team.

Semi-structured interviews commenced with senior staff in the Schools of Ambition.
Schools of Ambition VRE populated with resources.

Records of school visits maintained using the VRE.

November
Online environment (VRE) trialled by the research team.

Proposal for a ‘Schools of Ambition’ conference prepared.

December

Completion of first ‘research skills workshops’ requested by schools/first round of
support visits.

January 2007

Telephone interviews conducted with external partners working with the Schools of
Ambition (n=30).

Completion of 42 interviews with members of the Leadership Groups.
Mentor team commence second round of support visits.
Transcription and analysis of interview data.

Report preparation.

February
VRE launched with the first 21 schools.

Evaluation summaries (action research projects) shared across the Schools of Ambition
using the VRE.

Evaluation matrix (summary of research strands in each school) prepared and shared
via VRE.
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First interim report prepared and submitted to the Research Advisory Group.

March

Expansion of mentor team to accommodate tranches two and three.
Induction event for seven tranche two schools.

First meeting with tranche three schools.

Preparation and submission of plan of support for years two and three to the Research
Advisory Group.

Call for contributions to the Schools of Ambition conference circulated to schools.

April
Conference planning.

Support visits to the schools by members of the mentor team.

May

Inaugural Schools of Ambition Evaluation Conference, Paramount Highland Hotel,
Stirling.

Conference evaluation/conference report prepared.
Conference materials shared via the VRE.

First support visits to the tranche two schools (n=7) with Scottish Executive Senior
Advisors.

Five day North Atlantic Conference attended by mentor and seven Schools of Ambition.
Support visits to the schools by members of the mentor team.

June

Semi-structured interviews conducted with the teacher-researchers working within the
Schools of Ambition (n=34).

Second interim report prepared and submitted to the Research Advisory Group.

Design, pilot and distribution of e-questionnaire to all school-based participants — Senior
Management Team, Research/Project Coordinators, teacher researchers (n=62).

Conclusion of support visits to the schools by members of the mentor team.

July

Entry and analysis of survey data.

Preparation of Annual Report.

Preparation for the induction event for tranche three schools (September 12th 2007).
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August 2007
Final editing of 2007 Annual Report

September
Induction event for tranche three schools (September 12th 2007).

October - December
Support visits to schools by the mentor team

January 2008
‘Telling the Story’ guidance document shared with all tranche one schools

February
Tranche two leadership interviews completed. Support visits to schools.

March
Presentation of tranche two interview analysis to the Research Advisory Group

April
Conference planning.
Telling the story emphasis in tranche one schools

May

Conference planning and support for schools preparing presentations.
Support visits to the schools by members of the mentor team.
Preparation of online questionnaire.

Completion of semi-structured interviews

June

Second Annual Evaluation Conference, Crowne Plaza Hotel, Glasgow
Focus on preparation of ‘Telling the Story’ portfolios

Online questionnaire distributed

July

Entry and analysis of survey data.
Preparation of 2008 Annual Report.
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Appendix 5: Interview guide for leadership group, t ranche one

Interview gquide for the second round of leadership interviews with tranche one Schools
of Ambition

We first interviewed key personnel with responsibility for leading developments in the
first twenty-one ‘School of Ambition’ between October and December 2006. As these
schools enter the final year of the three-year transformation period, we want to establish
what can be learned from the experience. Drawing on the main themes to emerge from
the first round of interviews, we want to revisit key issues.

Planning for transformation
1. How have you used the ‘transformational plan’ in this school? How has it
developed over the duration of the project?
- Through reflection, iterative review
- Through changes in external set of circumstances

2. At this stage, to what extent have the main goals set out in the TP been
achieved?

3. In your opinion, what were the main drivers of this success?

4. Where areas did not develop as expected, why was this?

School culture
5. In this school who a responsible for leading the various strands of the TP?
6. How have the main objectives and the ‘vision’ been shared across the school
community?
- With teachers and support staff
- With pupils
- With parents
7. How were activities across the various strands of the TP coordinated in school?
- Communication
- Removing organisational barriers (time to meet, plan, share)
8. Have any new ways of working emerged from your involvement in Schools of
Ambition?

Community partners
9. Over the course of the ‘transformation period’ has the involvement of community
partners in the life of the school changed at all? In what ways?
- Business community
- Wider local community

10. How will you sustain/develop the involvement of community partners?
11. What further support would be helpful to promote the involvement of business
and other community partners ?

12. Have there been any barriers to involving business and other community
partners?
a. How have you addressed these challenges?

Change for learners: impact
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13. In what ways has SoA produced positive change for learners in terms of:
a. Attainment (in academic terms: test/exam results and descriptive
approaches)
b. Achievement (wider learning and skills)
c. Personal outlook (esteem, confidence, ambition/aspirations)

14. In each case, how was this achieved?
a. What made the difference?
b. How do you know?

Curriculum change — a Curriculum for Excellence
15. Curricular change is major feature of many schools’ transformational plans.
During the transformation period, how has this school:
a. Supported staff through this process of change (formal and informal
professional learning)
b. Involved parents and other stakeholders (consultation)

Leadership capacity
16. To what extent are responsibilities for change and development devolved?
a. Inrelation to Schools of Ambition
b. In school generally

17. What range of opportunities for leadership development are available for:
a. Non-promoted teachers (teacher leadership)
b. Pupils (pupil leadership)
c. Other professionals in school (classroom support/librarians/ancillary staff)

18. How has this developed since the start of the transformation period?
- By design or evolved through participation in SoA developments?

19. What preparation, if any, was offered to support leadership development?
Evaluation of developments

20. How has the school evaluated the range of activities/developments associated
with School of Ambition?

21. In what ways has evaluation informed planning during the transformation period?
formative/summative balance

22. How is the gathered evidence informing practice in school? What are you now
doing differently?

23. What new data is the school now gathering?
- Why is this important?

24. What have been the main challenges in collecting and analysing data?
- Resourcing this process
- Technical skills

25. What has helped to support the development of evaluation capacity in school?
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26. Are the approaches to data gathering and reporting you've described different
from approaches you used before Schools of Ambition? (e.g. HGIOS? Quality
Indicators) In what way?

Professional development and support
27. To what extent has involvement with Schools of Ambition contributed to the
professional development of teachers in this school? (professional knowledge
and skills)
- Which teachers? (strand leaders, teacher-evaluators, other teachers &
support staff)
- What proportion of teachers is involved?
-What is the nature of their involvement?

28. What are the support needs of teachers who take on an evaluation role?
- How have you responded to these needs?

Sustainability and future development planning

29. Thinking back to the development of the TP, has ‘Schools of Ambition’ influenced
how development priorities and routes to their achievement are now identified? In
what ways?

30. What contribution do other stakeholders now make to shaping school
development priorities?
- Parents
- Local businesses
- Other community groups

31. Which aspects of change were most resource intensive?
- staffing
- capital
- time

32. Which aspects of change required little or no resources?

Key learning points
33. If you were to embark on School of Ambition again in this school,
a. What would you do differently? Why?
b. What would develop further? How?
c. What would you keep the same?

34. In your opinion, what are the main lessons other schools in similar circumstances
can learn from your experience?
a. Other Schools of Ambition (tranches two and three)
b. Other secondary schools in Scotland

Is there anything that you would like to add?
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Appendix 6: Interview guide for leadership group, t ranches two and three

Interview topics for member of the leadership group with overall responsibility for project
management in T3 Schools of Ambition (April 2008)

Views on the main programme goals

The transformational plan provides details of the aims of your initiative but could
you please summarise what you think the initiative is trying to achieve.

Probes:
Have there been any changes to the original aims?
Can you tell us why/explain the reasons for this.
What were the main reasons for implementing the initiative in your school?

Implementing the initiative

Were there any challenges involved during the planning and implementation of
the initiative?

Probes:
How have you dealt with these challenges?

Did you make any contingencies for the implementation/anticipate any
difficulties at the outset?

What organisational support has there been for the initiative in your school?
Probes:
Who is seen as providing organisational support?
What has been the most helpful support and why?

Progress and outcomes to date

What criteria and indicators were seen as appropriate to monitoring progress and
‘distance travelled’ on the individual transformation targets?

Was there consensus about these criteria at school level and more widely?
How have you evaluated progress so far?

To date, what evidence is there that the initiative has had an impact concerning
the intended aims?

Probe: Evidence from various stakeholder groups e.g. pupils, teachers,
parents, others. Also nature of evidence (qualitative etc)

Have there been any unexpected outcomes, either positive or negative? What
has gone well/is going well and not as you expected?

Factors that enable or inhibit transformation

At this stage, what factors do you think have facilitated progress towards your
transformation goals?
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Probe: In what ways have they helped?

At this stage, what factors do you think have inhibited progress towards your
transformation goals?

Probes:
What has or can be done to address these inhibiting factors?
How have you tried to deal with this/what measures have you put in place?
Partnership working
Have business and other community partners been involved in supporting the
initiative?
Probes:

If yes, what partners are involved? What role have they played in supporting
the school’s transformation?

How useful/helpful have they been?
Sustainability of the initiative
How sustainable do you think the initiative is for your school?
Probes:
What conditions (pressures/factors) would affect the sustainability?

In the long term, are some aspects of what you are doing more sustainable
than others? Can you tell us which ones and why?

Do you think other schools could pursue a similar initiative, given similar
circumstances and resources?

Probes:
What particular elements are more or less transferable?
What elements are seen as context specific/dependent?

Has participation in the SoA initiative promoted the school’'s ability to self-
evaluate?

Probes:
If yes, in what ways/how has it enabled you to do so?
If no, what sort of help do you need?

Disseminating good practice and networking

Has your school been involved in disseminating and sharing ideas concerning
the Schools of Ambition initiative?

Probes:
What was this?

Who was involved (e.g. which other schools, wider education community,
policy makers and other stakeholders)?

How useful was this?
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How can schools be supported to disseminate the lessons learned/good practice
concerning the process and impact of school transformation that have emerged
from the Schools of Ambition?

Probe:
What support do schools need in disseminating the lessons learned?
Is there anything else that you would like to add?
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Appendix 7: Online questionnaire results

SECTION 1: General information

Table 1: Role of respondents

Question 1: Position in school

Question 1

Percentage

Depute Head Teacher

45%

Faculty Head

3%

Head Teacher

28%

Other

3%

Principal Teacher

17%

Project Manager

3%

Grand Total

100%

Question 2

Table 2: SoA returns from schools

Count

Percentage

Alloa Academy

3%

Anderson High School

7%

Barrhead High School

3%

Blairgowrie High School

3%

Brechin High School

3%

Cardinal Newman High School

3%

Carrick Academy

7%

Castle Douglas

3%

Doon Academy Learning Partnership

10%

Fraserburgh Academy

3%

Gracemount High School

3%

Inverness High School

3%

Kilsyth Academy

7%

Kirkwall Grammar School

3%

Lossiemouth High

3%

Newbattle Community High School

3%

Nicolson Institute, The

3%

Our Lady & St Patrick's High School

3%

Port Glasgow

3%

Sanday Junior High School

3%

South Queensferry

3%

St Machar

3%

St Modan's RC High School

3%

Stromness Academy

Y R G R R L R N T L [ IR TS TIPS PO FEN TSN R JSN

3%

Grand Total

N
©

100%
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Table 3: Returns by tranche

Question 3: Which Schools of Ambition tranche is your school part

of?

Question 3 Count Percentage
Tranche 1 12 41%
Tranche 2 5 17%
Tranche 3 12 41%

Grand Total 29 100%

Table 4: Returns by LA
Count of Question 4: Local Authority:

Question 4: Local Authority: Count Percentage
Aberdeen City 1 3%
Aberdeenshire 1 3%
Angus 1 3%
Clackmannanshire 1 3%
Dumfries and Galloway 1 3%
East Ayrshire 3 10%
East Renfrewshire 1 3%
Edinburgh, City of 2 7%
Eilean Siar 1 3%
Highland 1 3%
Inverclyde 1 3%
Midlothian 1 3%
Moray 1 3%
North Lanarkshire 3 10%
Orkney Islands 3 10%
Perth and Kinross 1 3%
Shetland Islands 2 7%
South Ayrshire 2 7%
Stirling 1 3%
West Dunbartonshire 1 3%
Grand Total 29 100%

SECTION 2.

Table 5: Involvement in evaluating your school’'s So A work.
What role do you have in evaluating your school's SoA work?
Question 5: Total count
Responsible for determining evaluation priorities 24
Responsible for at least one strand of evaluation activity
associated with the Transformational plan 16
Designing aspects of the evaluation 25
Co-ordinating evaluation activities 23
Collecting evaluation data/evidence/information 20
Analysis of evaluation data/evidence/information 22
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Table 6: Formation of evaluation group
Question 6: Have you formed an evaluation (or enquiry)

group to lead the evaluation of SoA activities in your school? | Count Percentage

No 13 46%

Yes 15 54%

(blank) 0%

Grand Total 28 100%
Table 7: Size of evaluation group

Question 7: If yes, what is the size of this group? Count Percentage

1-2 persons 3 19%

3-5 persons 6 38%

6-8 persons 7 44%

(blank) 0%

Grand Total 16 100%
Table 8: Composition of evaluation group

Question 8: Who is a member of this group? Count Percentage

A balance of promoted and non-promoted posts 10 63%

Largely non-promoted posts 2 13%

Largely senior management 25%

(blank) 0%

Grand Total 16 100%
Table 9: Recruitment

Question 9: How was this group formed? Count Percentage

Delegation as part of existing roles and responsibilities in

school 5 31%

Open invitation to all staff 4 25%

Other, please specify* 3 19%

Targeted recruitment by senior management 4 25%

(blank) 0%

Grand Total 16 100%
Table 10: Staff involvement in evaluation

Question 11: Approximately what proportion of staff are

directly involved in evaluation activities at your school?

(collecting, analysing and sharing evidence from evaluation) | Count Percentage

15-30% 4 14%

31-45% 2 7%

46-60% 1 3%

Less than 15% 18 62%

Over 75% 4 14%

Grand Total 29 100%
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Table 11: Pupil involvement

Count of Question 12: Has your evaluation involved pupils as data gatherers/researchers during

this session (2007/08)?

Question 12 Count Percentage
No 14 50%

Yes 14 50%
(blank) 0%

Grand Total 28 100%

Table 12: Parental involvement

Count of Question 13: Has your evaluation
gatherers/researchers during this session (2007/08)?

strategy involved parents as data

Question 13 Count Percentage
No 22 76%

Yes 7 24%

Grand Total 29 100%

Table 13: External partners

Count of Question 14: Are other organisations or individuals involved in gathering data to
support your evaluation of SoA? (e.g. LA personnel, external consultants etc.

Count Percentage
No 18 62%
Yes 11 38%
Grand Total 29 100%

Table 14: Evaluation experience

Count of Question 21: Prior to your involvement in evaluation through SoA, did you have any

previous experience of conducting systematic evaluation or research?

Question 21 Count Percentage
No 15 52%
Yes 14 48%
Grand Total 29 100%
SECTION 3: Support for SoA evaluation
Table 15: Confidence in determining evaluation prio  rities
Question 22: Determining evaluation priorities Count Percentage
1 Very confident 8 31%
2 Fairly confident 16 62%
3 Not very confident 2 8%
(blank) 0%
Grand Total 26 100%
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Table 16: Confidence in designing or conducting qua

Question 22: Designing or conducting quantitative

evaluation methods (e.g. surveys, statistical evidence etc) Count Percentage
(blank) 0%
2 Fairly confident 10 38%
3 Not very confident 8 31%
1 Very confident 8 31%
Grand Total 26 100%

Table 17: Confidence in designing or conducting qua

Question 22: Designing or conducting qualitative evaluation
methods (e.g. interviews, focus groups, observations,

textual & document evidence) Count Percentage

(blank) 0%

2 Fairly confident 15 58%

3 Not very confident 23%

1 Very confident 19%

Grand Total 26 100%
Table 18: Confidence in coordinating evaluation act ivities

Question 22: Coordinating evaluation activities Count Percentage

(blank) 0%

2 Fairly confident 13 52%

3 Not very confident 12%

1 Very confident 36%

Grand Total 25 100%

Table 19: Confidence in analysis of quantitative ev
Question 22: Analysis of quantitative evaluation data

aluation data (numerical,

(numerical, statistical) Count Percentage

(blank) 0%

2 Fairly confident 11 44%

3 Not very confident 20%

1 Very confident 28%

4 Not at all confident 8%

Grand Total 25 100%
Table 20: Confidence in analysis of qualitative inf
evidence)

Question 22: Analysis of qualitative information (e.g. textual

& document evidence) Count Percentage

(blank) 0%

2 Fairly confident 15 58%

3 Not very confident 4 15%

1 Very confident 7 27%

Grand Total 26 100%

ntitative evaluation methods

litative evaluation methods

statistical)

ormation (e.g. textual & document
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Table 21: Confidence in reporting evaluation findin

gs in school

Question 22: Reporting evaluation findings in school Count Percentage
(blank) 0%

2 Fairly confident 12 46%

1 Very confident 11 42%

3 Not very confident 3 12%

Grand Total 26 100%

Table 22: Confidence in sharing good practice by le

ading in-house CPD

Sharing good practice by leading in-house CPD Count Percentage
(blank) 0%

2 Fairly confident 12 50%

1 Very confident 10 42%

3 Not very confident 2 8%

Grand Total 24 100%

Table 23: Confidence in compiling the Telling the S

tory portfolio

Compiling the Telling the Story portfolio Count Percentage
(blank) 0%

2 Fairly confident 13 50%

1 Very confident 23%

3 Not very confident 27%

Grand Total 26 100%

Table 24: Virtual Research Environment

evaluation activities in other Schools of Ambition?

In the last six months, have you used the Virtual Research Environment (VRE) to find out about

Question 28 Count Percentage
(blank) 0%

3 No, but I intend to 8 31%

2 No 11 42%

1Yes 7 27%

Grand Total 26 100%

Has your involvement with evaluation through the Schools
of Ambition increased your capacity to integrate research

Table 25: Capacity to integrate research approaches

in everyday practice

approaches in your everyday practice? Total Percentage
1 Yes, alot 5 19%

2 Yes, alittle 17 65%

3 Not at all 4 15%
(blank) 0%

Grand Total 26 100%
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Table 26: Support for evaluation

Other than support from the SoA Research Mentors, have
you received any training or other support concerning doing

research/ evaluation? Count Percentage

1Yes 3 12%

2 No 22 85%

3 don't know 1 4%

(blank) 0%

Grand Total 26 100%
Table 27: Regional networking event

How useful are ace to face regional networking events? Count Percentage

N/A 3 12%

(blank) 0%

2 Fairly useful 11 42%

1 Very useful 12 46%

Grand Total 26 100%
Table 28: National networking events

How useful are ace to face national networking events? Count Percentage

1 Very useful 10 38%

2 Fairly useful 12 46%

3 Not very useful 4%

N/A 12%

(blank) 0%

Grand Total 26 100%
Table 29: School contacts

How useful are direct approaches to schools

(telephone/email)? Count Percentage

1 Very useful 12 46%

2 Fairly useful 11 42%

3 Not very useful 1%

N/A 8%

(blank) 0%

Grand Total 26 100%
Table 30: Visit to schools

How useful are visits to other schools? Count Percentage

1 Very useful 13 52%

2 Fairly useful 10 40%

N/A 2 8%

(blank) 0%

Grand Total 25 100%
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Table 31: Schools of Ambition website
How useful are the Schools of Ambition web-pages e.g.

case studies? Count Percentage

1 Very useful 4 15%

2 Fairly useful 15 58%

3 Not very useful 23%

N/A 4%

(blank) 0%

Grand Total 26 100%
Table 32: Local Authority links

How useful are Local Authority promoted links? Count Percentage

1 Very useful 1 4%

2 Fairly useful 8 31%

3 Not very useful 8 31%

4 Not at all useful 3 12%

N/A 6 23%

(blank) 0%

Grand Total 26 100%
Table 33: Adviser links

How useful are Scottish Government Advisor promoted

links? Count Percentage

1 Very useful 5 19%

2 Fairly useful 14 54%

3 Not very useful 8%

4 Not at all useful 4%

N/A 15%

(blank) 0%

Grand Total 26 100%
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SECTION 4. Main evaluation activities conducted to
your school

Table 34: Evaluation methods

date for Schools of Ambition work in

Type of evaluation/ research and monitoring activit ies Count
School generated surveys (paper-based and online ) 24
Focus groups (small group discussions) 20
Individual interviews 19
Data extracted from school records (attainment, attendance, behaviour, destination of school leavers etc) 16
Information from contact with parents (e.g. transition to secondary school, options queries, school events,
parents consultation evenings) 15
Pupil enquiry group 10
Peer observation of lessons 10
Sharing evidence and ideas with other schools 9
Surveys generated by other researchers 8
Parent consultative group 8
Image-based research 8
HMle guestionnaires for pupils 7
Review of policy documents 6
Cognitive Abilities Testing 6
HMle guestionnaires for parents 6
Review of existing research studies 4
Health and fithess monitoring 2
Other types of research activities/ evidence gathering 0

Table 35: Methods by target group

Type of evaluation/ Staff Pupils Parents Other  stakeholder
research activity groups
Survey 15 25 13 2
Interviews 12 21 8 5
Focus groups 9 18 8 3
Have evaluation activities in your school contribut ed to:
Table 36: School development and improvement planni ng
School development and improvement planning Count Percentage
1 Yes, significantly 9 35%
2 Yes, to some extent 15 58%
4 Unsure 2 8%
(blank) 0%
Grand Total 26 100%
Table 37: Refining the Schools of Ambition transfor mational plan
Refining the Schools of Ambition transformational plan Count Percentage
1 Yes, significantly 11 44%
2 Yes, to some extent 8 32%
3 Not at all 3 12%
(blank) 0%
4 Unsure 3 12%
Grand Total 25 100%
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Table 38: Local curriculum development

Local curriculum development Count Percentage

1 Yes, significantly 5 19%

2 Yes, to some extent 10 38%

3 Not at all 5 19%

4 Unsure 6 23%

(blank) 0%

Grand Total 26 100%
Table 39: Professional development of participating teacher evaluators

Professional development of participating teacher evaluators Count Percentage

1 Yes, significantly 8 31%

2 Yes, to some extent 11 42%

3 Not at all 2 8%

4 Unsure 5 19%

(blank) 0%

Grand Total 26 100%

Table 40: Informing the development of future Schoo
Informing the development of future Schools of Ambition activities

Is of Ambition activities

(second cycle of activities) Count Percentage
1 Yes, significantly 10 38%

2 Yes, to some extent 9 35%

3 Not at all 4 15%

4 Unsure 3 12%
(blank) 0%

Grand Total 26 100%

Table 41: Assessing the impact of Schools of Ambiti
Assessing the impact of Schools of Ambition activities on pupil

on activities on pupil achievement

achievement Count Percentage
1 Yes, significantly 9 35%

2 Yes, to some extent 13 50%

4 Unsure 4 15%
(blank) 0%

Grand Total 26 100%

Table 42: Assessing the impact of Schools of Ambiti
motivation

Assessing the impact of Schools of Ambition activities on pupils’

on activities on pupils’ confidence or

confidence or motivation Count Percentage
1 Yes, significantly 13 52%

2 Yes, to some extent 11 44%

4 Unsure 1 4%

(blank) 0%

Grand Total 25 100%

78



Table 43: Assessing the impact of Schools of Ambiti

(including parents, community groups etc)
Assessing the impact of Schools of Ambition activities on the

on activities on the wider community

wider community (including parents, community groups etc) Count Percentage

1 Yes, significantly 4 15%

2 Yes, to some extent 13 50%

3 Not at all 3 12%

4 Unsure 6 23%

(blank) 0%

Grand Total 26 100%
Table 44: Modification of the transformational plan

Has the original transformational plan for your school been

modified as a result of findings from school-led research/

evaluation? Count Percentage

1 Yes, significantly 2 8%

2 Yes, to some extent 8 31%

3 Not at all 11 42%

4 Unsure 5 19%

(blank) 0%

Grand Total 26 100%
SECTION 5. Professional development
Table 45: Impact on professional development

Has your evaluation role for Schools of Ambition had any impact

on your own professional development? Count Percentage

1 Yes, significantly 7 29%

2 Yes, to some extent 15 63%

3 No 1 4%

4 Unsure 1 4%

(blank) 0%

Grand Total 24 100%
Table 46: Accreditation via SQH

SQH Count Percentage

1Yes 3 13%

2 Not yet - possibly in the future 6 25%

3 Definitely not - not interested 11 46%

4 Doesn't apply/I'm not a teacher 4 17%

(blank) 0%

Grand Total 24 100%
Table 47: Chartered Teacher Programme

Chartered Teacher Count Percentage

1Yes 1 5%

2 Not yet - possibly in the future 2 11%

3 Definitely not - not interested 11 58%

4 Doesn't apply/I'm not a teacher 5 26%

(blank) 0%

Grand Total 19 100%
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Table 48: Accreditation via other Masters qualifica  tion

Other Masters programmes in Education Count Percentage

2 Not yet - possibly in the future 5 26%

3 Definitely not - not interested 10 53%

4 Doesn't apply/I'm not a teacher 4 21%

(blank) 0%

Grand Total 19 100%
Table 49: GTCS Certificate of Professional Recognit  ion

GTCS Certificate of Professional Recognition Count Percentage

1Yes 2 13%

2 Not yet - possibly in the future 2 13%

3 Definitely not - not interested 8 50%

4 Doesn't apply/I'm not a teacher 4 25%

(blank) 0%

Grand Total 16 100%
Table 50: Positive impact

At this stage in implementing your school’s transformational plan

do you think there is any evidence of positive impact in terms of

the transformational objectives? Count Percentage

1Yes 15 63%

2 To some extent 9 38%

(blank) 0%

Grand Total 24 100%
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Appendix 8: Evaluation Conference 2008

Conference Programme

9:30 Registration (coffee/tea) Castle Conservatory

10:00-10:15 Welcome and Introduction Castle Suite
Professor lan Menter and Deirdre Kelly

10:15-10:45 Telling the Story, Islay High School Castle Suite
Liz Cunningham and Stephen Harrison

10:45-12:00 Parallel session 1

Barra Suite Jura Suite Shuna Suite Staffa Suite

Leading change Evaluation Teacher-led evaluation | Posters and

Workshop report presentations:

Tranche 3 schools

Building and sustaining
a culture of creativity,
innovation and effective
leadership.

Catherine O'Keane and
Stephen Snee,
Cardinal Newman High
School

Embedding evaluation
in management of
change.

Sheelagh Rusby, Castle
Douglas High School

Implementation of the
Learning to Learn
programme in S1.
Jacqui Lynam, Renfrew
High School.

Leaders for Tomorrow.
Morag Towndrow, Kay
Crawford and Lindsay

Potter, Barrhead High

School.

Evaluating the impact of
Arts across the
curriculum on teaching
and learning.

Patrick O’'Rourke,

Embedding Vocational
Courses.

John Devine and Jim
Pyott, Blairgowrie High

Elaine Brooksbank,
Douglas Gooding and
Kirsten Bax, Doon
Academy

Evaluating the
development of Creative
Thinking. David
Docherty, Our Lady and
St. Patrick’s High
School.

Gaining Practical
Knowledge through
Action Research. Jane
Esson, Arbroath

Auchenharvie — the
journey so far, Rae
Anderson.

Transforming Carrick
Academy: The journey
begins... Jonathan Rusk
and Jamie Wilson.

TBC Emma Duke and
Roseanne Murray,
Clackmannanshire.

TBC Louise Nichol,
Rothesay Academy.
Developing Pupil
Leadership, Alan Dick, St.
Stephen’s and Port
Glasgow

Dipping a tentative toe into
research, Carole Brodie,

School. Academy. Kilsyth Academy.

12:00-12:45 Buffet lunch Castle Conservatory

12:45-14:00 Parallel session 2

Barra Suite Jura Suite Shuna Suite Staffa Suite

Leading change Evaluation Workshop Teacher-led eval  uation | Teacher-led evaluation
report reports & evaluation

support session

Changing Hearts and
Minds. Kevin Trewartha,
The Nicolson Institute.

Building an electronic
portfolio of evaluation
evidence.

Graeme Wallace and
Donald McCallum,
Braeview Academy

Evaluation of
Distributive Leadership.
Fiona Malcolm,
Lossiemouth High
School.

Engaging teaching staff
in the processes of
examining classroom
strategies for better
engaging pupils. Rod
O’Donnell, St Margaret
Mary's Secondary
School-Castlemilk High
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Teaching and Learning:
Our Journey to
Excellence.

Susan Duffy and
Annabelle Skinner,
Hawick High School

Leadership, evaluation
and school
improvement.

Supporting a pupil
enquiry group in a
School of Ambition.

Claire Schutz, Castle
Douglas High School

Investigating the impact
of residential
experiences on
leadership development.
Neil Blance, Orkney
Secondary Sector.

An investigation into
teacher and pupil usage
of SCHOLAR and the
impact on teaching and
learning

Andrea Weir, Wallace
Hall

‘Sharing the Caring’
Christine Carter and
Colin Bragg, Anderson

Evaluation support, The
SCRE Centre
An opportunity to ask

Steve Dempsey, High School guestions and receive

Brechin High School advice from members of
the Research Support
Team.

14:00-14:15 Afternoon tea/coffee break Castle Conservatory

14:15-15:30 Parallel session 3

Barra Suite Jura Suite Shuna Suite Staffa Suite

Leading change Evaluation Workshop  Tpacher-led eval  uation | Teacher-led evaluation

report report

A Learning Community
of Ambition.

Zoe Houghton and
Margaret Wilson, Lanark
Learning Community

Qualitative data
analysis.

Fran Payne, Aberdeen
University

Evaluation of ICT
developments in
Inverness High School,
Ritchie Cunningham.

Evaluating the impact of
target setting.

Gemma Blackburn,
Wallace Hall Academy.

Building Pathways to
Success - An Alternative
Vision for a Curriculum
for Excellence. Jim
Cassidy, Gracemount
High School.

Transformational and
sustainable change.
John Brown, Kirkland
High School and
Community College.

Data Analysis with
Excel, The SCRE
Centre

Measuring the impact of
curricular change using
a pupil questionnaire.
Roseleen Kennedy, St.
Paul's High School.

Confidence building
through School of
Ambition.

Danny Corbett, St.
Ninian’s.

Improving primary and
secondary transition.
Jane Carson, Wallace
Hall Academy.

An investigation of the
impact of Smartboard
technology on teaching
and learning across the
curriculum. Jan Holt and
Linda Park, Alford

Academy.
15:30-16:00 Telling the Story, Wallace Hall Academy Castle Suite
Allan Douglas and Trisha McCurrach
16:00-16:15 Closing remarks and next steps Castle Suite

Professor Kay Livingston
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