






Instructional and Curriculum Emphasis

In the principal's interview, the emphasis of the discussion was not
geared specifically to instructional issues. He pointed out the usefulness
of the Leadership Effectiveness Assisted by Peers (LEAP) programme to
give him a greater understanding of the instructional issues faced by
teachers (see Chapter 5). His main emphasis, however, appeared to be on
creating the culture, structures, and suitable climate for learning.
Equally, the teachers did not view their administrators as placing
particular priority on curriculum and instructional issues (38%,
compared with 59% of the system sample), although slightly fewer Red
Maple teachers (76%) than their Halton colleagues (84%) thought this was
important. Nonetheless, the principal was not seen to provide the
instructional leadership that some teachers wanted (see Leadership).

The department heads were seen by most teachers (86%) to promote
development activities but only just over half (58%) thought that their
department heads used the Cooperative Supervision and Evaluation
process, compared with 72 per cent of their Halton colleagues.
Interviews, however, did not reveal a lack of emphasis on curriculum and
instruction. In many instances it was generated by the teachers
themselves. They appeared to be involved in both ongoing maintenance of
their subject areas and newer projects that emphasised a variety of
strategies. The programme planning team were particularly influential
in this respect, and identified key development areas that included race
and ethnocultural issues, computers, cooperative group learning, 'gifted'
programme, 'general level' programme, and classroom evaluation.
Committees had been set up to work in each of these areas.

All teachers believed that student progress was regularly monitored and
assessed using a variety of methods of evaluation, and most believed that
assessment results were used to give feedback to students (81%) and for
programme planning (75%). Fewer (67%), however, reported that
teachers communicated to students how and why they used particular
assessment methods (almost a third were unsure whether this occurred).
At the time of interview, several teachers were involved in a committee to
develop a school evaluation policy. Two areas of discussion were greater
student involvement in the evaluation process and greater use of
authentic evaluation methods.

Some departments had joined together on specific projects, most notably
English and technological studies, in the development of a media course.
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This involved collaboration around teaching and evaluation strategies and
professional development, offered both by outside staff and department
members. Two commented:

". . . it bridged two departments that would never otherwise
have a basis for communication . . . in terms of teacher
liaison, it seems comfortable . . . I think it's going to be very
helpful and it is going to nurture a good feeling that we're in
this together, and we're going to take advantage of your
technical know-how...and we're going to help you on some of
the teaching strategies and instruction-based things . . ."

"The presentation we're doing tomorrow is on how to create a
workable group atmosphere, how to be evaluated, how to set up
groups, how to monitor individuals' and groups' progress, so
it is very much instruction-oriented."

The offer of release time for collaborative planning or visiting other
teachers' classes was also viewed as significant by these secondary
teachers for whom it was a novel experience:

"I was definitely offered a supply teacher to help alleviate the
extra time load and that was really the first time that's ever
come about so I was really impressed that that was being
offered. "

" __ has given us some supply coverage, so the admin.
support was to free us up ... "

At a staff meeting attended by the researcher, one of the presentations
was by the English and technological studies departments heads, to
encourage other departments to become involved. Ongoing feedback of
this project's progress was regularly provided to staff, again
demonstrating the emphasis on communication (see Table D2-3).

The results of the effective schools questionnaire in the area of teacher
collegiality and development in 1991 were more similar to those of the
elementary schools than the other secondary schools.
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TableD2-3
Teacher collegiality and development- a comparison

betweenRed Maple and Halton staff

%Agree
Red Maple Halton

(N=2l) (N=181)

Teachers in this school are involved in
ongoing professional development experiences.

Teachers in this school consistently look
for ways to improve their knowledge of
curriculum and instructional techniques.

Staff regularly collaborate to plan curriculum
and instruction.

Teachers regularly share teaching skills and strategies

90

85

85

80

85

64

Teachers actively appeared to pursue new ideas and techniques.
Attention now turns to the area of staff development.

StaffDevelopment

As Table D2-3 shows, Red Maple teachers believed that they and their
colleagues devoted significant energy to learning new techniques. Once
again, this commitment seemed to come from within the teachers and
department heads although it was actively promoted by administrators
whom most teachers (81%) perceived as taking part in school-based staff
development.

What was most noticeable in the interviews was that it was not only the
newer and younger teachers who participated in professional
development. Many of the experienced staff both attended external and
school-based activities and offered them for their colleagues. In 1990-91,
the staff chose to emphasise school-based staff development. On a needs
assessment, they selected instruction as a key focus, which also tied in
with the school growth plan (see School Growth Plan). Teachers
described a myriad of offerings:

"We offered lunchtime sessions on classroom management ..
and addressed the needs that were shown to be concerns of the
staff. "

"The enrichment committee that I presented several strategies
to are going to present to the staff as a whole, so it's sort ofgot a
snowball effect."
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"There has been a large emphasis on trying to improve our
instruction techniques ... Cooperative group learning . . . that
was a case of teachers who decided that they wanted to learn
more."

"In math we made a commitment to do more on the lines of
instruction . . . very much a pairing of the older with the
newer teachers and some mentoring."

"We have what we call the 'general level smorgasbord' where
we exchange ideas . . . that's been helpful in ... developing
evaluation strategies."

Teachers also commented on greater encouragement to attend external
conferences and bring back information. Overload was mentioned by one
teacher who supported and was actively involved in staff development but
was worried that too much emphasis on studying methods had led to
some people feeling overburdened. The involvement in learning so many
strategies was clearly related to the broad scope of the growth plan (also
discussed with reference to Burgundy - see Appendix Dl - and elaborated
later in this case profile and Chapter 10).

Another area of staff development was Red Maple's involvement in the
Learning Consortium. This took a different form to Burgundy. A few
teachers, initially as individuals then as groups attended the Summer
Institutes, and a couple became very involved in follow-up training. The
school also invited the Consortium consultant to run several cooperative
group learning workshops at the school. The organisers were fairly
pleased with the turnout to these voluntary events. Since the end of the
research, Red Maple has become involved in a variety of other Consortium
and Ministry of Education projects.

After two years of climate-setting, the principal believed it was time for
the staff to articulate their vision for the school.

Shared Vision and Mission

Red Maple's principal approached this task in a different way from his
elementary counterpart at Burgundy. He used decision-making
structures to involve people and focused on communication to build trust.
The increase in staff development encouraged teachers to reflect on their
practices, but still there were those who were less involved.
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The genesis of a school philosophy occurred partly, as the principal
remembered it, because of the school effectiveness literature that had
appeared in Halton. He was particularly struck by Edmonds' (1979) work
on equity, and started to reflect on the school's decisions around
semestering and attendance. Questions formed in his mind:

"What are the consequences that are going to emerge as we
deal with attendance, and behind that, what's the basis for all
that? What can we hang our hat on and say, 'this is why we're
doing it, this is the rationale for it or for anything else we do?'
It seemed to me that everything needed some sort of rationale
to be pegged to."

His initial efforts to get words or key phrases that would form a 'snappy
statement' failed even though he tried, through school-wide contests, to
involve all teachers. Eventually, a committee was formed of a department
head, vice principal, teacher and parent. These four worked for a year on
a philosophy statement, constantly vetting it with individuals and the
whole staff. In autumn 1987 it was brought to the staff all of whom
endorsed it. The principal reflected:

"If you look at the statement . . . it is virtually any statement a
school across North America would make. It's not all
motherhood, but it's the kind of things one believes in if you are
a decent school. Really, the important point is that all of us
agreed to it . . . that meant that any decisions, anything we
were going to undertake, would have to reflect that."

Some of the teachers felt the role of adults and community underpinned
the philosophy's essence:

"... people are to be treated fairly. It's part of the larger group
called the community and the school is not isolated from the
community . . . everybody - teachers should be having input
into how the school runs and what makes it work."

For others, the philosophy's main intent was student development:

"... (It) focuses on the students, providing them with equal
opportunity. It emphasises caring . . . and the school's
responsibilities toward helping students achieve to their
potential. It talks about our school being fair, being free of
harassment. It talks about our role as a school in the
community and our responsibilities."

Red Maple's principal saw the philosophy statement as a guiding force for
everything that would subsequently occur. Thus, he endorsed the idea of
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a mission or philosophy statement preceding the school's plan. On the
surface, this contradicts Louis and Miles' (1990) finding that the plan
leads to the vision rather than following from it. If, however, one
considers all of the activities that had preceded this philosophy
statement's development and the fact that the statement articulated some
of what was already happening in the school as well as its vision for the
future, this suggests that Red Maple's experience more closely matches
the idea of 'ready, fire, aim', whereby the school only takes aim or
articulates its purpose, after having fired many times or carried out a
variety of activities. What is interesting is that once the aim has been
made, or philosophy articulated, the school continues to fire through the
development and implementation of growth plan activities related to its
philosophy. Thus, the pattern becomes 'ready, fire, aim, fire', and
through an emphasis on monitoring, these two phases could continue to
repeat themselves (Earl and Stoll, 1992).

The principal was concerned that too few people had been involved in the
philosophy committee. This did not seem to be borne out in interview
responses; teachers believed they were as involved as they wanted to be.
Like a few of the Burgundy teachers, however, some felt that it was not the
words or the statement, but the intent behind it that was important. The
statement, to them, merely captured what had occurred in the school for
several years:

"There's support for the drive behind the statement. I don't
know whether there's really anything behind the actual
statement itself, the sentences or whatever."

"The philosophy of the school is probably better known ... by
the staff than anything else . . . it's probably the easiest part to
get across because it has been a natural way for this staff to act
for years anyway, even before we formalised it."

The principal was seen to promote the statement to new staff, at the start
of the year, and to refer to it regularly. He reflected, however, that due to
an influx of new teachers, it would need to be reviewed to see whether it
was still appropriate and meaningful.

Thus, although very different in length and scope from the Burgundy
statement (see Appendix D1), Red Maple's philosophy was articulated
before school growth planning commenced officially. It also grew out of
people's values and ways of working, even though these had been
discussed less frequently as a whole staff than at Burgundy. The
principal argued:
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"I think we have to understand what we stand for and . . .
believe in, then we can talk goals and directions. If they are
counter to what underlies the base of the school ... it seems to
me to be counterproductive."

The statement thus became a standard against which future decisions
could be made and was a starting point out of which growth plan goals
emerged.

School Growth Plannjng

The four paragraphs in the philosophy statement each captured an idea.
The principal and a vice principal took these four focus areas and turned
them into organisers for the school plan: curriculum; instruction;
climate and community. The principal remembered:

". . . the two of us . . . were able to put a framework for a model
together. It just flowed from the statement of philosophy . . .
what we did was set up a structure and then, as we had done
in the past, we began to involve people, and that's when the
school goals committee came along to begin to flesh it out as
soon as we had a sense of a model and organisers."

In the principal's view, time was taken to involve other people:

"We let it evolve to a large degree. We didn't lay anything on
anybody. All the plans of action came from the staff
themselves. "

Once the plan had been completed, however, it was circulated with a
document that made clear expectations for staff commitment:

"Actual planning takes place at the 'local level'; it is an
expectation that all departments, committees and, where
appropriate, student groups will:

- review their successes and priorities in the spring
- endorse and commit plans ofaction to ONE of the goals

(organizers) inSeptember
- follow-through on these plans of action during the

school year."

A department head commented on early staff reactions to growth
planning at Red Maple:
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"We've had school goals before, but here it was, a straight
commitment from you, and it was documented for all to see, so
there was some form of accountability there. My perception is
people in my department felt very threatened . . . how would
they be evaluated?"

Some months later, a teacher also cautioned:

". . . as long as the people who are very interested in positively
. . . executing the plan are sensitive to . . . other types of
personalities, then I think the plan will work out well.
O heruii "t erWlse . . .

Awareness of and respect for teachers' concerns and level of commitment
thus appeared to be important.

From the teachers' perspective in March 1991, although not all of them
saw planning as a whole school process (see Table D2-4), fewer of them
than the system sample felt it needed to be (71%, compared with 85% of the
system sample). They were also convinced their school had clear goals,
although nearly half (43%) were uncertain what their peers thought of
these goals.

TableD2-4
School growth planning. a oomparison between

Red Maple and Halton staff

%Agree
Red Maple Halton

(N=2l) (N=181)

The school has developed a set of
clearly stated goals.

Planning is a collaborative process
involving all staff.

Parents, students and community members
have input into the school's growth
planning process.

Staff consider the school goals to be important.

Activities throughout the school support and
and reinforce school goals.

School goals are shared with the school community.

School goals are regularly reviewed by the staff.

Our School Growth Plan includes ways
of evaluating our successful goal achievement.
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62

48

76

62

76

52

78

61

44

49

66

53

71
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Interviewees ranged from the positive to the more skeptical:

"... a lot of the goals just tie in with people's personal
philosophies and what they think good quality education
involves. The staff is committed to quality."

"1 really do think that those are the things that the school
should be concentrating on."

"They seem like standard goals. There doesn't seem to be
anything the matter with them. It's like motherhood and
apple pie - they address what politically needs to be addressed
and they also make sense too ... I don't think it's part of our
day-to-day teaching. I don't think they impinge on me a great
deal at a conscious level. They make sense to me and I support
them, but I don't think to myself before I do something, 'Let's
see what goal I can put this into.' "

"Essentially ... it is semantics. It's nice to come up with nice,
clean catchphrases . . . but I'm not sure that the
implementation is clear cut. Therefore, I'm not sure that
people see it as something that they live."

"1 thought there was a very serious attempt to capture in this
document everything that's going on in the school . . . It's a
summary of the school."

An issue raised in two of these quotes is the reality of goal
implementation. Do growth plans really leave the paper on which they
are written? The last comment gives a possible reason for teachers'
uncertainty. Red Maple's plan was eight pages long, excluding the
philosophy statement and model, and included 40 activities. Several staff
felt the plan was overwhelming. A vice principal believed that staff did
not really have a clear sense of what most of the goals were. Rather, they
viewed them "as individual things they work on", and focused
particularly on what they or their departments were doing. In her
opmion:

"... as long as a few people have a sense of an overall plan, it
doesn't really concern me too much that the staff as
individuals just are working on one thing. What would
concern me is if individuals on staff felt they were the only
ones working on the goals and nobody else was doing
anything. "

From teachers' descriptions of individual goals in which they were
involved, it appeared that most people actively worked to implement the
plan, particularly in the areas of instruction and curriculum, even if they
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were not knowledgeable about its details. The nature and size of a growth
plan are discussed in Chapter 10.

Monitoring and evaluation of the growth planning process and some of its
social outcomes was fairly detailed and included: regular presentations
at staff meetings; a mid-year questionnaire from the school goals
committee; a mid-year Manager's Letter between the principal and each
department head; baseline data from a staff collaboration survey,
developed by the researcher; readministration of the 'general level survey'
to students (see Vernon Heights vignette in Chapter 5); and the teacher
interviews.

The school goals committee presented a creative update on the plan at a
staff meeting using a horse race format. This caused amusement, but the
consensus among teachers was that the impact was lost as few people
understood the session's purpose.

In terms of the goals themselves, some committees or departments had
developed success criteria but, as with their elementary counterparts at
Burgundy, there was some uncertainty around evaluation:

"One of the ways in which [ didn't succeed was in getting a
good handle on how much effect [ was having on them ... [
didn't get enough hard data."

Individual teachers, however, described positively the impact of working
on a particular goal on their own behaviour and attitudes:

"It's really given me ... insights into the strategies and
possibilities for helping students be successful."

"I'm more organised . . . kids seem to be able to learn more."

"[ think my teaching methods for certain areas of the course
have really improved as a result . . ."

Thus, the growth plan appeared beneficial in that it brought teachers into
contact with each other and new ideas. Through the emphasis on
collaboration, people had the opportunity to tryout new ideas in an
environment of trust.

When asked if they felt Red Maple's plan would make it a more effective
school, several teachers commented on the importance of it 'getting off the
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paper', being communicated to students, and all people, whether adults
or students, playing a role to ensure that it happened:

"[ would get away from the paper scaffolding. Get it down to
the grass roots . . ."

Some teachers thought that they and their colleagues needed more help in
how to understand and implement the plan, whereas others seemed to
understand it well and perceived it as being the organiser or 'coat peg' on
which they could hang all they wanted to do.

Two particularly interesting issues emerged in teachers' responses.
Some felt that the school growth plan did not have to contain everything:

"... it's not always necessary that everything that's done be
tied to the goals, and if you start to hear people saying 'I did
this and it's one of our goals' ... it's unclear whether you
might even have a backlash . . . /I

It appeared from both of the case profiles that these schools wanted to fit
as much as possible in their growth plans. The nature of school growth
plans is discussed in Chapter 10.

A few other teachers raised the issue of relevance of specific goals in the
current society, and that perhaps what was appropriate in 1990 might no
longer be in 1992:

"I thought they were viable goals for where we are right now.
There are things that may come up in the future. Maybe
computers become more important and other things become
less."

"... recognise the fact that the school we planned for a couple
of years ago isn't the same school today. /I

"[ think it will (make it more effective) as long as it keeps
changing . . . for every batch of new kids . . . it has to change."

The relevance of school effectiveness correlates and other current sources
for growth planning is examined in Chapter 11.

Red Maple was a considerably larger school than Burgundy, and the
principal was one step removed from staff due to the department head
structure, and yet he also exerted 'positive manipulation', even if in more
subtle ways.
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It was noted earlier that Red Maple's principal was not perceived to place
a strong emphasis on curriculum and instruction. Nonetheless, he was
seen to participate in school-based staff development and had offered
teachers release time to work together. As one commented:

"The organisation at the top helps make the teachers a little
freer to do other things. There's more chance of us getting
together and talking about our things."

He was generally perceived an effective communicator and listener (91%
of his staff felt this, compared with 78% of the system sample):

"[ think as a whole the staff feel more comfortable
approaching the administration with problems, concerns or
suggestions . . . it has opened some communication between
staff and administration."

He was also seen to have high expectations (81% of the teachers reported
this). In comparison to his counterparts in Halton, he was perceived by
most (76%) of his staff to communicate a clear vision for the school:

"... anyone who comes to the school for an interview is given
the philosophy statement to read . . . certainly (he) alludes to it
regularly and he prefaces many of his decisions by referring to
it. "

Personability and approachability were also seen to be strengths. Several
teachers noted a change in staff morale since his arrival. In one
teacher's perception, he was "trying to promote climate and I've noticed
it taking effect". Small details were appreciated, such as refreshments
at staff meetings.

Visibility was an issue. Interestingly, although just over half (52%,
compared with 65% of the system sample) saw the principal as being
visible throughout the school, he was not berated for this. Rather, people
explained that he was very busy and often outside the school promoting it.
When he was there he was seen to be actively engaged with staff members
and students, visiting classrooms to convey the school's philosophy or
other key issues, and attending sports matches. A few teachers
commented that they wished he could continue 'working behind the
scenes' but also be more visible. In his own view, he saw himself as
available:
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"1 won't get anything done at this desk day in and day out
because it is important that the door be open, so people come in
and I will listen."

The teachers believed that the principal was enabling and supportive, and
that he demonstrated confidence in them. One teacher commented:

", . . probably the most important strength of this school is if a
staff member took an initiative, they're also given the power to
carry it through which, in my mind is essential to enjoy
success. "

"Staff are being encouraged to experiment, to try something
"new.

His development of the programme planning committee appeared to be an
example of one attempt to promote leadership among other staff.

The change in principals was viewed by one teacher as "an utterly
fantastic night and day change" from an authoritarian style to one that
was laissez-faire and supportive. Essentially, he was seen as a very
positive person, "and that filters down through the ranks."

Conclusion

Like its counterpart, the elementary case profile (see Appendix D'l ), this
one illustrates the effective schools questionnaire results and the growth
planning process at secondary school level (see Chapter 8). Red Maple's
principal hoped that the major features of the school's plan were
consistent with the characteristics of school effectiveness research, but
pointed out that:

". . . it was important to us to realise that we had come to the
identification of these qualities through an internal process
that was unique to our school and our sphere of control."

More than any other school, Red Maple articulated a desire to promote
equity, a key feature of school effectiveness. Although not completely
successful in teachers' eyes, the intention was very real and attempts
were made to implement this.

The areas examined by the school also mirrored many of the effectiveness
characteristics, as did the climate-setting, development of staff
collegiality, and instructional focus processes. Furthermore, the outcome
of self-esteem and its measurement is important as demonstrated in the
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more recent British research, even if at elementary level (see Mortimore
et al., 1988). Thus, in its own way, Red Maple school was linking school
effectiveness and school improvement.

375



APPENDIXE

Halton Board ofEducation

Characteristics ofEffective Schools

A CQmmon Mission

Effective schools develop a common mission that articulates their
purpose, and gives them a sense of direction.

Clear Goals

In effective schools, clearly stated and mutually agreed upon goals
communicate the school's focus on learning, and enhance the school's
capacity for rational planning and action.

Instructional Leadership

Effective schools are led by principals who are acknowledged to be the
school's leader and manager of its instructional program. The leader has
a clear understanding of the school's mission and is able to state it in
direct concrete terms. This mission focuses upon the belief that all
students can learn, and that schools can and do make a difference.

SharedValues and Beliefs

Principals work with teachers, students, parents and community to
articulate a shared set of beliefs about learning, and together they develop
the school's learning environment.

Emphasis on warning

Effective schools are places of learning for everyone, students and
teachers alike.

376



Frequent MonitoringofStudent Progress

Students' progress is regularly and systematically monitored, through a
variety of methods. In this way strengths and weaknesses in learning
and instruction can be identified. Students are also involved in assessing
their own progress.

High Expectations

Teachers believe students can learn and set high standards for learning.
The principal communicates high expectations for staff in promoting
student achievement.

Teacher Collegiality and Development

Students benefit academically when their teachers share ideas, co-operate
in activities and assist one another's intellectual growth. The staff exhibit
cohesiveness, identify problems, take action, have a shared approach to
planning, and work together.

Instructional and Curriculum Focus

Intellectually challenging teaching is characterized by: appropriate
curriculum and materials; planning; problem-solving; high academic
learning time; frequent monitored homework; maximum
communication; and use of a variety of instructional strategies. Student
needs are determined. A plan is then developed to meet these needs, and
the plan is implemented with appropriate strategies and resources.

A Climate Conducive to Learning

A positive school climate is one where affective development is facilitated:
where students see themselves as able, valuable and responsible, and
where students choose to learn and are invited to learn. Above all, in a
school with a positive climate, people come first.

Student Involvement and Responsibility

Students are encouraged to take responsibility for their learning and,
through involvement, to learn organization, planning, discussion,
decision-making and leadership skills.
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Physical Environment

Pictures, plants and student work are in evidence and attention is paid to
both staff and student comfort and safety.

Recognition and Incentives

Effective schools have multiple opportunities for recognition throughout
the school, in academic and other areas. Teachers are also recognized.

Positive Student Behaviour

All teachers and students are involved in problem solving, which focuses
on causes rather than symptoms. Student self-control is encouraged.

Parent and Community Involvement and Support

There is regular communication between the school and the home as to
how parents can support their child's achievement as well as the school's
academic goals. There are a wide variety of opportunities for parents and
the community to become constructively involved in the school.
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APPENDIXF

THE FUTURE STATE: STUDENT SELF-CONCEPf
- AN INDICATOR AND ACTION PLANS

EFFECTIVE SCHOOLS

KEY RESULT AREA 2: STUDENT SELF·CONCEPf

A positive student self-concept is integral to student achievement.
Effective schools literature and research states that monitoring student
growth in their attitudes is instrumental in developing a school climate
conducive to student learning, and thus enhancing the learning itself.

INDICATORl

1. Students who perceive themselves to be worthwhile, responsible and happy, and who
display qualities of meeting expectations, putting forth efforts for suitable rewards,
creative problem-solving, and who get along with other people and respect the rights of
others will have a positive self-concept.

ACTION PLANS

In order to enhance results in student self-concept, school and system personnel should
perform certain activities which cause the goal to be achieved.

1. Assess and use information on student attitudes to develop a climate conducive to
learning.

a) System personnel working with the schools:
i) employ systemwide assessments to determine:

- student perceptions of school experience
- student self-concept

ii) assess teachers' attitudes toward the system and their school, i.e.,
- teacher involvement
- participation in program development
- willingness to try new approaches

b) Principals and staffs:
i) develop assessment instruments and strategies to

enhance school climate
ii) examine the school's belief system and climate considering these

factors:
- student leadership
- extra-curricular activities

c) Classroom teachers:
i ) determine students' perceptions of self
ii) develop strategies (e.g. peer tutoring) to enhance student

perceptions of self
iii) model behaviours such as:

- caring
- respecting differences
- providing success experiences
- recognizing accomplishments
- giving approval
- helping to relate positively
- encouraging involvement
- recognizing uniqueness of individuals

379



CA)
coo

[VISION)

CLIMATE
SETTING

COLLEGIALITY
&

IMPROVEMENT

(MISSIONJ

AWARENESS

The Principal and the staff
members have diverse
values related to
educational issues. They are
beginning to recognize the
need to attend to some
school wide issues.

Staff is not empowered. The
Principal is aware of morale
issues. The Principal and
staff are aware of the need
to develop a process for
decision-making and
communication, but both
processes are non-existent
or unclear.

Teachers focus on
independent instructional
goals. The staff values self
reliance. Teachers share
little.

The school staff is aware that
other schools have a clear
philosophy and mission
statement which guides them.

MECHANICAL

The Principal and key staff
members gather data on the
school and initiate staff
discussion on some school wide
themes. Each staff member is
engaged in a meaningful way in
the creation, communication and
coaching others to address these
school-wide themes.

Lines of decision-makingand
ways of communicating are
clear. The staff is consulted on
issues in an informal way.
Attention is paid to: physical
plant; discipline issues;
organizational procedures.

A school instructional goals
process exists which allows
teachers to collaborate and
co-operate on a variety of
instructional issues.

A school mission statement
exists. It is widely published
and is said to encourage
involvement and commitment of
staff, students and community.
Involvement and commitment,
however, are unclear.

ROUTINE

Through the process of
addressing school wide themes,
the Principal and staff arrive at
a shared vision of a future state
for the school. This vision
provides the basis for the
development of school climate,
staff relationships and the
school's mission.

Staff, student and community
input is systematically
sought on major issues.
This helps to shape school
policies. The staff feels
empowered to initiate change in
the school.

The staff agrees on a
definition of effective
teaching and the significance
of instructional goals.
Teachers routinely help
each other plan and grow
professionally.

Staff, students, and community
help to develop and implement a
school mission statement. It is
a statement of purpose based
on a shared vision of a future
state for the school, and
serves to guide all the
activities of the school.

REFINED

The Principal and staff
periodically review the
vision in conjunction with
the larger community, and
review decisions to ensure
consistency with the vision.
They also periodically
clarify and revise the
vision.

The staff is involved in all
aspects of the school. Staff
morale issues are attended
to. The school enjoys high
levels of trust and openness.
Student and community input
influence decisions.

Collegiality is pervasive.
Staff continuously seeks
and tests new ways to
improve instruction both
inside the school and
through use of outside
ideas from research and
practice.

All activities are guided by
the entire staff's sense of
mission. The mission is
systematically reviewed.
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AWARENESS MECHANICAL ROUTINE REFINED

( ASSESSMENT)
The staff makes no or only The staff refers to data but The staff uses data in an ongoing The staff uses the existing
occasional reference to data. doesn't use it in a systematic and systematic way in data and initiates its own

way. preparation of the School Growth ways to gather information.
Plan.

· The Principal is aware of · The Principal can identify · The Principal and staff . The Principal and staff
the Effective Schools the critical attributes of understand the concept of know and use the
movement and that a body effective schools . Effective Schools and can characteristics of school
of research exists · The Principal is becoming identify the attributes effectiveness as a basis

· The Principal knows the familar with the effective · The Principal appoints a for the School Growth

( PLANNING )
attributes of effective schools research . School Growth Plan Team Plan
schools can be identified · The Principal conducts one · The Principal and planning . The Principal and staff

· The Principal attempts to or two staff meetings to team review data, regional develop a School Growth
bring the Effective Schools familiarize staff with the trends, and set priorities for Plan based on a thorough
movement to the awareness concept of Effective Schools new goals and directions assessment, an
level of the staff · The Principal selects one or · The Principal and staff understanding of regional

· The Principal attempts to two attributes on the basis determine the goals, and trends and the
implement one or two of perceived needs and develop an implementation involvement of students
attributes of effective incorporates the attributes plan for the School Growth and parents in the
schools. into the school plan. Plan. process.

The staff is aware of the The staff implements parts of The staff understands the School The staff understands the Plan,
School Growth Plan but does the School Growth Plan. Of the Growth Plan and supports it. All and has assumed ownership for

IMPLEMENTATION not implement it. parts implemented, some are parts of the Plan are it. Each member of staff
done better than others. implemented on a consistent supports the others, and all
Implementation is not always basis. The Plan has been parts of the Plan are fully
consistent. integrated with the Board's implemented, according to the

strategic plan, and impacts on agreed-upon criteria.
personal growth plans.

The staff is aware that The staff has a partial The staff makes a formative Staff continually evaluates
evaluation is an important process for the summative and summative evaluation of all aspects of the Growth

( EVALUATION )
part of School Growth evaluations of the School key components of the plan Plan as part of an on-going
planning, but does not have Growth Plan, usually in areas such as: process of formative and
an effective process. such as student achievement • student achievement, summative evaluation.

and self-concept. • self concept,
• teacher attitudes,
• community attitudes.
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APPENDIX H

HALTON BOARD OF EDUCATION

INDICATORS OF EFFECTIVENESS

SharedValues and Beliefs

Indicators

Allpartners believe that schools can and do make a difference.

The staff shares the beliefs that:
• all children can learn
• students learn more when they see themselves as able, valuable

and responsible.
• people are the most important components of schools

There is a culture ofcoUaboration within the school:

The staff:
• shares a sense of friendliness and responsibility
• views one one another with respect
• deals with concerns in an open fashion
• promotes activities which reinforce school values
• promotes a sense of community within the school
• functions as a coherent and consistent team
• participates in shared decision-making

Clear GoaJs

Indicators

A clearly-stated and agreed-upon set ofgoals communicates the school's
focus on learning.

The staff:
• participates in the development of the School Growth Plan
• has well-defined school policies that are recorded and

communicated to staff students and parents
• is committed to the educational goals of the Halton Board
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• feels accountable and responsible for student progress,
achievement and self-concept

• works closely with support staff to enhance student achievement
and self-concept

Instructional Leadership

Indicators

The Principal supporls teachers in the realization ofthe school's goals.

The Principal:
• communicates a vision of an effective school
• mobilizes resources and regional support to help achieve school

goals
• is a "visible presence" in the building to both staff and students
• is accessible to teachers and students
• is knowledgeable about instructional resources
• is considered an important instructional resource
• encourages the use of different instructional strategies to meet

varying student needs
• encourages staff to be innovative and take risks
• becomes actively involved with teachers in their planning sessions
• observes in classrooms
• uses the Cooperative Supervision and Evaluation process to

improve the quality of instruction
• promotes mutual conflict resolution, problem solving, cooperation,

and sharing
• manages conflict effectively
• demonstrates strong group process skills
• promotes staff development related to school goals
• is an active participant in staff development

The Principal communicates high expectations.

The Principal:
• states clear expectations to staff
• presents a good role model
• communicates the belief that all students can learn and are

expected to do so
• ensures that school policies reflect high expectations for all
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students

• establishes a management system to ensure frequent monitoring
of student growth

The Principal provides teachers with the support and leadership
necessary to maintain positive student behaviour.

The Principal:
• ensures that staff, students and parents have a clear

understanding of the expectations for student behaviour
• listens to students, parents and teachers
• ensures that discipline deals with inappropriate behaviour, not the

student's personality
• treats all students equitably and fairly
• acts quickly following infractions and in a manner consistent with

the Code of Student Behaviour
• supports teachers in student discipline

Fregp.ent MonitoringofStudent Progress

Indicators

Regular and systematic monitoring ofstudents' progress helps to
identify strengths and weaknesses in learning and instruction.

Teachers:
• know how to evaluate knowledge, skills and attitudes
• plan a variety of evaluation methods to meet students' needs
• match classroom assessment of student performance to learning

outcomes
• use valid, reliable assessment instruments
• monitor students' learning frequently, both formally and

informally
• observe students' daily performance and interaction with peers

and adults
• communicate to students and parents how and why evaluation

methods are used
• use results of assessment and observation for instructional

diagnosis
• ensure that students receive quick feedback on results
• report in a clear and understandable way to students and their

parents
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• help students to understand and correct errors
• encourage parents to keep track of student performance
• keep organized, up-to-date records on a variety of student outcomes

ffigb Expectations

Indicators

Teachers believe that all students can learn and that they can teach
them.

Teachers:
• provide equal attention to all students in the classroom
• recognize individual differences and use them to enrich the

classroom experience for everyone
• modify programs to meet individual learning needs in the most

enabling environment
• have high expectations for learning and communicate them to

students
• have expectations that are challenging but appropriate
• establish expectations for the quality of student work and maintain

them consistently
• provide opportunities for students to set high expectations for

themselves

Teacher Collegiality and Development

Indicators

Teachers see themselves as lifelong learners.

Teachers:
• reflect on their teaching
• take responsibility for their professional growth
• develop a personal professional growth plan
• participate in staff development activities
• understand that it is appropriate to ask for help and to take risks

The staffworks together.

Teachers:
• agree that instructional goals are the highest priority
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• plan together
• exchange ideas, programs and techniques about student learning
• observe one another in the classroom
• work together as coaching partners to support each other's

teaching
• work to establish and maintain open lines of communication

concerning both the academic and behavioural progress of all
students

Instructional and Curricyblm Focus

Indicators

Teachers develop plans to meet students' needs as determined by
diagnosis ofcurriculum expectations.

Teachers:
• develop an appropriate timetable
• develop plans and units of study, based on Halton core curricula,

which include clearly defined learning outcomes, instructional
activities, groupings, timelines and evaluation techniques

• select appropriate resources to facilitate the achievement of the
learning outcomes

Teachers implement theirplans by ensuring clear and focused
instruction. .

Teachers:
• employ appropriate motivational strategies
• relate teaching activities to stated objectives
• use a variety of teaching skills and strategies
• relate lessons to previous lessons
• ensure that instruction includes reinforcement, guided practice,

and review
• present lessons in sequential learning steps
• adapt lessons to respond to students' needs and interest
• focus the learning on higher order thinking skills
• support the learning process through appropriate classroom

management techniques
• ensure that time is used to increase student learning
• maintain focus throughout lesson
• have materials, supplies and equipment ready for use
• start and end lessons on time
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• ensure routines are unobtrusive to the learning process

Teachers communicate with students regarding objectives and student
growth.

Teachers:
• communicate expectations on such student responsibilities as note

making, project completion, neatness, homework, and class
routines

• provide positive feedback
• respect and share interest in student input on relevant topics

Student Inyolvement and Responsibility

Indicators

There are opportunities for students to take responsibility and exercise
leadership behaviour.

Teachers:
• give students a certain amount of responsibility for their own

learning
• expect students to care for their own learning resources
• provide a role for students in the development of school rules and

other practices which affect them
• provide a role for students in resolving student problems
• offer students opportunities for in-class and schoolwide service
• provide students with opportunities to perform community service
• consider extracurricular activities as a vital part of a fully

functioning school
• encourage students to participate in student activities and school

groups
• inform students about school activities on an ongoing basis

Physical Enyironment

Indicators

The school's appearance, comfort, and safety are conducive to learning
andgood morale.

The staff:
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• ensure that the school is clean, tidy and in good repair
• make the school an inviting place to be
• display pictures, plants and students' work
• follow routines that contribute to the safety, comfort and welfare of

students and staff

Recognition and Incentives

Indicators

There are multiple opportunities for reward and recognition throughout
the school.

The staff:
• employ a clear concise reward system throughout the school
• ensure that the rewards and recognition system reflect the agreed

upon values of the school
• use many public methods to recognize pupils
• use praise appropriately
• establish the idea that rewards come not only in praise and prizes

but also implicit in the successful completion of a job well done
• recognize the growth of all students

Positive StudentBehaviour

Indicators

Staff, students and community members are involved in problem solving.

The school:
• invites students and the community to contribute to the school's

Code of Student Behaviour which emphasizes appropriate
behaviours, reasons for these expectations and logical, clear
consequences for breaches of the school's Code

The school is viewed as a place where discipline is fair and where
students have the opportunity to experience success.

Teachers:
• work with students to establish a clear and understandable set of

classroom rules and expectations
• define consequences for behaviour and consistently enforce the

rules
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• monitor student behaviour continuously
• emphasize positive behaviour and preventive measures
• use appropriate classroom management techniques
• recognize inappropriate student behaviour and act to change it
• focus on understanding the underlying causes of discipline

problems
• give respect to students as well as receive it
• promote activities to enhance self-concept
• promote student self-discipline and self-control
• use punishment as a last resort

Parental and Communjty Inyolyement and SJm.port

Indicators

There is regular communication between the school and the home.

The school:
• clearly communicates to parents expectations and procedures
• informs parents and the community as to how they can support

the efforts of the school on a regular basis
• makes parents and community members feel welcome to visit the

school
• encourages parents to ask questions related to the functioning of

the school or the progress of their child

The teachers communicate with parents regarding objectives and
student achievement.

Teachers:
• arrange to be available to parents for education-related purposes
• phone parents on a regular basis
• make the report card a quality document
• schedule interviews at required times and as necessary
• report progress regularly
• write notebook comments which are considerate, humane and

constructive
• encourage parents and community members to act as volunteers
• call parents' attention to student achievement
• display diplomacy, courtesy and good manners when dealing with

parents and the community
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The school provides opportunities for parents and community members
to become more knowledgeable about and constructively involved in the
school and education in general.

The school:
• uses parents and community members as volunteers within

classes to aid instruction
• invites parents and community members to participate with staff

to deal with issues of interest and concern
• holds regularly scheduled program nights
• provides opportunities for parents to learn how to help their

children
• involves parents and community members in a variety of social

activities.
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APPENDIX I

Scales and Subscales ofEffective Schools Teacher
Questionnaires

Scales
• A common mission
• Emphasis on learning
• A climate conducive to learning

SUbscales
• A common mission
• Shared values and beliefs
• Clear goals
• Instructional leadership
• Emphasis on learning
• Frequent monitoring of student progress
• High expectations
• Teacher collegiality and development
• Focus on instruction and curriculum
• A climate conducive to learning
• Student involvement and responsibility
• Physical environment
• Recognition and incentives
• Positive student behaviour
• Parental and community involvement and support

391

Item Numbers
1-28

29-51
52-82

Item Numbers
1-3
4-8

9-16
17-28
29-32
33-38
39-41
42-45
46-51
52-55
5(H)()

61-63

64-68
69-75
76-82


