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Abstract

Education is widely viewed as a instrument for national economic development within a global
knowledge economy (Zajda, 2018; Volante, 2017; Ball, 2015). International standardized
benchmarking is regarded as the basis for improvement by the Organisation for Economic Co-
operation and Development (OECD) with a growing demand for national education systems to
implement more accountable robust data to measure school and pupil progress. Scotland has
recently implemented The National Improvement Framework (NiF) as a result of the OECD’s
report ‘Improving Schools in Scotland. An OECD Perspective’ (2015). The NiF includes
national standardised testing for chronological ages legitimised by the rhetoric ‘closing the
attainment gap’ and is intended to provide support for teachers’ professional judgement to help
identify childrens progress . This study set out to explore how the national education system
and professionals in Scotland received and interpreted internationally recommended
assessment designs over time. This involved the exploration of teachers’ perceptions and
professional experiences of assessment systems in Scotland with regards to professional
judgment, autonomy and accountability, re-shaping of models of assessment over time,
curriculum development within the 5-14 Curriculum and Curriculum for Excellence

Framework and, practical and contextual issues. Documentary analysis of policy documents
and semi-structured interviews involving a sample of 4 headteachers and 10 teachers from
schools within four regions in Scotland were the key data collection tools. The main findings
of the research suggest that the Scottish Government is replicating forms of crucial governance
exerted by the OECD by introducing the latest assessment innovation- the NiF. Here, the
narrratives of teachers and head teachers reveal feelings of precariousness with regard to how
the data from the NiF will be used and which may lead to the undermining of their professional
judgement and autonomy. The narratives also reveal a commitment to collective responsibility,
intelligent accountability and shared leadership. Analytical Guidance enabled teachers to
iteratively refer back to their experiences during the 5-14 curriculum as well as their practical
evaluative experiences of Assessment is for Learning. Narratives also revealed inconsistencies
and a lack of clarity between the learning outcomes in the 5-14 and CfE. This was due to the

differences in content and fluidity in both curricula.
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1 Introduction

1.1 Background and Significance of the Study

There has been an increasingly high demand for national governments and education systems
to implement more accountable robust data in terms of evaluation of school and pupil progress
(Fischman et at., 2018; Zajda, 2018; Kamens and Mcneely, 2009; Mowat, 2018; Ball, 2015).
Education is regarded as a central tool for national economic development in the global
contemporary world (Zajda, 2018; Volante et al., 2017; Ball, 1998) Here, the use of
international standardized benchmarking has been regarded as the basis for improvement by
the Organisation for Economic Co-operation and Development (OECD): “It is only through
such benchmarking that countries can understand relative strengths and weaknesses of their
education systems and identify best practice and ways forward” (OECD, 2006, p.18). This
emphasis upon retaining parallel standards of cross-national educational systems by
international testing encourages efforts and fuels interest in national assessments which may
stimulate cycles of reform (Baker and LeTendre, 2005). The OECD has significantly expanded
in influence upon national policymaking directed at educational systems over the last three
decades (Volante et al., 2017; Sellar and Lingard, 2013a; Mundy and Ghali, 2009; Sahlberg,
2011). This organisation has played a pivotal role in a number of areas including; advising
educational development; providing evaluative reports of overall education systems;
establishing international benchmarks for comparative purposes; curriculum development;
creating modern initiatives and standards (sustainable development, 21% century skills and
competencies); providing policy and practice guidance relating to assessment and evaluation
and informing professional practice relating to leadership and professional standards. (OECD,
2006, 2012, 2013c, 2013d, 2015; Martens, & Niemann, 2010; Lundgren, 2006; Marcusson,
2003; Sahlberg, 2011).

It has been argued that these recommendations have created a ‘global uniformity’ of national
curricula by the use of international assessments such as TIMSS (Trends in Mathematics and
Science Study) and PISA (Programme for International Student Assessment) (Spring, 2008).
Recent studies have shown that nation states are becoming less influential in designing and
guiding policy and practice within national education systems as the OECD increasingly exerts
soft governance over these systems (Lewis, 2018; Grey and Morris, 2018; Rautalin et al., 2018;



Clapham, 2016; Marcusson, 2003; Dale, 2007). In particular, the OECD places moral pressure
on nation states through the publication of comparative educational statistics (PISA) on a
triennial basis (Ball, 2018; Niemann et al., 2017). One of the central concerns of the OECD is
to address social and educational challenges caused by poverty and inequality (Smith, 2018;
OECD, 2017; 2012, Hopmann, 2007).

The Scottish Government has shown a strong commitment to addressing these challenges in the
last few years. In particular, the Scottish Government has sought to close the attainment gap
between children from wealthy and lower income backgrounds by developing a more
progressive curriculum under Labour alongside a flexible, responsive and tailored assessment
framework (The Scottish Government, 2015, 2018) under the SNP [Scottish National Party].
However, it could be argued that the developing assessment framework has been problematic
as there have been difficulties adjusting from the traditional high stakes testing regime and
responding to the values inherent in the Curriculum for Excellence (Hayward et al., 2014).
These reforms within education were officially initiated in 2010 and formed part of a broader
range of policies underpinned by a ‘Solidarity Purpose’ designed to reduce inequality whilst

increasing economic growth in Scotland.

Critically however, the publication of the OECD Report ‘Improving schools in Scotland: An
OECD perspective’ in 2015 which called for more robust, standardised quantitative assessment
data led to the initiation of national testing in Scotland as part of a broader government strategy
to close the attainment gap (Mowat, 2018). The National Improvement Framework (2016)
includes standardised national testing for pupils in Primary 1, 4, 7 and Secondary 2 which will
be implemented throughout schools from 2017 in Scotland along with additional funding for
deprived areas and schools (Scottish Government, 2016). This reform marks a major departure
from previous forms of assessment embedded within AiFl (Assessment is for Learning
Framework) and non-compulsory computer-based formative testing such as Performance
Indicators for Primary Schools [PIPS] and computer adaptive assessment [iNCAS] (CEM,
2018). Here, 30 out of 32 Local Authorities are already using standardized assessment systems
to track progress, however, Priestley (2015) argues that the government may be introducing a
more centralized assessment system in order to create greater quality control and
standardization to prevent poor use of data. This departure is arguably incongruent with the

underlying rationale of the Curriculum for Excellence which calls for assessment to be firmly



embedded within the teaching and learning process as a developmental and formative tool
(Biesta, 2015; Mowat, 2018).

Finally, these large-scale policy processes and assessment changes weigh heavily upon the
autonomy, accountability and agency of teaching professionals and school leaders (Ball, 2003;
2010; Biesta et al., 2015; Hamilton, 2017; Gatherer, 2013; Hargreaves and Fullan, 2012). This
thesis will centrally focus upon how some of these teaching professionals and school leaders

receive, perceive and enact national policy processes and assessment changes in Scotland.

1.1.1 Global Significance

The OECD has played a particularly influential role in shaping national policy making within
the field of education particularly since the 1990’s. Founded in 1961, there are currently 34-
member countries with over one hundred countries worldwide being influenced by its expertise.
The founding purpose of the OECD was to stimulate economic progress and world trade this
purpose has broadened in recent years to encompass the promotion of policies to improve both
economic and social well-being. (Zajda, 2018; Volante, 2017; Martens et al. 2007; OECD,
2012). As part of this broader purpose the OECD expanded its work in education, developing
a broader scope and influence during the 1980’s (Mundy, 2009). The underlying rationale for
OECD’s advancement into education was founded on the recognition that education is an
important aspect of a nation’s economy. Drawing upon human capital theory and the
imperatives of the global knowledge economy the OECD re-defined the purpose of education
as being central to national economic competitiveness (Grek, 2009). Adopting a quantitative
approach, The United States, France, Austria, and Switzerland OECD focussed on developing
evidence-based approaches derived from the analysis of educational indicators and statistics in
the 1980s. Critically however, the OECD began to coordinate international education
programmes during the 1990s (Fischman et al, 2018; Martens, et al., 2007). As a result, nation
states within the OECD began to lose their directive role in guiding educational policies as the
OECD began to dominate the leadership of international education initiatives. Marcusson has
argued that the OECD advises national agendas and whilst it does not have any financial, legal
or regulatory powers it influences nations by means of soft governance (Marcusson, 2003). A
key instrument of the moral pressures exerted by the OECD is the publication of comparative
educational statistics, country reports and international comparative assessment studies. A
central aim of these publications is to lead the global education agenda particularly with regard
to social challenges and the need to develop educational policies and professional practice to



address issues raised by inequality and poverty (Verger et al., 2018; Edwards, 2018; OECD,
2008, 2010, Hopmann, 2007). Critically however it may be argued that whilst the OECD cannot
exert authority over national education systems (through legally binding or coercive
instruments of governance by comparative rankings and ratings) it is able to communicate ideas
and recommendations as a form of ‘crucial governance’ through the dissemination of hard facts
elicited through quantitative measures within the PISA triennial survey (Niemann and Martens,
2018). Importantly, the emphasis on societal well-being and quantitative measures may be at
odds with the values and principles underlying national education systems. Here, the dominance
of the model used by the OECD can overturn fundamental ideals and principles underpinning
national curriculums, assessment frameworks and educational practice (Moos, 2017; Sellar and
Lingard, 2013).

The establishment of PISA testing in 2000 enabled the OECD to publish educational indicators
globally thereby strengthening the ability of the organisation to exercise soft governance over
national education systems. Importantly the OECD has also reinforced the arguments of
governments challenged by national opposition to new policy reforms influencing political
debate and affecting key values and principles. (Ball, 2017; Figazzolo, 2009; Martens et al.,
2007) The central rationale underpinning the educational advice provided by the OECD is that
it is important to support national economic growth and the development of educational quality.
In particular the OECD places strong emphasis on improved learning outcomes and equal
opportunities for all students but through its particular approach (Verger et al..2018; Edwards,
2018; OECD, 2007; Fowler, 2012; Mausethagen, 2010).

Critically however, as a number of commentators have argued the recent imposition of neo-
liberal economic and social policies has led to increased inequality, poverty and social exclusion
particularly since the Financial Crises of 2007/2008 (Ydesen,and Au 2018; Ball, 2013; Walker,
2003; Apple, 2001). Within this context there has been a re-orientation towards quantitative
approaches and an over simplification of avenues to improving educational quality (Grek, 2009;
Simola et al., 2011) Here, a focus on national standardised testing as a way of measuring
inequalities in educational outcomes for students within national settings has dominated policy
discourse and development. This has led to the eclipse of broader discussions relating to the
complex relationship between economic and social inequalities and educational attainment
particularly with regard to the structural constraints which lead to underachievement (Mowat,
2018; McCluskey, 2017; Jennings and Sohn, 2014; Kumashiro, 2012).



1.1.2 Local Significance: Inequality and Closing the Attainment Gap

in Scottish Education

The issues raised above are particularly relevant to Scotland where the structural conditions that
cause inequality are a key area of public debate particularly with regard to the relationship
between inequality and educational attainment. (Mowat, 2018; White, 2018; McCluskey, 2017,
Sosu and Ellis, 2014; Paterson and lannelli, 2007).

There is clear evidence of a persistent gap in attainment between pupils from the richest and poorest
households in Scotland. This gap starts in preschool years and continues throughout primary and
secondary school. In most cases, it widens as pupils progress through the school years. Most importantly,

the poverty attainment gap has a direct impact on school-leaver destinations and thus the potential to

determine income levels in adulthood.
(Sosu and Ellis, ibid p. 3)

The recent imposition of the National Improvement Framework as a form of quantifiable
standardised national testing has certainly brought this area of debate to the fore, particularly

for teaching professionals and this forms a central area of analysis within this thesis.

A seminal report by the Economic Co-operation and Development [OECD] has been
particularly influential in driving this agenda. ‘Synergies for Better Learning: An International
Perspective on Evaluation and Assessment, (2013c) provides a comprehensive OECD review
of evaluation and assessment frameworks for advancing school outcomes across twenty-five
OECD countries.

Each participating country prepared a detailed background report. A more detailed review was
then undertaken within fifteen countries including Scotland. The detailed review carried out in
Scotland resulted in the report ‘Improving Schools in Scotland, An OECD perspective’ (2015).
This report prompted a national debate in Scotland involving policy makers, teaching unions,

teaching practitioners, and parents.

Critically, the EIS’ [Educational Institute of Scotland] response to the Scottish Governments
Fair funding to achieve excellence and equity in education consultation (October, 2017)
underlines a central concern of teaching unions that changes in the assessment and evaluation
framework within the Scottish education system need to be informed and designed by
evidenced based practice and supported by adequate resources.



The EIS shares the Government’s stated aims of raising attainment and seeking to address the
poverty related  attainment gap. The EIS strongly believes that change needs to be evidence based,
planned by educationalists with recent practical experience of schools, to have stakeholder support, and

to be delivered within a realistic timeline with appropriate resources underpinned by local democratic

accountability.

(EIS, 2017. Submitted response to Scottish Governments Consultation on Fair Funding to

achieve excellence and equity in Education.)

Recent studies have underlined the importance of developing an evidence-based approach led
by educationalists with practical experience of schools in Scotland (Brown, 2017; Dimmaock,
2016). Here teacher involvement in the policy making process is regarded as being critical to
the development of effective and relevant policies (Drew, et al 2016). It may be argued that the
tensions between an imposed standardised national testing to help teachers understand learner’s
needs and professional agency and autonomy may be pivotal in this emerging educational
reform. (Biesta et al. 2015; Priestley et al., 2012)

1.2 Purpose of The Study

The background of this thesis presents contextual information regarding the OECD’s influence
upon national education systems. Further, it also shows that these influences translate into
policies in relation to the introduction of national assessment systems. On the ground, the
Scottish education systems development and implementation of the CfE has been widely
researched and discussed along with its Assessment is for Learning framework with regard to
its appropriateness to meeting the needs of all individuals. Most importantly here, the impact
of national testing of primary aged children has widely been debated amongst researchers,
practitioners and politicians alike. Whilst the influence of OECD policies on national
assessment systems and the impact of national testing of primary aged children have been
widely researched as discrete topics, the relationship between these topics has drawn little
attention. This reveals a significant gap within research in this field particularly in relation to
the way in which teachers receive, perceive and enact significant changes to national

assessment.

The current study aims to inform knowledge and understanding of the perception and role of
teachers and headteachers within the Scottish Education System in designing and implementing

assessment and evaluation reforms. This is a qualitative comparative small-scale instrumental

6



case study carried out in four schools in Scotland, UK. Here, an analytical framework was
specifically tailored to support the comparative dimension of this thesis, (see methodology and
analytical framework chapters). In total, four headteachers and eleven teachers were
interviewed along with documentary analysis of past and present national and international
policy documents. These interviews provided rich, in-depth and insightful data into the
perceptions of teachers and headteachers in relation to changing assessment frameworks in
Scotland over time. In order to understand how teachers, receive, perceive and enact large scale
national and internationally influenced policies such as national assessment, the research

questions are posed in two parts:
Part 1- Policy Making

1. How have the national education system and professionals in Scotland received and

interpreted internationally recommended assessment designs over time?

Part 2 — Situated Activity

2. What are teachers’ perceptions and professional experiences of assessment systems in
Scotland with regards to;

L

Professional judgment, autonomy and accountability

b. Re-shaping of models of assessment over time during curriculum development
within the 5-14 and Curriculum for Excellence Framework

c. Practical and contextual issues

1.3 Limitations and delimitations of the study

The study is a small-scale design involving fourteen interviews with teachers and head teachers
across four schools in Scotland. However, the research design aims to analyse in depth the
perceptions of teachers and headteachers with regards to assessment as a component within the
curriculum. As such it recognises the need to carry out further research on a broader scale.
Nevertheless, the data collected from this thesis is substantial enough to create in-depth analysis
and draw conclusive arguments which contribute to potential future research including the

component of CfE curriculum continuation, coherence and development.

In addition, the National Improvement Framework [NIF] (2015) is a newly introduced, fragile
and highly controversial policy which is arguably politically driven. As such, this reform may

well be reversed in the near future. However, by interviewing teachers and headteachers

7



regarding their perceptions and experiences of assessment over time, this work portrays an in-
depth representation of how assessment frameworks might be shaped and implemented from

the ground. See Chapter 5 Methodology for further details.

The comparative dimension (multi-dimensional) of two curriculums within a singular country
over time may suggest limited scope in its analysis and design. However, the uniqueness of
Scotland’s NIF case is significant to other countries as it diverges sharply away from its holistic
and inclusive Curriculum for Excellence. Where cross-country analysis of assessment
frameworks is possible, the timeframes and historical background were not exactly parallel. For
example, Norway and its national testing with their AiFL program was considered as a possible
comparator as they shared similarities. However, Scotland’s central aims are to tackle issues
such as deep inequality and the ‘attainment gap’ which are exclusive to their introduction of
such assessment frameworks. Here the understanding of past present and future knowledge and
perceptions by teachers becomes critical to informing national policies. It would have been
useful to undertake a longitudinal study where teachers could be interviewed for the same
subjects repeatedly over a period of time. However, this would need to be extended over years
and research for the current thesis is time limited. To overcome this limitation the current
research utilises an analytical framework which intentionally provides the tools for analysing
the reflections of teachers and headteachers in relation to their past experiences of assessment
and evaluation. The documentary analysis is supplementary to this (See Chapter 5
Methodology).

The topic is fairly large and does include some broad research questions. Here, it may be argued
that this requires a large-scale sample size which is useful in creating findings that may be
regarded as more generalisable. However, with limited time, a small sample size and
documentary analysis provided rich and in-depth data which are starting points for large scale
future research. See Chapter 5 for information on limitations and sample size.
An in-depth description of the schools which participated in the study may have provided rich
and contextual discussion to contribute and connect to the concerns raised by teachers.
However, the sample required anonymity and was not suitable for ethical reasons suggested by

the NSD [Norwegian Social Science Data service].

1.4 Contribution of the study



The research places teachers at the centre of the study in order to gain knowledge and
understanding of how they receive, perceive and enact the changes to national assessment
frameworks in Scotland. Their judgements are regarded as highly central by the Scottish
Government themselves as they argue that new national standardized testing will be used to
inform this judgement further (The Scottish Government, 2015). Importantly, the findings
from the study will also encourage future research to include the perceptions and experiences
of education professionals in contributing to the development of curriculum and assessment

frameworks, future policies and implementation in Scotland and other national settings.

The analytical framework utilizes the work of Emirbayer and Mische (1998) who have
developed a theoretical tool for understanding agency. Here, the theory allows teachers to
reflect back on their experiences, whilst also considering their present practical and evaluative
stance, and relating this to future possibilities. In addition, their voices under policy made
decisions are critically considered (Kirk and Macdonald, 2001). This study will aid the
development of analytical frameworks and tools for the analysis of process in other countries,

settings and circumstances within the field of education.

1.5 Structure of the Thesis

The thesis begins with an introductory chapter outlining the significance of the study. Here a
contextual background is provided along with the research rationale, aims and objectives of the
study. The introductory chapter also provides a discussion of limitations, delimitations and
contribution of the study to existing knowledge in the field. This is followed by Chapter 2,
which provides the international and national contextual background to the study. Information
regarding the historical context of the OECD and Scotland, as well as their current situation is
critically discussed with this chapter. Chapter 3 then provides a critical review of a broad range
of theoretical and empirical literature in the field. The Analytical Framework (Chapter 4) and
methodological design and approach (Chapter 5) for the study is then presented in detail.
Chapter 6 provides a detailed, in-depth analysis of the primary data collected in the study.
Following this, Chapter 7 critically analyses, discusses and summarizes the key findings and
themes of the study. Finally, concluding remarks and suggestions for future research are
presented in Chapter 8.



2 Contextual Background

2.1 International Context

This thesis draws upon recent research evidence from a range of OECD countries to provide a
broad context for the analysis of shifts and developments in assessment frameworks in OECD
countries over time. Here, full cognisance is taken of the interaction between policy borrowing
and broader influences and pressures from INGO’s such as the OECD, the World Bank and
UNESCO. This interaction is strongly influenced by key drivers within the notion of a global
knowledge economy (Edwards, 2018; Erkkild, and Piironen, 2018). Here, the historically and
culturally determined ideological basis within national education systems governed centrally at
national level has been challenged by profound and dynamic transformations in information
and knowledge at global level (Niemann and Martens, 2018; Edwards, 2018; Hultqvist et al.
2018; Cowen, 2018; Aasen, 2012). A number of authors have argued that a global knowledge
economy requires evidence-based decision-making processes at international and national level
(Verger, 2018; Evans, 2017; Harter,et al, 2017; Darling-Hammond, 2017; Edwards, 2018).
Thus, standardised centralised forms of assessment and comparative data are crucial to the
efficacy of long-term policy strategies within a global knowledge economy. (Evans, 2017,
Lawn, 2011; Verger, 2018; Edwards, 2018; Lundahl and Waldow, 2009). Critically, this has
also impacted on power structures that shape the governance of national education systems. A
number of recent studies have argued that whilst the OECD does not have legal authority over
national education systems it exercises ‘soft governance’ as a way of influencing national
education systems by providing international quantitative data, information and reviews to
enable effective decision making within the policy making process at national level (Volante,
2017; Lewis, 2018; Moos, 2017). This process has also been conceptualised as ‘crucial
governance’ through ideas and recommendations that are legitimated through hard facts derived
from quantitative measures within the PISA triennial survey (Niemann and Martens, 2018).
Thus, it may be argued that the OECD influences national education systems through
instruments of both ‘soft governance’ and ‘crucial governance’ across distinct national
education systems (Niemann and Martens, 2018; Lewis, 2018; Volante, 2017; Moos, 2017,
Meyer and Benavot, 2013; Hopfenbeck, 2014; Morgan and Shahjahan, 2014; Lundgren, 2006),
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Recent research has also revealed the complex interaction between international drivers and
policy borrowing within and between OECD countries (Lingard, 2018; Clapham, and Vickers
2018; Ashton, 2018; Rutkowski 2007; Minina et al., 2018; Phillips and Ochs, 2003).
Exemplifying this Scotland has utilised and adapted curriculum and assessment frameworks
from Australia and other OECD countries (Britton, 2018; Hayward, 2018; Lingard, 2018;
Schweisfurth and Slade, 2018; Breakspear, 2012; Carvalho and Costa, 2015). The OECD is
currently regarded as the leading authority in educational policy largely because of its highly
regarded educational measurement indicators, production of norms, and role in governance by
comparison (e.g. PISA) (Erkkild, and Piironen, 2018; Volante, 2018; Grek, 2009). The OECD’s
Educational Policies, recommendations and programmes strongly influence national
governments constructing public discourse and by framing and shaping public discourse and
the ways in which policy makers conceptualise and act upon social and economic challenges.
OECD Policy Documents, and guidance also influence educational access, and benefits

different people groups.

2.2 Scottish Context

The historical and cultural antecedents of the Education system in Scotland are situated within
a broadly social democratic polity (Robbins et. al.,2018; Scott and Mooney, 2009; Hindmoor,
2018); Turock, 2007). Importantly Education has always been a devolved responsibility even
before formal devolution in 1997 when the Scottish Parliament was re-opened in Edinburgh
(Jarvis, 2018; Jones, 2015; Wormald, 2005). This is crucial as it has enabled a more flexible
approach to policy borrowing particularly from countries which share a similar social
democratic welfare model. This has also led to greater divergence from the Educational
systems, curricula and pedagogic approaches in England, Wales and Northern Ireland (Furlong
and Lunt, 2016; Wilson and O’Prey, 2018). The Scotland Act 1998 gives the Scottish
Parliament formal legislative control over all education matters, and the Education (Scotland)
Act 1980 is the principal legislation governing education in Scotland. Of critical importance for
the current study is the degree to which the Education system and more particularly the
Assessment for Learning model in Scotland has evolved within a process which combines
historical and cultural antecedents and policy borrowing from countries with a similar social

democratic background such as Norway, Finland, Sweden and Denmark.
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The recent implementation of the National Improvement Framework (NIF) with a form of
national standardised testing was a response to criticisms from the OECD (Pisa) relating to the
lack of available research evidence in evaluating policy at national level in Scottish education
(Mowat, 2018). In this sense it is important then to understand how the NIF has been situated
within the Scottish Education System, as a layer on top of curriculum and assessment reforms
from 2003-2018 and especially the Curriculum for Excellence [CfE] and Assessment is for
Learning (AiIfL) to fully appreciate the degree to which this marks a departure from the way in
which the Scottish Education system and more specifically forms of assessment had previously

developed in the early 21% century in the Scottish context.

2.2.1 The Curriculum for Excellence

Scotland’s educational system has for some time been underpinned by egalitarian principles as
evidenced by the support for an all comer comprehensive school system in the latter half of the
20" century (Hindmoor, 2018; Jarvis, 2018; Furlong and Lunt, 2016). Belief in and support
for this was further reinforced by a national consultation and debate in 2004. Almost all high
school age children have attended state comprehensives (around 94%) and societal belief in
equality of opportunity has further reinforced commitment to this system (Jones, 2016).
However, pupil intake is often shaped by the socio-economic status of local neighbourhoods
meaning that some schools have particularly high needs in relation to Free School Meal
Entitlement- a commonly used indicator of deprivation. It is within this schooling context that

innovative curriculum and assessment reforms began to emerge.

In 2003, work began on the development of a new curriculum Curriculum for Excellence [CTE].
Underpinned by a transformative vision with regard to learning, the Curriculum for Excellence
aims to prepare children for living and working in the 21st century. Debated and planned from
2002, and implemented fully by 2011, the curriculum provides a broad general education for
ages 3-18. It replaced a more traditional set of curriculum guidelines (5-14) which emphasised
the individual nature of pupils journeys. In contrast the Curriculum for Excellence provides
experiences and outcomes which give teachers freedom to choose how they teach certain topics
and is less prescriptive than the 5-14 curriculum (Priestly and Humes, 2010; Priestley, 2018;
Kelly, 2009)
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Operating as an inclusive system, Scotland aims to deliver an equitable and empowering
education for all. Critically, it provides, knowledge skills and attributes moulded by its
foundation of collaborative and autonomous teaching practices (Education Scotland 2012;
Donaldson, 2010; Drew et al, 2016; Hardy, 2018). Education Scotland inspects and regulates
all schools, in Scotland on a regular basis providing a layer of accountability. The main focus
being the quality of learning and teaching provided. The curriculum is divided into two phases:
‘Broad General Education’ and the ‘Senior Phase’. The ‘Broad General Education’ begins in
early years at age 3, and continues to level 3 of Secondary School (age 15). The aims of the
Broad General Education are to: (i) achieve the highest possible levels of literacy, nhumeracy
and cognitive skills; (ii) develop skills for learning, skills for life and skills for work (iii)
develop knowledge and understanding of society, the world and Scotland's place in it; (iv)
experience challenge and success so that they can develop well-informed views and the four
capacities. Education Scotland describe these four capacities intended for the purpose of the
curriculum and to enable children and young people to become; Successful Learners; Confident
Individuals; Responsible Citizens; and Effective Contributors. A central aim of the Curriculum
for Excellence was to ‘ensure an integrated approach to the new curriculum, assessment and
qualifications that will improve learning and teaching’ (Scottish Government, 2011, p.2). Here
the curriculum adopts a holistic view of the child and the learner journey with a focus on
enabling a flexible and tailored approach to learning and assessment. Children lead their
learning within a ‘broad and interdisciplinary approach to learning opportunities’ (p.2 ibid).
Thus, the Curriculum for Excellence (CfE) was designed as a more coherent, enriched

curriculum in comparison to the 5-14 curriculum.

2.2.2 The Role of Assessment in Scottish Education from 5-14 to
the Curriculum for Excellence

Assessment is for Learning (AifL), was initiated in 2002, and published by the Scottish
Executive Education Department (SEED). In November 2004, this publication laid out a set of
assessment for assessment policy documents for children aged 3-18. Assessment is for
Learning as a reform is defined and unpacked by national and international systems in different

ways. In Scotland, the purpose of AifL is to make positive change to children’s learning and to
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improve their life chances encouraging assessment dialogues and metacognition. In 2001, the

overall aim underling AifL was to:

...provide a streamlined and coherent system of assessment to ensure pupils parents, teachers and other

professionals have feedback they need about pupils’ learning and development needs

(Learning and Teaching Scotland, 2005, p.1)

This aim highlights the theoretical underpinnings of AiFL in Scotland that are based upon a
more holistic view of pupil progress and assessment. More importantly, it connects with the
underpinnings of the Curriculum for Excellence, as its main ethos is to create a system that
allows participation among all practitioners, leaders, parents and pupils, creating a learning
environment which promotes and enhances reflexive practice for progression and development.
However more specifically, the programme’s goals include the development of good
professional practice and confidence in assessment amongst teachers so that their judgements
are dependable; the development of credible quality assurance of teachers' judgements locally
and nationally, and to the monitoring of national attainment in a way that provides accurate
information about overall standards and trends and that promotes good classroom practice.
Recent research has supported the development and implementation of AifL in Scotland,
(Spencer and Hayward, 2016; Hayward, 2015; Florian and Beaton 2018; Burner, 2018; Priestly
et.al., 2014). Here, a number of policy makers and educational advisors to Education Scotland
and the Scottish Government have studied its success over time. Some highlight its success in
the development of professionals; in particular, Hayward and Hutchison (2005), Robertson and

Dakers (2004) have contributed by outlining the progress of the policy and practice of AiFL.

The assessment guidelines had been published earlier in 1991 in relation to 5-14 guidelines put
considerable emphasis on professional practice in assessment as part of learning and teaching,
promoting what would now be recognized as ‘assessment is for learning’. Here, the 5-14
curriculum was quite prescriptive with teachers referring to benchmarks to determine level
ability whereas the Curriculum for Excellence uses its Experiences and Outcomes and more
recently broader benchmarks for all ‘curriculum areas’ to make judgement on the pupil ability
and progression in a curriculum area (see for example Benchmarks for Numeracy and
Mathematics (Education Scotland, 2017). However, curriculum guidelines for English
language and mathematics and new arrangements for national testing in reading, writing and
mathematics were published at the same time. These commanded considerable professional and

public attention, so that curriculum content and progression through attainment levels, rather
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than the quality of assessment practice in classrooms, became the main focus of schools'
planning and action. The increasing emphasis on standards, target-setting and accountability in
the mid- to late 1990s ensured that measurement, rather than assessment for learning, remained
the main priority. The emergence, then, of the more dynamic and dialogic AifL process from
around 2003/4 encouraged a stronger emphasis on the shared experience of the assessment
process (Hutchinson, 2001). It appears to have been keenly adopted by teachers in Scotland. It
could be argued that this approach highlighted a dynamic and cyclical process focused on

individual achievement.

However, during the development of the Curriculum for Excellence, international as well as
national pressures from the various political groups active in Scotland led to an
acknowledgement that although performance overall in Scotland’s schools was good, the
disparity between lower achievers and the rest was such that there was real concern that those
from the most deprived and disadvantaged groups were missing out (Mowat, 2017).
Additionally, the increasing dominance and influence of a quantitative research agenda in the
21 century meant that the introduction of the NiF with its standardised testing and
measurement of performance was given prominence and lauded as the answer to any attainment
gap. The case of Scotland and its National Improvement Framework [NiF] is a unique in the
context of shifting assessment and evaluation models against highly grounded international
benchmarks. Although it should be noted that the country at the top of such league tables,
Finland, does not engage in formal external testing until students reach the end of high school.
The emphasis here is on building teacher development and professionalism through further
study and on student engagement in learning conversations with teachers as students are
encouraged to progress rather than compete (Sahlberg, 2011). This is at odds with the
chronological age competition and quantitative measurement encouraged by the OECD. Firstly,
we must view the Scotland’s positioning in the International league tables [PISA 2017]. This
section has critically analysed literature around education and evaluation systems in order to
portray the journey to which has led to the introduction of the NIF and its current
implementation under national and international guidance in terms of assessment such as

national standardised testing and the possible dissonance with the approach taken by AiFL.
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3 Literature Review

This chapter provides a critical review of existing theoretical and empirical knowledge
regarding the issues highlighted in the introduction of this thesis. The review is in two parts.
The first section (3.1) offers a systematic review of literature relating to national responses to
international policy influences. Empirical case studies in the field are utilised to contextualise
theoretical approaches. The section concludes with a critical review of theoretical perspectives
on the influence of international organisations on national education systems. The second part
(3.2) provides a critical review of theoretical perspectives relating to the study. Here, theoretical
perspectives relating to assessment and evaluation. In addition, the relationship between
curriculum development, assessment and the impact on teachers as education professionals is

examined in detail.

3.1 National Responses to the Programme for
International Student Assessment (PISA)

Internationally there are at least two major levers for educational reform. First, | consider large-
scale high stakes standardised testing in the pursuit of accountability which is the focus of this
section. Second, the understanding of the central role of the teacher in quality assessment
practice, understood to be at the heart of learning and learning improvement (Berry, 2010; Black
and Wiliam, 2005; Marshall and Drummond, 2006; Wiliam and Thompson, 2017; Harrison,
2005) is explored. Also influential in reform efforts in several countries is the system push for
evidence of achievement tied to a commitment to transparency and accountability (Rubenson,
2008; Addey and Sellar, 2018).

The PISA programme forms are an integral part of the OECD’s set of policy instruments
designed to influence the shape of national education systems through soft governance and
‘crucial governance’ or °‘soft governance’ by hard fact (Niemann and Martens, 2018).
Operating on a triennial basis it offers a comprehensive international comparative survey of the
learning outcomes of students in OECD countries in mathematics science, and reading. In
2018, the OECD added the concept of global competence to the comparative survey of learning
outcomes (Care, 2018). Global competence is described as the capacity to examine local, global
and intercultural issues, to understand and appreciate the perspectives and world views of

others, to engage in open, appropriate and effective interactions with people from different
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cultures, and to act for collective well-being and sustainable development (OECD, 2009). There
is a dearth of research on the impact of the PISA programme on reforms in educational
assessment and evaluation at national level. However, the normative pressure placed on
national school systems to improve performance within a competitive global environment has
been acknowledged within a number of studies (Ball, 2003; 2015). Critically however, there
are very few studies which examine the role of stakeholders and actors in shaping national

responses to PISA results.

3.2 Empirical Case Studies: National responses to
international policy influences

This section presents studies on national responses to international policy influences and will
present a critical review of International case studies including (Queensland) Australia, Norway
and Scotland. It will engage with the way in which these countries have succumbed to the
OECD demands for standardisation, transparency and accountability through a focus on
outcomes. Moreover, this section will critically examine studies relating to the Global
Education Reform Movement [GERM] (Ball, 2017; Sahlberg, 2011). This section will also
critically review theoretical perspectives relating to the influence and impact of international

organisations upon national education systems and policies.

3.2.1 NAPLAN Australia

The National Assessment Programme — Literacy and Numeracy (NAPLAN) was introduced in
Australia in 2008. It is a Federal Government measure that aims to provide teachers, policy
makers, parents and head teachers with diagnostic information relating to the performance of
students. There were two main drivers for the introduction of this reform. Firstly, political
pressures played a significant role in the national drive for accountability through standardised
testing. Secondly Australia was heavily influenced by assessment reforms within other OECD
countries. In particular NAPLAN was heavily based on the assessment model within England
and the United States and although this assessment policy received critical scrutiny, Australia
still continued to implement assessment in the form of NAPLAN (Masters, 2010; Ward, 2012).

A central aim of NAPLAN when it was introduced in 2008 was to initiate a robust tool for

diagnostic information. This tool would be made available to teachers and schools, education
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policy makers and national government (Masters, 2010). A number of studies have argued that
this form of performance measurement is closely linked to New Public Management reforms
which have been introduced in a number of OECD countries in recent decades (Christensen and
Laegrid, 2011; Newman, 2004). Critically as Power (2004) has argued in line with New Public
Management [NPM] reforms in other areas of welfare provision, NAPLAN was a quantitative
tool enabling policy makers to measure performance, develop managerial strategies and

generate changes in professional teaching practice and assessment frameworks (Power, 2004).

Significantly the introduction of NAPLAN was strongly influenced by the OECD (Rizvi and
Lingard 2009; Taylor and Henry, 2007). Here, successive Australian governments have
followed the OECD’s consensus on national education systems as functioning to ensure
economic growth at national level. This rationale effectively legitimates the use of international
benchmarking of student performance and the publication of comparative data generated by
international surveys such as PISA. Critically, comparative international testing is viewed as a
way of evaluating national education systems. Recent research has evidenced the acceptance of
PISA as a way of evaluating national education systems across most OECD countries. This
acceptance is located within a broader sphere of convergence of education systems across
OECD countries (Taylor and Henry, 2007; Grek et al., 2009; Wiseman & Baker, 2005).

In Australia and across a number of OECD countries the international comparative data and
diagnostic reviews provided by the OECD emerged as a pivotal tool within national educational
policy decision-making within national education policy. Grek et al., 2009; Rizvi & Lingard,
2009; Wiseman & Baker, 2005). Critically also the reception and translation of forms of
governance encouraged by the OECD within national education systems is also evidenced by
the way in which NAPLAN also led to a focus on the effectiveness of professional practice
(Rowe, 2006; Masters, 2010). However, it could be argued that international education policy
is clearly positioned as an instrument designed to ensure the adequate performance of national
education systems rather than progressing the meaningful development of the teaching and
learning process (Wiseman and Baker, 2005). National governments are thus able to utilise
international comparative data sets such as PISA in order to reform education systems from
above. The use of guantitative performance indicators directed at accountability programmes
provides a context in which the professionalism of teachers at school level is placed in the spot
light (Zanderigo et al., 2012).
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Importantly, the publication of national data, which came about through NAPLAN which was
made accessible by the ‘My School’ platform enabled policymakers to comparatively evaluate
organisational performance within an international context. Here, policy borrowing became
important in Australia (Lingard, 2010) with the quality and training of teaching professionals
being increasingly blamed for poor student performance (Dinham, Ingvarsen, & Kleinhenz,
2008; Gale, 2006; Rowe, 2006). Evidence generated by PISA and TIMSS was used to indicate
fundamental failings within the teaching profession in Australia (OECD, 2004). In response to
these perceived failings new state based professional standards were developed in Austrailia
(Kleinhenz & Ingvarsen, 2004). The reception and translation of international education
policies in Australia has thus led to a focus on accountability within the teaching profession
with teachers being blamed for poor PISA results. Here, the overall performance of students is
highlighted rather than attempts to address issues relating to inequality and the attainment gap
between children from different socio-economic and ethnic groupings in Australia (Thompson,
and Harbaugh, 2013). Thus, following Steiner Khamsi’s (2014) notion of reception and
translation.  The Australian government regarded assessment reforms within other OECD
countries as examples of best practice. Here, the high stakes testing model in the USA and
England were regarded as being most suited to the kinds of political and cultural
transformations that the Australian government wanted to encourage. The underlying agenda
of these changes was shaped by the imposition of New Public Management across public
services in Australia. Critically, as part of this top-down governance agenda. New Public
Management within education focussed on measuring performance, developing managerial
strategies within schools and transforming professional teaching practice models and

assessment frameworks.

The translation of these reforms within local schools in Australia framed by this NPM agenda
meant that teachers were regarded as accountable for the performance of students. Moreover,
as Ball (1998) has argued the Australian government covered with a number of OECD states,
most closely with England and the USA in adopting NPM forms of standardised national
testing. However, the realisation of NAPLAN as a new assessment model was formed with a
recontextualization of policies derived from the international level. The prevailing political
context in Australia was one in which there was already a drive for accountability and move
towards a focus on New Public Management across a range of sectors. The development of
NAPLAN was symptomatic of this drive.
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The OECD focus was on the quality and quantity of teachers in Australia as well as on
organisations such as the Ministerial Council of Education and the Australian Government
Quality Teacher Programme (Gonczi, 2008). Professional standards became the subject of close
scrutiny even to the point of an econometric study of a decline in teacher quality in 2004.
(DEEWR, 2007; Goodrum, Hackling, & Rennie, 2000; MCEETYA, 2004; Skilbeck & Connell,
2004). The study was based on the argument that teacher competence and aptitude could be
evaluated against the performance of students using outcomes. Importantly however it may be
argued that this form of evaluation does not take account of key contextual variables between
classroom and school environmnents (Kenway, 2013; Lingard, Sellar, and Savage, 2014;
Ward, 2012; Considine, and Zappala 2002). For example student outcomes are impacted upon
by class size particularly in relation to teacher pupil ratios. Moreover, developmental
differences between children may mean that some classes and school communities require more
resources. In addition rural and urban schools may require different levels and forms of
resourcing and failure to address these differences may impact on student outcomes. Finally,
some schools are situated in econonomically deprived areas and higher levels of poverty and
inequlality may impact on student outcomes (Marks, 2014; Lamb, 2007; Checchi, 2006;
Collins, McLeod, and Kenway, 2000). The Australian Education Union made the counter
argument that teacher's performance ‘could not be measured in a quantitative way’ (Ferrari,
2007, p.7). Importantly, significant differences in demography and forms of governance
between Australia and other OECD countries impacts upon the operationalisation of national
standardised testing in distinct settings. Exemplifying this with a population of 24.6 million
Australia is significantly larger than Norway which has a population of 5.2 million. (Eurostat,
2018). Moreover differences in the relationship between national and local government in
Australia and Norway has implications for the operationalisation of educational reforms within
the two settings. Here, both countries aimed to introduce a common national curriculum The
Australian government introduced this system in 2014 however as Australia is a federal system
the Education Ministers of individual states were responsible for the implementation of the
curriculum and as a result there are distinct differences in the curriculum framework and in
forms of implementation across the six states of Australia. In contrast, as Norway has a more
centralised form of governance it has a uniform common national curriculum across the nation.
(Volckmar, 2018; Imsen & Volckmar, 2014; Donnelly & Wiltshire, 2014; Department of
Education, 2014)
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3.2.2 Norway

The development of a robust and comprehensive system designed to scrutinise the quality of
education across Norway has underpinned policy strategies and initiatives in that country over
the past two decades (Prgitz, 2014, 2014; Telhaug et al., 2006; Tveit, 2014). These initiatives
were influenced and justified by a seminal report published by the OECD in 1988, ‘The Review

of National Policies for Education in Norway’.

The report crystallised around three key issues. Firstly, the OECD panel identified the
centralisation of governance in Norway as a central impediment to the collation of robust
standardised national data sets that the OECD argued were required for effective decision
making for the reform and development of the education system. The panel recommended that
a system for the systematic and regular evaluation of Norwegian schools should be established.
Moreover, the panel argued that there should be clearly identified systems of accountability at
each level of the education system. This drive for standardisation and quantification of
outcomes from schools is the key driver of documents emerging from the OECD reducing
education to a simplistic construction with the idea that good teachers can be measured against
standardised expectations of pupils irrespective of individual circumstances or developmental
needs. A third major recommendation was that there should be shift away from structural
changes towards a focus on the quality of the education system across Norway ironically in a

quantifiable measure.

Characterised by a strong emphasis on outcomes and results orientated system OECD reports
in 2002 and 2011 reinforced the recommendations of the 1988 report. Critically, a key OECD
study in 2011, Review of Evaluation and Assessment Frameworks for Improving School
Outcomes, Norway was part of a major OECD study involving 15 countries. The study called
for a more coherent evaluation and assessment framework in Norway that clarifies and
elaborates learning goals and indicators for quality within assessment and evaluation at national
level. Finally, the study emphasised the need to consolidate the competence of evaluation and
assessment for school leaders and teachers. Critically, there has been considerable resistance
from teaching professionals who do not agree with government attempts to shift education
policy from process-orientated education toward a results and outcomes orientated system over
the last twenty years (Telhaug, 1994). A central argument of teaching professionals is that
schools should not be subjected to market competition and forms of New Public Management

which valorise management by objectives and results orientated educational strategies. Here
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teachers argue that pedagogic approaches are the preserve of the professional autonomous

teacher and that evaluation should be organised and tailored by each school. (Telhaug, 1994).

In terms of Steiner-Khamsi’s (2014) theory of the reception and translation of policies Norway
has implemented reforms at national level in response to a series of OECD studies and reports.
Here, the move from process-orientated educational pedagogies based on decentralised
governance to a centrally organised outcomes orientated education system has necessitated the
transformation of professional teaching practice models and assessment frameworks in
Norway. The subsequent debates that have emerged in Norway reveal the challenges faced by
teaching professionals in translating government policies and measures into practice. Here,

issues relating to professional judgement and autonomy come to the fore.

Historically, Norwegian education policy was founded on the commitment to structures and
systems which facilitate the teaching and learning processes led by educational professionals.
(Hatch, 2013). Recent studies have shown that whilst some of the OECD recommended reforms
have been realised particularly with regard to increased accountability, the fundamental
commitment to the centrality of process-orientated education remains in-tact (Hatch, 2013). In
particular, a number of studies have revealed the continued overwhelming emphasis on the
underlying principles of Assessment for Learning (Tveit, 2014; Hopfenbeck et al., 2013 ;

Throndsen et al., 2009). Thus, whilst the recommendations from the 1988 OECD panel and the
OECD study of 2011 were given impetus by the relatively poor Norwegian PISA results in
2001, both the reception and translation of International Policies within the Norway has been
marked by debates and tensions between policy makers and teaching professionals in Norway
(Baune, 2007). Critically however, key components of the reforms advocated by the OECD
have been implemented in Norway. These reforms include a national-outcomes orientated

curriculum and governing by goals and local accountability (Prgitz, 2014; Aasen et al. 2012).

In addition, a range of measures designed to enhance the effectiveness of evaluation and
assessment within the Norwegian education system have been implemented. Here, regulations
for assessment have been revised and guidelines have been provided to support an outcome
based national curriculum. Critically also, the adaptation of these reforms has led to a national
project supporting the development of competences of teaching professionals, school leaders
and school owners (Prgitz, 2014). Adopting Stiener Khamsi’s theoretical perspective of
‘recpetion and translation’ theory (See Chapter 4, Analytical Framework), the reception of

educational measures was legitimated through reference to the value of international
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comparative data and diagnostic reviews provided by the OECD. Importantly however, as has
been evidenced there was significant resistance from teaching professionals during the initial

stages of implementation of results led outcome orientated evaluation and assessment systems.

The adaptation of educational reforms characterised by results orientated policies generated at
international level by the OECD was thus subjected to a great deal of critical debate during the
early stages of implementation in Norway. Critically as Helgoy and Homme (2016) have
argued, historically Norwegian education has been located within a social democratic,
corporatist political economy within an egalitarian public sector. However, the education
system in Norway has been subjected to the extensive implementation of New Public
Management over the last 15 years. The promotion of these reforms by centre left governments
has led to rapid and fundamental changes in the Norwegian education system. These changes
have been characterised by a move towards results led outcome orientated evaluation and
assessment systems. Importantly however as Helgoy and Homme (2016) argue, these
transformations have been softened by measures to take account of the relationship between
school inputs and student outcomes. Here contextual variables relating to factors such as the
socio-economic and geographical setting in which the school is located and the degree of
alignment between resourcing and the distinct eduacation needs of children within schools were
taken into account. These measures were designed to mitigate the impact of New Public
Management [NPM]. The negative effects of marketization on social inclusion and equality
were also mitigated by educational reforms. The adopting of new post NPM measures within
educational policies since 2005 perhaps signals a new period of reception and adaptation and a
move away from the view that there will be an inevitable convergence with educational systems
across OECD countries. The education systems in Norway and Finland are based on social
democratic principles underpinned by egalitarian values and a focus on enabling trust between
stakeholders across the education system at national and local level (Afdal and Nerland, 2014;
Mgilstad and Karseth, 2016; Sahlberg, 2011). Here, both countries create scope for local
flexibility in the design and implementation of local curriculum. Critically however as Molstad

argues;

In Finland, local curriculum work is constructed as a pedagogical process for developing local
curriculum. In Norway, local curriculum work is constructed as a process for applying and thereby
delivering the national curriculum. This illuminates that forms of state-based curriculum imply various

ways of local curriculum control.
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(Molstad, 2015; p.1)

Importantly however within a broader political and social context both countries share a
comitment to promoting the social and economic conditions required for political democracy,
trust and social justice. Here, it may be argued that whilst there is evidence of the influence of
marketisation and New Public Management the fundamental principles of social democracy still
largely shape welfare and education policies across the Nordic States (Esping-Andersen, 017;
Andrain and Smith, 2006). The impact of these principles is particularly evidenced by

educational policies in Finland.

3.2.3 Finland

The achievements of the education system in Finland have been articulated by a number of
authors. (Hautaméki and Harjunen et al. 2008; Saari, 2009; Sahlberg, 2011). The OECD echoes

these achievements in The Educational Policy Outlook for Finland in 2013,

Finland has been and continues to be one of OECD’s top PISA performers since 2000, with
students performing in the top ranks in reading, science and mathematics between 2000 and 2009, and

low impact of students’ background on educational performance.
(OECD, 2013 Education Policy Outlook, Finland, p.4)

Whilst Finland’s performance in PISA surveys has been consistently strong compared to other
small countries within the OECD, the most recent PISA survey in 2016 indicated that Finland
was fourth in reading, 12th in maths and 5th in Science. This represents a fall from 1st in
reading, 4th in Maths and 3rd in Science in the 2000 PISA survey. Despite this situation Finland
has maintained the key tenets of its current educational policies. As Sahlberg (2015) has argued

The Finnish way of thinking is that the best way to address insufficient educational
performance is not to raise standards or increase instruction time (or homework) but make school a
more interesting and enjoyable place for all. Raising student motivation to study and well-being in

school in general are among the main goals of current education policy in Finland.
(Sahlberg, 2015, p.6)

Significantly, the underlying principles of Finland’s education system are radically different
from those of the OECD. Teaching professionals and school principals in Finland have
articulated the view that large-scale standardised tests are only capable of measuring a narrow

range of the full continuum of school learning and that the OECD and PISA encourages the
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borrowing of policies that are not relevant to the specific historical and cultural evolution of
education systems within national settings. An important achievement of the Finnish
educational system has been the low variation in results across and within schools. Thus, the
attainment gap between distinct socio-economic, ethnic groups and genders is minimal. The
focus in Finnish schools is to work with all learners whatever their family background or
socioeconomic status. All students in Finland follow the same subjects within a common

curriculum.

Critically there is a central focus on teachers’ autonomy, working conditions and social prestige
in Finland. There is a burgeoning body of literature relating to the success of the Finnish
educational model and a number of factors have been identified however the over-riding factor
that has led to the consistency and sustainability of the education system in Finland is the
quality, and commitment of teachers within the system (Hautamaki, and Harjunen, 2008;
Terhart, 2013; Van Veen and Sleegers, 2006; Hargreaves, 2009).

Teachers benefit from a substantial professional preparation within strong socio-ethical
foundations relevant to Finnish society. Teachers thus benefit from the respect and trust of
Finnish citizens and teaching is regarded as being as important as medicine. Over 20,000
people apply to become primary school teachers each year with only 2000 being selected.
Importantly also teachers play a central role in school planning and curriculum development
and all local schools are allowed to take account of sociocultural conditions in their community.
This flexibility enables the Finnish education system to respond sensitively to educational
contexts. Importantly this contrasts with macro environments and socio-political contexts such
as the USA and the UK which adopt the global corporate educational model. Here it may be
argued that in adopting this model, accountability relies upon national standardised testing of
student performance which in turn assumes the quality of teaching within individual schools.
The Finnish model lies diametrically opposed to this approach since it adopts an ethical
educational paradigm which focusses on the professional autonomy of teachers and the
importance of individual and community context bounded by a key prupose — to make schools
enjoyable places to be and so to be motivating for individual children’s learning and
development (Sahlberg, 2015; Hautaméki and Harjunen, 2008).

A central characteristic of this educational paradigm is the way in which the assessment and
evaluation of teaching and learning processes is encouraged. Exemplifying this, the assessment

of teachers in Finland is undertaken by peers in an informal way. The focus on informality
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aligns with the cooperative teaching process. This level of cooperation means that teachers are
mutually dependent on one another. Thus, teacher autonomy is experienced through a
commitment to individual teaching practice and to the meaningful educational experience of

professionals and students in the whole school.

In terms of culture and values, trust is central to accountability within the Finnish education
system. When inadequacies are identified in relation to the performance of an individual teacher
the rest of the teaching team support the teacher in a respectful way and training is used to
overcome limitations and difficulties. This form of collective accountability is regarded as
important in Finland as it enables greater flexibility and responsiveness to teaching and learning
needs and curriculum development within the school. The OECD (2014) has highlighted the
value of this form of collective accountability arguing that Finland has created a self-fulfilling
and positive teaching and learning process by focussing on collective self-respect and autonomy
for its teachers. Sahlberg (2011) has argued that this level of flexibility and freedom contrasts
markedly with the rigid procedures that can develop as a result of external standardised testing
cultures within other nations. It has been argued by a number of theorists that external
standardised testing may lead to accountability being experienced by teaching professionals as
an individual burden and as a sign that they are not fully respected or trusted by stakeholders
within their education system (Terhart, 2013; Van Veen and Sleegers, 2006; Hargreaves, 2009;
Moore et al. 2002; Sloan, 2006).

The Finnish Education system was subject to key reforms in the 1970s. Central to these reforms
was commitment to equal opportunity through comprehensive education. Here, the education
programme was designed to ensure that all students had equal access to high-quality education
whatever their ethnic background or socio-economic status. Critically, the Peruskoulu in
Finland is the concept that educational outcomes are not influenced by differences in wealth,
home background or ethnicity. All students are required to learn in comprehensive schools in
Finland (Sahlberg, 2011). The reforms of the 1970°s formed a turning point in the Finish
education system as grammar schools, civic schools and primary schools were merged into a
comprehensive municipal school governed by local education authorities. Thus, the
fundamental principle upon which the Finnish education system is built is the aim to raise
national performance relating to teaching and learning by giving every child support rather than
focussing on high performing learners. Teachers have high expectations of all learners.

Importantly, this egalitarian approach means that learners are not divided into subgroups
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according to their previous or expected performance. For Sahlberg (2011) this form of
segregation is characteristic of the global corporate education model advocated by international

organisations such as the OECD.

Finland’s distinctive educational model is characterised by the conceptualisation of evaluation
as self-evaluation at school level, local level and national level. Here, the focus is on using
cooperative structures, networking and participation to ensure continuous improvement of
teaching and learning processes. Continuous professional development is regarded as being
central to this. The Finnish education system does not implement standardised testing or test-
based forms of accountability. A central rationale for this lies in issues which may arise from
the results of high stakes external tests being used in evaluating teaching practice. It is argued
that this may lead to teachers redesigning their teaching to meet the needs of tests. Here students
may be encouraged to focus on certain subjects such as maths, science and reading to ensure
positive PISA survey results. Moreover, it is argued that students will then focus on surface
learning and memorising rather than critical thinking and deeper learning.(Sahlberg, 2015).
Thus, priority is given to creativity and respecting each learner and the pace and style of their
learning. Each learner’s unique cognitive development is given priority. The importance of
ensuring that teaching and learning strategies meet the unique needs of each learner is also
acknowledged by the OECD (2011).

The influence of international policies on education in Finland is thus mediated by a very strong
cultural and socio-ethical foundations. In addition, dialogical, cooperative and participative
forms of governance at school, municipality and national level are not conducive to top-down
external influence of international organisations such as the OECD. Critically, at the heart of
this system teachers are accountable to the students in their care. Teachers are trusted by the
local school community and national policy makers to deliver this care. Accountability in the
Finnish education system is thus bottom up, dialogical and based on cooperation. Trust in
educational professionals in Finland is the bedrock of the education system. Here, the
commitment of national and local policy makers to dialogue and cooperation with teachers to
ensure the well-being and learning of all children within a whole school approach characterises
the Finnish education system. The OECD’s influence in Finland suggests a very light touch soft
governance where ideas and advice may be listened to but the strength of the ideas and
principles inherent in the system mean that these would carefully be mediated rather than simply

applied. As the discussion below reveals it may be argued that the OECD’s influence in
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Scotland suggests a stronger form of ‘crucial governance’ where hard facts drawn from
quantitative measures within the PISA triennial survey and from OECD national diagnostic
reviews were utilised to develop the most recent reform The National Improvement Framework
in Scotland. (Niemann and Martens, 2018).

3.2.4 Scotland

In common with the underlying principles of the education system in Finland, the Scottish
education system emphasises the importance of teaching and learning processes which are pupil
centred and delivered by teachers who are recognised as agents of change with substantial
influence on the development of the curriculum (Drew et al., 2016). Moreover, recent reforms
in the education system in Scotland have re-orientated planning to regional and local level.
However, recent studies have also revealed that there is potential tension since the central
government agenda takes precedence as can be seen in the NiF which provides a small degree
of flexibility as long as teachers adhere generally to the prescriptive guidance of the NiF
(Hamilton, 2017; Priestley, 2015). The design of the Curriculum for Excellence reflects
principles of flexibility and responsiveness to the needs of learners, schools and local
communities which are regarded as fundamental. Recent research relating to the impact of the
Curriculum for Excellence has underlined the benefits of the reform in relation to professional
autonomy. (Priestly, 2018; Priestley & Humes, 2010). Here the CfE is evidenced as pedagogic
innovation which enables teachers to develop teaching and assessment practices by adopting a
reflective culture within schools (Hedge and Mackenzie, 2016; Priestley and Minty, 2013). A
number of theorists have evidenced the reflective culture as being embedded within pedogogic
approaches within teaching for a number of years. (Hutchinson, and Hayward, 2005; Priestley
and Humes 2010).

Implemented in 2011, The Curriculum for Excellence was widely regarded as an innovative
S3-18 curriculum, (McAra, Broadley & McLauchlan, 2013). The curriculum is built on the
notion of autonomy as a multi-dimensional concept that is responsive to the specificities of
school and community contexts. Importantly the concept of autonomy is also conceptualised as
relational within the context of a whole school approach as well as being personalised to
individual learners. The curriculum focusses on four key capacities for learners as successful
learners, confident individuals, responsible citizens and effective contributors. Importantly,

assessment within the curriculum focusses on Assessment is for Learning. Assessment is for
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Learning (AifL), was introduced in 2002. In November 2004, the Scottish Executive Education
Department (SEED) provided guidance on assessment and curriculum policies for children
aged 3-14 which reflected the holistic and collaborative principles embedded within the
Curriculum for Excellence. (Hutchinson, 2001) Assessment is for Learning’s appearance is
defined or translated by national and international systems in different ways. In Scotland, the
main aim of AifL is to make progressive contribution to children’s learning to improve their
life chances through dialogic engagement with young people. Here it may be argued that this
reflects the pedagogic approach in Finland where trust within positive relationships between
teachers and students is regarded as intrinsic to effective teaching and learning
practices.(Sahlberg, 2018). In 2005, the overall aim of SEED was to:

“...provide a streamlined and coherent system of assessment to ensure pupils parents,
teachers and other professionals have feedback they need about pupils’ learning and
development needs”

(AIfL - Assessment is for Learning, Information Sheet, p.4 2005)

This aim highlights a key principle underpinning the Curriculum for Excellence, which is to
create a system that allows participation among all practitioners, leaders, parents and pupils,
creating a learning environment that promotes and enhances reflexive practice for progression
and development with pupils and teachers. However more specifically, the programmes goals
are to: (i) Develop good professional practice and confidence in assessment amongst teachers
so that their judgements are dependable. (ii) Put in place credible quality assurance of teachers'
judgements locally and nationally, as part of understanding and sharing standards (iii) Monitor
national attainment in a way that provides accurate information about overall standards and

trends and that promotes good classroom practice.

Recent studies relating to the development and implementation of AifL in Scotland have
highlighted key messages related to professional development and the teaching and the
personalisation of the learning process in Scotland (Hayward and Hutchison, 2005; Robertson
and Dakers, 2004).

The influence of the OECD on recent reforms within the education system in Scotland has
created a great deal of debate. A key catalyst for the reform of the assessment and evaluation
system in Scotland were the PISA results in 2016. These results were purely based on scores in
Maths, Science and Reading. Whilst Scotland’s scores were comparable to the OECD average

in all three areas, these scores had decreased significantly since 2012 and were lower than scores
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in 2006. Moreover, Scotland was ranked lower in the PISA table in all three areas than at any

point since the beginning of the OECD PISA Programme.
The Scottish Government noted that whilst

...the results show that closing the poverty-related attainment gap is a complex challenge which
is not unique to Scotland. The welcome improvements in performance of young people from deprived
backgrounds, which we saw in the previous results between 2009 and 2012, have been maintained. However,
there is still a gap between pupils from the least and most disadvantaged backgrounds — around 3 years’-worth of

schooling according to the OECD.’

(John Swinney, Deputy First Minister, Scottish Government speech November, 2016)

The Scottish government’s response to PISA results and the 2015 OECD review of education
in Scotland was to develop The National Improvement Framework. This was a framework for
national standardised testing. The central rationale for the development of the National
Improvement Framework (NIF) was to respond to the recommendation from the OECD that
“there needs to be a more robust evidence base right across the system, especially about learning
outcomes and progress.” (OECD, 2015 p 12). This contrasts sharply with the Finnish education
system where there was little indication of an ‘attainment gap’. Importantly the Scottish
Government also argued that its own Scottish Survey of Literacy and Numeracy published in
April 2015 underpinned the rationale that ‘we needed to do more to make our education system
among the best in the world” (Swinney, 2016). The reception of policy recommendations from

the OECD was made clear by the John Sweeney, Deputy First Minister of Scotland,

These reforms are based on the 2015 review of education in Scotland carried out by the OECD
- the same body which runs the PISA assessments published today.  Inits review report, published this
time last year, the OECD said that Curriculum for Excellence was “an important reform” that was the
right approach for Scotland. The OECD said we had got the design right but that we needed to take

further steps to secure the benefits of this new approach in all parts of the country.

(John Sweeney, Deputy First Minister, Scottish Government speech November, 2016)

In terms of Steiner Khamsi’s notion of reception, The Scottish Government has focussed on
closing the attainment gap by adopting the OECD’s recommendation to develop a more detailed
measurement system (OECD, 2015). As previously mentioned, standardised testing is to occur
at the beginning of primary school (P1) and in P4 and P7 as well as during secondary school
(S2). Here, it is argued that this system will provide teachers with benchmarks to assess

children’s progress. Critically, the Scottish government also argue that the National
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improvement Framework will not ‘constrain teacher professionalism’ (2015, p.2). In particular,
the Scottish Government argue the need to adopt a key recommendation from the OECD to
strengthen professional leadership which is to use data gathered from national tests to inform
schools on how to develop this leadership. However, it could be argued that an emphasis on
testing and measurement in order to inform teachers what is going wrong so that they can adjust
their teaching does not seem to suggest trust in teachers or their professionalism (Wyatt-Smith
and Klenowski, 2014; Harlen, 2005; O’Niell, 2013).

Recent research has begun to focus on the implementation of the National Improvement
Framework in Scotland particularly with regard to the integration of national standardised
testing within the Curriculum for Excellence and alongside existing assessment strategies with
a focus on Assessment is for Learning (Priestly et al, 2015; Priestly, 2016). The current thesis
focuses on the perceptions and experiences of teaching professionals in Scotland to gain an
insight into the impact of assessment reform on teaching and learning processes, teacher agency
and professional autonomy. In doing so the research highlights ways in which professional
teachers at national level translate and adapt national educational reforms that have been
strongly influenced by international policy recommendations and which may be at odds with
the principles underpinning the system while also challenging the trustworthiness of teacher

professionalism.

3.3 Section Summary

This critical examination of these individual countries case studies has shown that the Global
Education Reform Movement (GERM) may strongly influence the relationship in reception,
translation and responses of national governments to international policy influences (Rubenson,
2008). The commonality between the four case studies reveals the focus from the OECD on
instituting systems that produce reliable standardised robust data that does not take account of
the role of education professionals and other key stakeholders within national education
systems. Finland is the exception, as its success in regard to outcomes without national
standardised assessment throughout the school years and its emphasis on enhanced teacher
professionalism and trustworthiness run counter to this particular refrom pathway. Moreover,
studies relating to convergence theory argue that the influence of the OECD on national
education reforms has led to the pre-dominance of national standardised testing within most
OECD countries (Verger, 2018; Ydesen and Au, 2018; Fischman et al. 2018 ).

31



A number of researchers have pointed to the negative impact of the OECD’s influence on
national education systems.(Niemann, and Martens, 2018; Lewis, 2018; VVolante, 2017; Verger,
2018; Ydesen and Au, 2018; Figazzolla, 2009) In particular the triannual PISA survey has
deeply influenced educational practice in a number of OECD countries. As has been described
earlier in this chapter, the PISA survey itself tests the achievements of 15-year-old students in
Maths, Science and reading and is conducted in over 60 countries. Countries are ranked
according to these achievements and there is substantial media coverage of these rankings.
Here, as we have seen in the country studies above poor or unexpectedly poor results from the
PISA survey often lead to a radical overhaul of education systems. Indeed, the so-called PISA
shock has led to major criticisms of national governments and perceived political need for
action in response. A number of experts in the field of education have expressed deep concern
about these often far reaching reactive reforms. (Hopfenbeck, 2018; Wiseman, 2013; Owens,
2013; Dall, 2011; Silander and Valijarvi, 2013; Andrews, 2013; Kamens, 2013;
Lockheed,2013; Sellar and Lingard, 2013a; Mayer and Benavot, 2013).

As the country studies earlier in this chapter have revealed the specificity of each national
setting has exposed cultural and historical differences in the development of education systems
and practices. Finland stands out as it has adhered to underlying approaches and principles in
education with the intent to ensure that schools are interesting and enjoyable. Whilst Finland
has not reacted to the most recent PISA results by implementing radical reforms in evaluation
and assessment, Australia, Scotland and to a lesser degree Norway have reacted to the
International Education Agenda articulated by the OECD. As has also been shown the response
of educational professionals in all of these countries indicates the contested nature of national
standardised testing and outcome orientated education. Here, reforms in many OECD countries
have focussed on the accountability of professionals in ensuring that children perform well at
standardised tests. Yet, as we have also seen standardised testing itself is the subject of a good

deal of critique by educationalists.

PISA has led to the escalation of standardised testing within national settings often being used
to legitimise the extensive use of testing (Ball, 2001). Exemplifying this, in the USA, PISA led
to the Race to the Top programme and the extensive use of standardised testing for students.
Students were ranked and labelled within this programme and the results are published widely.
The stigmatisation of students and schools within this system has undermined the motivation
of students (White 2018; Lingard et. al., 2014; Kenway, 2013). Critically also it has been
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argued by a number of theorists that PISA leads to short term reactive policies designed to
improve rankings but not to deal with longer term issues particularly with regard to
sustainability and closing the attainment gap within national settings. Here, as has been seen
with the implementation of the National Improvement Framework in Scotland whilst the aim
is to close the attainment gap between wealthy and poor students it is clear that the depth of and
complexity of economic and social inequality in Scotland requires a long-term multi-sector
policy approach. Moreover, it is important to ensure that children do not become de-motivated
by tests (Harlen and Deaken-Crick 2010; Goldstein, 2004). Importantly PISA currently also
assesses a narrow range of educational outcomes and does not take account of artist or physical
development or collective imagination and endeavour. Although it is the case that it will
measure Global Competence in the next survey (OECD, 2018). Significantly, the OECD
focusses on the economic role of education in society rather than promoting active citizenship.
As we have seen in the Scottish case study, the Curriculum for Excellence focusses on active
citizenship for a global knowledge economy and is concerned with democratic participation,
well-being and self-growth. A central concern as was evidenced in the Norwegian case study
is the impact of the OECD on professional pedagogies within national settings. Here initial
resistances to reform from input and process-orientated to outcome results orientated teaching
was symptomatic of concerns relating to the impact of standardised testing on the teaching and
learning process and the autonomy of teachers. Finally, as the emergence of debates between
teaching professionals, school leaders and policy makers within national settings has shown,
the legitimacy of the OECD to influence national education policy needs to be critically

examined.

In conclusion as has been shown in all four country studies Stiener-Khamsi’s theories of
reception and translation and theories of convergence are relevant to understanding the
influence of international organisations on national education systems. This will be used within
the analytical framework of this thesis. In addition, global convergence theory is evidenced
throughout the country studies as being pertinent to a deeper understanding of the influence of
the OECD on national education systems. This will also be discussed in more depth in the

analytical framework.

3.4 Theoretical Perspectives on Evaluation,
Assessment and Achievement
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The concept of situated learning defines classroom assessment as a way of broadening learning,
enabling children and young people to engage actively in reflective practice and to lead their
own learning. This section synthesises a rang theoretical perspectives relating to the role of
assessment, achievement and evaluation. It is critical to explore various approaches to
evaluation and outcomes in order to formulate reasonings behind introducing national
evaluation systems. This section also positions teaching professionals and school leaders at the
centre of critical and theoretical debate. The section begins by constructing and conceptualising
a framework for assessment by using a Scottish example. It then sets out to define evaluation
and raise questions regarding the dynamics of data and outcomes within formative and

summative assessment types.

3.4.1 A Framework for Assessment

Conceptualising assessment and overall evaluation in education has been a central focus in
contemporary research. In particular, it has been noted that there are increasingly high
expectations of teachers and students to succeed on prescribed levels of national and
internationally set benchmarks (Kamens and McNeely, 2009). These expectations are growing
and expanding, with increased emphasis upon 21st Century Skills, knowledge and
competencies in the face of demands from modern and global challenges (Care, 2018; Grayson,
2014; OECD, 2009).

In a search for a response to these demands, Fiala (2006) studied and compared the aims of
161 countries by analysing international documents between 1955-65 and 1980-2000. Five
similar fundamental changes were discovered: “1) higher levels of interest in individual
“personal and emotional development” and in “citizenship” as concrete national development
aims in and of themselves in 1980-2000, (2) greater emphasis on the development of “national
identity,” (3) more stress on “equality” and “democracy” as goals of education, (4) increased
interest in education for “world citizenship,” and (5) dramatically less focus on education for
economic development and on the single-minded concern with education for “employability.”
(Kamens and McNeely 2010, p. 9, p. 10). However, the content of curricula and their
assessment frameworks have been affected by the increasing demands of the OECD over time
(Volante et al., 2018; Verger et al., 2017). In addition to this, national demands and
expectations include; closing the attainment gap and reducing inequality,improving teacher

development standards and improving curriculum quality and coherence have dominated
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education reform agendas (Hayward, 2007; Hayward et al. 2014). Within this context the
construction of a contemporary and projective framework for evaluation and assessment in any
country will prove to be complex. However, the case of the Scottish Education System and its
current ‘Framework for Evaluation/assessment’ (Figure 1, below) provides methodological
tools of which are currently sensitive to the autonomy of teaching professionals who are central
agents of this framework. Here it may be argued that the voices and perceptions of teaching
professionals in relation to the imposition of the National Improvement Framework alongside
additional national standardised testing requirments are critical to the successful of an
formulation assessment framework (Kirk and Macdonald, 2001; Biesta, 2015; Emirebayer and
Mische, 1998; Jones and Egley, 2011). Emphaising this as Figure 1 (below) illustrates how
Scottish teachers can face a complex interaction of external and internal demands and
procedures related to assessment and evaluation within their everyday practice.

FORMATIVE

Formative assessment
Personal learning planning

Involving learners, and parents
and other adults in the learning
process

INTERNAL

Local authority collection and
analysis of information to inform
provision and improvement

HMIE inspection feedback and
subject/quality/improving reports
Follow-through inspection activities

EXTERNAL

Teachers' judgements and reports,
with local moderation and National
Assessments as part of
understanding and sharing
standards

Scottish Survey of Achievement
P3, P5, P7, 52
National Qualifications (SQA)
International studies
HMIE inspections and reports on
authorities and schools

SUMMATIVE

Figure 1: Framework for Assessment (Education Scotland, 2006, p.7)

The Role of Formative and Summative Evaluation

The role of formative and summative assessment in education has provided a central focus for
educational theorists and practitioners for many years. A key aspect of this debate has been the
relationship between formative and summative assessment. Summative assessment is regarded
has traditionally used to judge what the learner had achieved at the end of a course or block,
(Taras, 2009; Harlen and James, 1997) whereas formative assessment is the process through
feedback is provided at each stage of the learning journey to enhance learning (Hattie and
Timperley, 2007; Nash, 2011; Shute, 2008; Shute and Kim, 2014). A number of theorists have
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argued that combining both forms of assessment is a more useful way of informing the
jusdgement of teaching professionals when formulating an overall evaluation of individual
progress (Harlen and James, 1997; Black et al., 2004; Taras, 2001).

Stobart (2008) conceptualised learning as a social process that lies at the heart of social
constructivist theories. Here, the individual and collective understandings of the process of
learning are brought together. Thus, constructivist theories focus on learning as a tool through
which individuals understand their own world whereas notions of situated learning are located

within collective understandings of the teaching and learning process.

A simply definition of formative assessment is evaluation by the use of ungraded “brief tests”
used by both teachers and pupils that are used as aids in the learning process. It has now become
an effective tool for teaching where assessment for the use of grading, judging and then
classifying is not the primary use of assessment (Bloom, 1969; Wiliam, 2006).
An assessment of a student is formative if it is contingent on their outcome and if it shapes that

student’s learning (Black and Wiliam, 1995).

McManus (2008, p.3) further defines formative assessment as

...a process used by teachers and students during instruction that provides feedback to adjust ongoing

teaching and learning to improve students’ achievement of intended instructional outcomes.

Here, the formative approach to assessment is actively played out on the level of situated
classroom activity where the pupil holds as much ownership over his or her progress and
achievement as the teacher (Black et al, 2004). However, Glaser (1990) points out that
assessment as an apparatus must be used in support of student learning, rather than an indication
of current or past achievement as the teacher (Black, 2004). In this instance, Glaser (1990)
argues that assessment is an ongoing journey which supports learning. Here, the traditional
method of learning of assessment has transformed into assessment is learning (Sahlberg, 2018;
Popham 1995; Wiliam 1992; Bloom, 1969; Glaser, 1990) Furthermore, Golstein (1992) asserts
that testing should not be seen as a static activity as it may have little impact upon the pupil. If
the pupil holds ownership over his or her learning, then their outcome will improve. The equal
role of individual students in the decision-making process is viewed as central within
personalised learning and is viewed as an essential aspect within the Curriculum for Excellence.

Assessment that is personalised ensures that every learner is involved in decisions about the
type of assessment that allows them to show what they have learned most effectively. Just as
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personalisation means a broad range of approaches to learning and teaching, it also means a variety of
approaches to assessment. Assessment approaches within qualifications are being broadened to reflect

personalisation more directly.
(Education Scotland, Curriculum for Excellence Briefing Paper, 2012, p.2)

Moreover, practicing and engaging in ‘authentic’ orientated assessment is what Stiggins (2002)
suggests is the best approach in order to apply skills and knowledge that a pupil has mastered
progressively. Here, the performance of the students becomes a more meaningful task to assess.
As Bransford and Vye (1989) argue, knowledge cannot simply be passed onto us, we must
construct our own meaning of the world by the use of first-hand interactions, experiences and
information (Gulkers et al., 2004). In authentic assessment practice, Glaser suggests that

assessment should:

...display to the learner models of performance that can be emulated and also indicate the
assistance, experiences and forma of practise required by learners as they move towards more

competent performance
(Glaser, 1990, p.480)

In other words, situations where problem-solving is taking place within a classroom; portfolios
in which criteria is to be broad and in-depth; dynamic testing which assesses pupil responses to
various kinds of instruction are needed as a wider range of assessment strategies which in turn
will produce a wider range of scope of cognitive knowledge and skills (Harlen, 2005). Glaser
asserts that the hybrid ipsative-criterion referenced approach must take into account individual
circumstances in order to encourage the learner to progress. In the context of formative
assessment, if criterion referencing were to be the only method of assessment, then pupils would
effectively become discouraged by targets and standards created by actors other than
themselves. Within formative assessment, information should be used diagnostically with
regards to the perspective and needs of each pupil which is an essential part of teaching
(Sahlberg, 2018;Taras, 2001; Black et al, 2004; Stiggins, 2002; Dunn and Mulvennon, 2009).
Contextually, this method can be used as an effective way of revealing and pin pointing the
nature of specific problems that the pupil may be facing with regards to their academic

development.

To Glaser (ibid) both students and teachers must be able to receive ‘executable advice’

during assessment; as in knowledge must be constructively assessed in order to aid further

37



progression. In turn, students will learn how to assess and evaluate themselves in a constructive
and progressive way. Assessments must in themselves focus upon the student’s ability to use
the skills and knowledge learnt, in order to move forward (Taras, 2001; Glaser 2001). In this
case, formative assessment is essentially criterion-referenced and at the same time is ipsative
or pupil-referenced (Glaser, 2001). This is where judgement is placed mostly upon how much
effort has been put into a pupil’s work and the content of their work over time. A piece of work
and its feedback being judged is not only dependent upon the relevant criteria, but is also
dependent upon the pupil themselves (Harrison, 2005) However, this is dependent upon the
school and teacher in supporting and facilitating effective ongoing progression of each
individual pupil. According to Stobart (2008) Teacher judgements must be in collective
alignment with the way pupils perceive their own individual progress, including supporting
feelings of uncertainty. As Sahlberg (2017) argues

Data from standardized tests cannot inform a teacher about these important hidden cognitive
forces. Therefore, it is small data that can help teachers understand why some students don’t learn as well

as they could in school.

(Sahlberg, 2017. p.3)

Summative for formative purposes

Broadbent et al., (2018) suggest that sumative assessments can be used for formative purposes.
Here, summative assessments evaluate performance at a set point in time, particularly after the end
of a unit or set of material (Stiggins, 2002; Bell & Cowie, 2000; Black and William, 1989; Black
et al, 2004). Various scholars and teaching practitioners would suggest that summative assessment
would not be a sufficient as a singular method of evaluation (Bell and Cowie, 2000; Weinger,
2005). Combining the two creates a mixed methods approach to assessment with a qualitative and
guantitative component which provides information to the teacher which then enhances teacher
judgement. This is only on the basis that summative assessment is used for formative purposes of
internal use with regards to the assessment framework above Harlen (2007) points out the purposes
of summative assessment in relation to its internal and external uses. Here, summative is used
internally within school for the sake of keeping records and making reports of progress passed
onto teachers, children and parents. Externally, summative assessment is used for statutory
requirements such as national testing. With regards to the external uses, Harlen (2007) further

argues that the outcomes of these assessments are accountable for some of the ‘high stakes’ that
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are attached to summative assessment results. This implies that differences in outcomes may be
due to the pressure placed upon children to acheive. The effectiveness of teachers is often judged

by a certain proportion of children reaching certain levels within national tests.

Section Reflection

The problem with summative assessment not only lies in the situational social and emotional
impact it has upon the child, but the long-term diagnostic affect it has upon judgement on the basis
of a single method of evaluation within the overall assessment framework. However, Pollard et al.
(2000) as well as Harlen, (2007) have evidenced that when accountability of a school is based
upon a single method of evaluation such as external summative assessment data, that data impacts
upon the methods chosen by teachers within internal summative and formative assessment. Here,
teachers become vital in gathering information that encompasses summative and formative forms
of assessment on an interpretive and long-term observation basis (Harlen, 2007; Harlen and
Deakin-Crick, 2010; Livingston and Hutchinson, 2007; Hutchinson and Hayward, 2007). The
following sections discuss this in further depth.

3.4.2 The Role of the Teacher in Assessment

Effective change happens when people believe that what they are doing matters in
their world and that they are not simply responding to what someone else has identified as

important.
(Hayward et al., 2014, p.50)

This section seeks to explore and define the role of the teacher in internal assessment within the
assessment framework. In particular, their role in enacting assessment for learning under the
conditions provided by education authorities and policy makers and school leaders. Most
importantly, this section confirms the importance of the role that teachers play, and highlights how
theories of assessment are carried out through their action as agents of change (Kirk and
McDonald, 2001; Biesta et al., 2015). Thus, their suggestions for improvement are regarded as
central to the development and success of any assessment framework that has been implemented
over a period of time (Hayward and Spencer, 2010). This is demonstrated in the following sub-

section.
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Assessment is for learning and its actors

Hargreaves described Assessment for Learning as ‘a teaching strategy of very high leverage’
(2004, p. 24). Here, following Hayward et al’s (2014) study on exploring the success of AiFL,
several positive aspects of this programme have come to light. Teachers have highlighted that the
programme has had a positive impact upon their teaching practices and approaches, and a
significant enhancement in their confidence as teachers. During the process and implementation,

teachers also became aware that:

e Attention has been diverted from curriculum coverage and turned to an increased focus on
learning how to learn and improve teaching.

e There is an increased concern to develop, support and facilitate learners to become
independent in their learning.

e There is a realisation that there is a need to ensure understanding as a consistent element of
teaching.

e Teaching practice needs to develop new strategies in order to facilitate pupils in enhancing
new and dynamic ways of thinking.

e Pupil self-esteem and confidence in engagement in their work has improved, along with their

attainment.

These reflections or realisations are significant to AiFL and its development and improvement
(Hayward et al., 2014).

The role of the teacher: Drawing on findings from the study (above)

Consistency in this reflexive approach to teaching and learning for practitioners is what Kirk and
Macdonald (2018) suggest contributes to their ownership and continuous improvement of the
curriculum (Hayward and Spenser, 2010). Additionally, the study found that even when attention
is drawn away from the curriculum content, the technicalities of teaching (learning to teach,
teaching to learn) contribute to the development of the curriculum either way. Thus, their shared
ownership in the making and developing of the curriculum is crucial as teachers’ voices become

sufficiently heard.

The previous study by Hayward et al. (2014) demonstrated the role that teachers play as they
facilitate the improvement of assessment is for learning. Here, educational theorists such as Dewey
and Vygotsky shared a similar view that learning is socially constructed in nature and that the

autonomy of the pupil should be promoted by the facilitator within the learning environment
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(Glassman, 2001). This mirrors the growing concern to support and develop students to become
independent in their learning as previously expressed by teachers from the study. However, in
promoting independent learners, teachers commonly find difficulty in balancing control and
relaxation over instruction and activities (Hayward et al. 2014). This may affect independence in
tasks such as self-assessing and peer assessment for the learner (Glaser, 2001; Wiggins 1992). In
addition, Black and Wiliam (2004) found that the focus had shifted away from the teacher thinking
of themselves and placing more emphasis upon the pupil. The role of the teacher here is to explain
the process of assessment and step back for the learner to carry on assessing themselves (Black
and Wiliam, 2004). Similarly, the ‘realisation that there is a need to check for understanding as a
consistent element of teaching’ proves the facilitation of learning to assess and learn uncovers new
procedures and checklists for the teacher, moving away from checking for understanding at the
end of a unit such as in a test or summative assessment approach (Shepard, 2000). This holistic
approach in evaluating is a preferred method of choice for teachers in respect of gaining
understanding of progression and identifying the ‘next steps’ in learning. Here, Scott (2003) argues
that the use of dialogue and communication between pupil and teacher enhances the judgement of

the pupil in developing the next steps.

The Teacher Pupil Relationship

Feedback and Dialogue

It has been suggested that formative assessment is essentially about ‘feedback’ (Scott, 2003).
Ramaprasad (1983) highlights the notion that feedback bridges the gap between summative and
formative as well as the relationship between the learner and the teacher. Furthermore, Sadler
supports this claim, and further recognises that feedback is integrated into the learning cycle as
long as it is used by the learner. Sadler identifies key premise for pupil improvement which
requires for them to become pro-active in the “capacity to monitor the quality of their own work
during actual production’ (Sadler, 1989, p.119). This cannot be achieved without the use dialogue
of both actors in doing feedback (Wiliam and Black, 2004; Sadler, 1989).

Quality of interaction

Black and Wiliam (1998a) argued that ‘the quality of the interaction [between pupil and teacher]
... is at the heart of pedagogy’ (p.16). The foundation of assessment for learning is the relationship
that is built between teacher and pupil. Here, Drummond (2003) argues that the use of checklists,

criteria and figures creates an imbalance in this relationship, placing the power in the assessor’s
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hands. In contrast to this divide, an everyday observation and interaction that seeks to identify
improvements to be made contributes to the quality and integrity of the interaction is key for the

development of both actors (Harlen, 2007; Drummond, 2003).

Adjusting and adapting

A key advantage in formative assessment is the ability to adapt to the particular needs of the child
(Black and Wiliam, 1998). The results of an assessment are formative in nature if they are used to
adapt to meet the needs of the child or student. In addition, another key advantage of formative
assessment is that is allows the teacher as a reflexive practitioner to use their knowledge and
socially constructed life experiences to make a subjective judgement over how the child should
move forward. This becomes more effective than summative assessment where standardization
does not consider relevance in regards to issues the child may be facing (i.e. situational constraints,
dyslexia, poverty, problems at home). It therefore offers personalisation of assessment (Black and
Wiliam, 1998; Harlen and James, 1997). Within this, the teacher must come to an understanding
that to ensure formative assessment becomes effective, their strategies and practices to teaching
and learning must then adjust and adapt (Black and Wiliam 1998; 2004).

Collaboration, professional development and shared Leadership

Formative assessment requires collaboration between teachers as well as parents in order for
learning to move forward and progress (Hayward et al., 2014). In order for information regarding
the level of ability and progress to be passed onto significant actors in the students’ circle, all actors
must become engaged in collective participation (Popham, 2001; Garet et al. 1999). The same
applies to when a new framework or initiative has been introduced, as Black and Wiliam (2004)
argue that the initiative should start with teachers sharing findings, strategies and previous
knowledge at the start of the school year which then leads to an explicit formulation of an “action
plan”. Here, professionals develop new approaches of practice through the use of effective
collaboration and engagement, creating professional learning communities (Garet et al. 1999;
Wenger, 2010; Ainscow, 2016). However, it has been noted that effective professional
development needs to attend to both content and process for improvement purposes (Reeves et al.,
2001). With regards to process, professional development is most effective whilst it relates to the
local circumstances in which teaching practitioners function (Cobb et al., 2003). This process tends
to take place in situation over a period of time rather than during a workshop or a meeting (Cohen
and Hill, 1998). However, teachers may collaborate under a support system by gathering their

collected data or experience over time as Black and Wiliam (2004) have suggested. Here, the
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introduction of Teacher Learning Communities (TLCs) which focus upon assessment for learning
in Scotland, have demonstrated the effective use of collaboration and improvement in teaching
practice towards improved student attainment (Ainscow, 2016; Wenger 2010; Donaldson, 2011,
Wiliam and Thompson, 2006; Hayward et al, 2014). Moreover, collaborative forms of
responsibility amongst educational professionals are regarded as being central to establishing trust
between teachers and school leaders. Here it may be argued that collective responsibility for
student learning encourages a more shared approach to leadership (Lambert, 2002; Lambert et al,
1995; Muis and Harris, 2003). Here it has been argued that it is essential that teacher leaders move
away from the traditional notions of leadership in the individual sense, and instead working
together towards characterizing leadership in the form of shared leadership (Muijs and Harris,
2003). Thus, teachers are encouraged to lead within and beyond the classroom and work as part of
a community working towards improving educational practice (Katzenmeyer and Moller, 2001;
Bowls and Troen, 1994).

Professional Judgement: “Assessment overload”

A disadvantage of Assessment for Learning which uses both summative and formative forms, is
that there are more requirements to meet which leads to an experience of an assessment overload
(Harlen and James, 1997). Here, teachers are required to; meet expectations made by other actors
surrounding the child’s progress, manage demanding and complex situations, adjust to the
personal, social and emotional issues of a class of thirty children or more, and meet the demands
and expectations of modern competencies and 21 century skills towards ensuring better learners
in the future (Leiberman, 1995; Bennett and Gitomer, 2009). Here, the structures and cultures that
frame professional pracitce and capacity should enable teachers to meet these demands and
collaborate more effectively (Priestley, et al., 2015). The considerations should include the way in
which assessment systems impede upon professional autonomy and practice (Harlen and James,
1997). Sahlberg (2007) has argued that an emphasis on standards and accountability ignores the

teaching and learning process and would not encourage teachers to improve.

Accountability versus Autonomy

Educational systems in the UK appear to have embraced the age of accountability standards and
benchmarks meaning that the significance of educational assessment has intensified (Ball, 1998).
In turn, schools, local authorities, and most importantly teachers have become more accountable
in retaining benchmark standards belonging to prescribed national and international demands
(Livingston and Hutchinson, 2017). However, providing a framework which enhances autonomy
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and empowerment of professionals may allow decisions to be made that are based upon content
within a curriculum, how children should be assessed and set level standards (Conley, 1991). This
understanding of autonomy is what Engelstad, (2003) conceptualizes as the “freedom to act” or
positive freedom which means to enable the participant to act upon their own assumptions within
social settings. This contrasts heavily with the concept of ‘freedom from coercion’ or negative
freedom is freedom of which is damage by external actors or impacts of which are experienced as
forced. Here, it is important to understand the distinction between the two in relation to how
individuals perceive their freedom or autonomy under certain circumstances and whether they feel
liberated to act on their own. Mausethagen, (2015) argues that this depends upon the mutual trust
between multiple level actors in carrying out professional obligation within a particular setting or
circumstance. It may be argued that, in Scotland, the emphasis on external testing in primary
schools at three key points in order to inform teaching decisions suggests a lack of trust in teacher

professionalism.

3.4.3‘Assessment literacy’, ‘Intelligent accountability’ and Validity

Similar to Englelstads’ (2003) theory on freedom, O’Niell puts this into practice and suggests that
professionals who work in public services which are accountable to their stakeholders should
inspire their trust. Here, stakeholders should depend upon professionals to act in their own
autonomous interests. However, Livingston and Hutchinson (2017) contend that increased
accountability and directing pupil learning towards auditing performance may lead to a lack of
trust by teachers and additionally limit the autonomous agency in adapting to individual needs.
Within educational settings balancing monitoring and auditing requires trust in professionals and
an emphasis upon self-evaluation (O’Neill, 2013). Here, according to Cowie and Croxford (2007)
measuring should not distort the purpose of schooling and these should purposefully encourage
the development of each individual pupil to the fullest potential. Adopting the Intelligent
accountability approach to education policy with regards to monitoring and evaluating requires
transforming a culture of trust within a system which values professionals in their judgement of
pupils and their progress (Sahlberg, 2007; O’Neill, 2013). This approach starkly contrasts with
consequential accountability where school performance and raising attainment is measured and
judged by strict inspection and standardized testing. Indeed, in order to ensure true validity,
confidence has to be placed upon the quality assessment, processes and its evaluation tools
underpinned by intelligent accountability. Here, Mansell and James (2009) argue that this validity

is ensured by assessment literacy of certain considerations and methodological concepts such as
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interpretation plausibility, ethical considerations, measurement of quality over pupil learning, and
the impact of assessment over learning and outcomes. Evaluation and monitoring can be regarded
now as a bottom up process and in the hands of the professional who can then share and offer
support in developing policy within the education community (Livingston and Hutchinson, 2017).

The use of data and pupil outcomes

As previously mentioned in the introduction, there is a concern amongst teachers, headteachers
and parents over how data and results from national standardized tests will be used (Hamilton,
2017; Mowat, 2018; Marcus, 2016). This section focusses upon the internal use of data and its

relationship and contribution to the external role of evaluation (Figure 1).

The crucial feature of formative evaluations, for both Scriven and Bloom, is that the information
Is used in some way to make changes.
(Wiliam, 2006, p.254).

Ravitch, (1996) argues that in order to retain coherence and make changes within a system of
evaluation, performance standards should be collectively understood in order to gain equality of
educational opportunity. These standards, he argues, should be judged by similar measurements
of performance to ensure validity and reliability even when assessment is informal or formative.
However, Popham (1995) argues that perceptions are subjective when making observational
judgement within context, and additionally, measuring in the same circumstance is difficult when
faced with complexities such as varying level abilities within a classroom (Leiberman, 1995;
Black, 2002). Nevertheless, Dunn and Mulvenon (2009) argue that light should be shed upon the
search for the existence of scientifically based evidence that supports the theoretical and empirical
claims that formative assessment directly contributes to educational outcomes. However, Black
and Wiliam (2004) suggest that positive educational outcomes depend upon the gathering of data
from the emancipation and support of evaluation used internally, only undertaken within the school
community and by its agents. Here, the use of formative assessments is used to diagnostically
make judgement within the classroom as well as to facilitate improved pedagogical practice and
instruction (Dunn and Mulvenon, 2009; Doyle, 2003).
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The Use of Data in Pupil Outcomes Tripod:

Professional
Judgement

/ Outcomes \
INTERNAL INTERNAL

Summative
Standardized

Formative and

ongoing
Assessment
AiFL

Assessment PIPS
and INCAS

Figure 2: The use of data and outcomes: classroom level (Drawn from above literature and

elaborated by researcher)

The tripod diagram above illustrates internal use of data in pupil outcomes. However, Scriven
(1967, p.41) suggests two roles of which evaluation might play externally. On one hand, the
role of data assists the on-going improvement of a curriculum. On the other,

...the evaluation process may serve to enable administrators to decide whether the entire finished
curriculum, refined by use of the evaluation process in its first role, represents a sufficiently significant advance

on the available alternatives to justify the expense of adoption by a school system.
(pp. 41-42).

Here, the tripod method serves two sides of the assessment framework; the internal and the
external. This may assist in the debate over the use of national standardized assessment as it
connects both external and internal evaluation tripods and serves two purposes according to
Scriven (1967). It may inform judgement; however, its purpose is to improve and refine a
curriculum. This regards data as a quantitative apparatus dealing with evaluation in large
numbers. However, qualitative data informs judgement in small numbers. Thus, the purpose of
large-scale data is to identify gaps for improvement within a system or area on a national level
(Scriven, 1967).

Trickle-down and Trickle-up systems

The internal and external use of data discussion is mirrored by Stiggins (1992) who argues that
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assessment for accountability and classroom-based assessment contrast fundamentally and
should not be merged. Here, standardizing classroom tests defeats the purpose of seeking to
understand the complex reality of the child. (Sahlberg, 2017). With regards to national
standardized testing, the test developer seeks to isolate traits common to all, and to then extract
discrete competences, skills and aspects of knowledge in order to gain an insight into the unique
and complex learning journey of each individual child. Thus, trickle down testing systems
gather data which will be used at local or national level to support teaching practice and trickle
up testing systems involves information generated at classroom level which is then
disseminated upward to local and national level spheres of decision making. The potential of
trickle up systems has been articulated by Sahlberg (2017) who has argued that the use of small
data including student narratives, student self-assessment and reflection provide insights into
student learning and responses to teaching practice which can be utilised to inform teaching and
learning and broader process within the school community. Thus,

Small data can be a powerful idea and a response to increasing attempts to pursue data-driven policies

and learning analytics in schools. But small data takes time.
(Sahlberg, 2017, p.3)

3.4.4 Curriculum development

When developing a curriculum, Kelly (2009) points out that careful and strategic planning
depends upon three models for coherence and conceptual clarity. One of these models is
‘Curriculum as a process and education as development’ (Priestley and Humes, 2010, p.3),
these ideas coincide with the principles of AiFL. Here, a process curriculum is based upon
democratic ideals of which enable individuals to become reflexive, autonomous and critical
thinkers. This type of curriculum is developed through open-ended and flexible enquiry rather
than being based upon pre-determined objectives. However, Stenhouse recognized that the
process model relies upon the quality of the teacher, particularly with regard to teacher
judgement. A process model is demanding, however offers a degree of professional and
personal development (Stenhouse, 1975). This raises fundamental questions over teacher
agency and ecology within the teachers working environment (Biesta & Tedder, 2006). Further,
Edwards (2007) contends that this development can be constrained by quality assurance
protocols, assessment regimes and external inspections of which have inevitably created
impossible teaching practice. Additionally, this contrasts with the objectives model of

curriculum development; notably common in systems such as in the 5-14 curriculum where
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performance targets and outcomes are the focus of achievement for a curriculum (Kelly, 2009).
Here, the process model raises concerns regarding tensions between the desire of centralizing
and formalizing assessment of pupil progress and the informal way of developing through
learning. Thus, teachers understanding of these tensions are crucial to the process model of
curriculum development (Hayward et al., 2014). They should also share an understanding of
how a curriculum is monitored and how society perceives the development of the curriculum
with regards to accountability. This may have an impact upon how the curriculum is enacted
and operationalized.

Most recently, it has been widely recognised in research on the Curriculum for Excellence that
the development of a curriculum thus relies upon the facilitation of supporting teachers and
their collective agency (Scottish Executive, 2006, p. 4). In order to achieve this, understanding
conceptions, operations, curriculum processes and particular curriculum aims will ensure
clarity, coherence and continuation of this process model. In other words, an understanding of
‘What is going on’ in their curriculum (Hayward et al., 2014; Priestley and Humes, 2010; Kelly,
2009; Donaldson, 2010; Stenhouse, 1975; Drew et al, 2016).

3.5 Chapter Conclusion

In section summary 3.1 key theories such as reception and translation, convergence,
globalisation and glocalisation theories were found to be critical to gaining insight into the
influence of international organisations on national education systems. In section 3.2 key
theories such as the role of beliefs in teacher agency and voice, professional judgement,
autonomy and accountability and leadership theory and organisational change were found to
be central to understanding processes of curriculum and its relation to assessment and
evaluation in national settings. These theories are integrated within the Analytical
Framework of this thesis in chapter 4.
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4 Analytical Framework

This chapter presents the analytical framework of this study. These key theoretical ideas were
initially underpinned by the literature discovered in the previous chapter. Firstly, the chapter
will present the analytical framework built by theories relating to teacher voice and teacher
agency (Biesta et al, 2015; Priestley et al., 2013; Emirbayer and Mische, 1998; Kirk and
Macdonald, 2001). The concepts of autonomy, accountability and leadership will then be
discussed to support the framework of agency and voice (Sahlberg, 2018; Muijs and Harris;
2003; Engelstad, (2003). This framework has been formulated in order to analyse perceptions
and ways of enacting on the policies that teachers have received. Finally, the chapter presents
concepts behind international policy reception and translation by Steiner-Khamsi (2014).

4.1 Teacher Agency and Voice

As agents of change which requires strength, resilience and more importantly here, voice. Biesta
et al., (2015) looked at ways in which experienced teachers achieved agency in their day-to-day
working contexts under the implementation of the Curriculum for Excellence. The central focus
of the study was to identify factors which promote or inhibit teacher agency within such
situational contexts and curriculum changes. Further, the role of teachers’ beliefs is at the
forefront of this study and this current thesis as it is widely recognised that teachers as agents
are pivotal to change, challenge and implementation (Priestley et al, 2013; Priestley et al, 2015;
Goodson, 2003; Priestley, 2011; Leander and Osborne, 2008). Agency has been largely
theorized in sociological literature in discussions over the structure-agency debate (Giddens,
1984).

This concept of agency highlights that actors always act by means of their environment rather than
simply in their environment [so that] the achievement of agency will always result from the interplay of

individual efforts, available resources and context unique situations.

(Biesta and Tedder, 2007, p. 137; emphasis added)

Agency here is described as being something that individuals do rather than what they possess.
More specifically, agency requires an emphasis upon the ‘quality of the engagement actors with
temporal relational contexts for action not a quality of the actors themselves’ (Biesta et al, 2015
p.626).
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Here, the thesis views agency as a mechanism for investigation of issues within education and
most importantly, assessment. The previous quote by Biesta et al. (ibid) questions the
perceptions of agency where the focus should be upon the quality of teachers engaging in action
within contexts with a temporal lens rather than the quality of the teachers themselves. Here,
Priestley et al. (2012) contends that the extent to which teachers achieve agency depends upon
the situational contexts and environmental conditions that they are actively engaging in. There
are particular constraints such as a prescriptive curriculum and strict testing regimes which limit
this agency. However, utilizing a theoretical framework for analysing agency enables us to

identify whether or not this agency is limited or whether it is liberated.

4.1.1 Three dimensions for analysis

Furthermore, Emirbayer and Mische (1998) framework for agency expands the analytical
framework so that it can view agency from the past, to the present and the future. Their ideas
are reflected upon pragmatism. The reflections of teachers’ agency enables insight into their
expertise from the past, how they practice and the projections they have of the future. Their
agency has been built by a dynamic interplay of these three key dimensions and ‘how this
interplay varies within different structural contexts of action’ (Emirbayer and Mische 1998, p.
963). As this is an interplay of three dimensions, Emirebayer and Mische (1998, p.972) illustrate
that they vary as a ‘choral triad’ which resonate separately, however do not always have

‘harmonious tones’.

Iterative Dimension

This dimension of agency activates selections of thoughts, experiences and actions by actors
from the past. This is consistently incorporated into practical action which enables actors to
maintain stability in their identities and interactions within institutions over time (Emirbayer
and Mische 1998, 626).

Practical-Evaluative Dimension

The practical-evaluative dimension is essential to understanding transformations to contexts
over time. This dimension enables actors to make judgements by the use of normative
assumptions against ‘alternative possible trajectories in response to emerging demands,

dilemmas and ambiguities of presently evolving situations’ (ibid, p.971).
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Projective Dimension
The projective dimension incorporates the ‘imaginative generation by actors of possible future
trajectories of action, in which received structures of thought and action may be creatively

reconfigured in relation to actors’ hopes, fears, and desires for the future’ (ibid, p.971)

These intertwined dimensions demonstrate how agency is regarded as a combination of context
and time. Emirbayer and Mische conceptualized this as ‘temporally constructed engagement’
where it is not only important to understand the individuals’ life-course, but to engage and

understand transformations of social contexts over time:

Practical-evaluative

o Cultural

Ideas, values, beliefs,

discourses, leguage
- s Structura
Iterational Social structures Projective

(relationships, roles
s Life histories power, trust) 3- ¢ Short term
o Professional hestories o Material e Longterm
Resowrces
Physical environment
.
AGENCY

Figure 3: Model for understanding achievement of agency elaborated by Biesta et al, (2015)

This diagram of the three-dimensional interplay was adapted and illustrated by Biesta et al,
(2015). It represents the role of beliefs in teacher agency, looking at where beliefs originate
from. It views professional histories, current structural and cultural circumstances and future
projections. This thesis utilizes this framework to take into account perceptions and experiences
from the past, present and future to grasp an understanding of how teachers receive, perceive
and enact policies such as national standardized testing. As an addition, in order to understand
agency in assessment reform, Kirk and Macdonald (2001) argue for the awareness of Teacher
Voice which provides a key to understanding the problems concerning transformation of with
regards to implementation. This will assist the analysis of the findings further with regards to
seeking to understand the perceptions or challences of teachers and head teacher as they look

to the future.
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4.1.2 Autonomy vs Accountability

Autonomy theory is much like agency theory as freedom can be restricted by coercion or in
other words, by pressures from above (Engelstad, 2003). As accountability measures increase,
this may inhibit actors experiences of positive freedom. This was previously mentioned in the
literature review where positive freedom refers to autonomy to act on assumptions within social
settings; this contrasts with negative freedom or freedom from coercion, where external factors
impact upon their experiences as agents. This typically depends upon how autonomy and the
legitimacy of this is perceived by actors or professionals. Thus, the idea of mutual trust between
external structures and internal actors becomes important in expanding positive autonomy
(Mausethagen, 2015). Here, viewing and also achieving agency as temporally constructed
engagement depends upon the structural environment of which the professional is positioned
and situated in. The relationship between internal and external actors influences the way in
which professionals perceive their autonomy or freedom (Engelstad, 2003; Biesta et al, 2015;
Priestley et al, 2015). However, this requires a certain amount of accountability and professional
responsibility. Sinclair (1995) for example argues that accountability is intrinsically related to
the personal values and beliefs such as respect for human dignity. Here, accountability is
determined by dedication to personal, ethical and moral values (Sinclair, 1995). Similar to
Biesta et al’s agency theory, experiencing accountability is a way of enhancing professional
development through learning. This depends upon whether or not accountability has been
experienced within the context of positive freedom or whether it has been experienced as a form

of surveillance and coercion (Mausethagen, 2015).

4.1.3 Intelligent accountability and Collective responsibility

Intelligent accountability also stresses the principle of mutual responsibility. This means that
accountability dynamics can be regarded as a two-way process. On the one hand, schools should be held

accountable to decision-makers and the community for the overall outcomes of schooling.

(Sahlberg, 2011, p.54)

As previously mentioned in the Literature Review, intelligent accountability according to
Sahlberg (2007) involves a collective responsibility over the achievement and outcomes of all
students. It is built upon mutual accountability, mutual trust and collective professional
responsibility. Moreover, it integrates internal accountability involving school processes,

critical reflection, school community interaction and self-evaluations with external forms of
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accountability such as monitoring and sample-based assessment. This ‘collectively accepted
conception of learning’ (Ibid, 2011, p.54) transcends traditional forms of assessment and
evaluation. Additionally, Aho et al. (2006) argues that collective responsibility forms an
important component of cooperation and trust-building within educational systems. Here,
current approaches such as distributional school leadership, raising status of teachers and

developing professional learning communities facilitate trust building and cooperation.

4.2 Distributional Leadership Theory

As has been evidenced above theories of distributional leadership are central to understanding
the construction and role of Collective and collaborative accountability and evaluation within
education systems. Theories of distributional leadership encourage schools to re-locate
leadership from notions of fixed, pre-determined attributes and roles towards a role that is
recognised as flexible and evolving, (Hardy, 2018; Harris, 2004; Leithwood et al., 2009;
Hallinger and Heck; Leithwood and Mascall, 2008, Gronn, 2000). As Sahlberg (2018) argues,
the notion that everyone involved in the practice and delivery of education can participate in
collective and democratic forms of leadership with a school community is pivotal to theories of
distributional leadership, (Harris, 2013; Leithwood et al., 2009; Gronn, 2002). Here it is argued
that all participants within the school community have leadership attributes which they can

operationalise within collective leadership. (Gronn, 2000).

As discussed in the literature review distributed leadership theory therefore is particularly
helpful in providing greater conceptual clarity around the terrain of teacher leadership for three
main reasons. Firstly, it encompasses the practices and actions of a range of groups of
individuals in a school who work at guiding and mobilizing staff in progressing teaching and
learning within schools. Secondly it infers a social distribution of leadership enabling the
operationalisation of leadership to be distributed across the work of all who work within the
school community. Here leadership is delivered through the interaction of multiple leaders.
Finally, interdependency involving the shared responsibility for leadership is integral to
distributional leadership. A critical aspect of distributional leadership are power relationships
within schools which become more equalised as previously fixed leadership roles within the
school hierarchy become blurred. (Harris, 2013; Leithwood et al., 2009; Gronn, 2000).
Centrally, distributed leadership is characterised by collective action, shared agency and

empowerment. Teacher leadership is underpinned by the notion that all members of the school
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community have the capacity to lead and that leadership is a form of agency that can be shared
across the school community (Leithwood et al. 2009; Muijs and Harris, 2003;Harris, 2013).
Importantly, it is also characterised by a form of leadership unrelated to notions of headship
(Gunn, 2000). This thesis utilises notions of distributional leadership within the analytical
framework to understand and elucidate how it is operationalised within schools. In particular,
this thesis critically analyses the construction and role of collective agency and empowerment

within collective and collaborative accountability and evaluation (Hardy, 2018; Sahlberg, 1992)

4.3 Policy Reception and Translation

Theoretical understandings of influence and role of international organsations and policy
borrowing across national education systems have coalesced around two approaches. Here as
Steiner Khamsi (2014) argues normative approaches to policy borrowing promote the
importance of comparison of national educational systems in order to identify best practice
which can then be transferred to other national educational systems. A distinguishing feature of
‘best practice’ within normative approaches to policy borrowing is the notion of best
performing educational systems. Critically, performance is measured through benchmark
performance indicators or external references constructed by international organisations such
as the OECD. In contrast, analytical approaches to policy borrowing focus on the analysis of
why and when external references are referred to and also critically explores the influence and
impact of imported policies and professional practice models on existing educational policies
and professional practice models. Here the focus of many studies is also on the political and
governance processes through which these transfers occur particularly with regard to power
relationships between stakeholders within national education systems. Steiner-Khamsi (2014)
has developed concepts of reception and translation to facilitate the critical analysis of these

two key stages of policy borrowing.

Reception examines the first point of contact with the global educational policy as it impacts at
local level. The analysis focuses on the selection process. Here the questions raised is why these
new forms of best practice have been selected for implementation within the host educational
context. The analysis then moves on to the critical analysis of the second stage of policy
borrowing. This analysis focuses on the local adaptation of the educational policy or practice
borrowed from global education policy or from a specific external national education system.

Here, Steiner Khamsi (2014) utilises the concept of translation to address the global adaptation
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of the internationally derived educational policy or form of best practice. Steiner Khamsi’s
(ibid) analytical framework is utilised within the analysis of documents and semi-structured
interviews in the current thesis to shed light on the way in which forms of assessment and
evaluation which have been borrowed from global educational policies and practices have been
received and translated within the Scottish educational system. This analysis is contextualised
within a critical analysis of the reception and translation of policy borrowing with other national

contexts within the literature review and also within the discussion chapter.

This thesis aims to gain further understanding of the processes and implications of policy
borrowing for national education systems. Integral this understand, are debates relating to the
soft convergence of national education systems under INGO’s. In particular, the analysis
centres on the convergence of national education systems with a focus on how INGO’s impact

on identity and national decision-making processes (Ball, 2003; Dale, 2000; Rutkowski, 2007).

Chapter Summary

This analytical framework has been formulated to analyse and support the data and discussion
as well as to address the research questions. It has conceptualzed the theories to frame two parts
of the Findings Chapter (Chapter 6); Part 1: Analysis of International and National Policy
documents and Part Two: Situated Activity. These theories and concepts include; The three
Dimensions of Agency and Voice by Emirbayer and Miche (1998), Autonomy versus
Acountability, Intelligent accountability and collective responsibility, Distributional

Leadership, and Steiner-Khamsi’s theory regarding Policy Reception and Translation.
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5 Methodology

This chapter identifies the rationale behind the methodological approaches used throughout this
study. As previously mentioned, this is a qualitative and in-depth comparative study of two past
and present curricula within Scotland. This chapter will present; (1) the theoretical and
philosophical underpinnings of the type of research carried out, (2) the analytical tools
strategically implemented to interpret the data collected, (3) the ethical considerations, quality
measures and limitations of the study. Throughout this chapter, various methodological tools
are presented to help provide an insight into the process of this study. The research makes use
of the Adaptive Research Model design where ‘social research is understood as a continuously
unfolding process’ (Layder 2013, p.12). This flexible approach is appropriate for the reflexive

nature of this research.

5.1 Ontology, Epistemology and Methodology

The research strategy includes the ontology of constructivism which views social reality is
constructed by the subjective experiences of individuals as they interact with the external world
(Bryman, 2012, Burrell and Morgan, 1979). The foundation of this qualitative study
philosophically lies under an interpretivist epistemological stance. Here, epistemology refers to
questions regarding how the social world can be researched (Bryman, 2016). According to the
interpretivist, it is important for the researcher as a social actor to become aware of the
differences between people in terms of how they interpret their lived experiences. This allows
the research to dig deep into questions regarding individuals’ views formed as part of their

experiences within a socially constructed world (Burrell and Morgan, 1979; Shutz, 1962).

Furthermore, Burrell and Morgan (1992) describe a typically contested debate within the realm
of social research between two significant stances of methodology that is, the ideographic
theory vs nomothetic theory. Within ideographic theory, the central concern is to gain an in-
depth understanding of an individuals experience by obtaining knowledge first-hand.
Nomothetic theory focuses upon the research protocol and technique, with an emphasis upon
testing hypothesis (Burrell and Morgan, 1992). The study aims not to generalize and therefore
the focus of the study is to gain an in-depth investigation of the perspectives of professionals in
the past and present situational context (in Scotland).
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5.2 Research Design and Process

The multi-level and multi-dimensional comparative design chosen for this study was
formulated in order to understand the role and perspective of educational professionals by an
in-depth and coherent narrative of their experiences under two significant past and present
currica (5-14, CfE with AIFL), and of their future prospects (CfE with NIF). This small-scale
qualitative study utilised a two staged methodological process to investigate the three central

research questions identified in the introductory chapter of this thesis:
Part 1 — Policy Making

1. How have the national education system and professionals in Scotland
received and interpreted internationally recommended assessment designs

over time?

Part 2 — Situated Activity

2. What are teachers’ perceptions and professional experiences of assessment
systems in Scotland with regards to;

o

Professional judgment, autonomy and accountability

=

Re-shaping of models of assessment over time

c. Curriculum development within the 5-14 and Curriculum for
Excellence Framework
d. Practical and contextual issues

The first stage undertaken was documentary analysis and the second analysed empirical
interview data. In the third stage, involved the collection of empirical interdata with teachers
and headtewachers from diverse primray schools in Scotland. In the third stage the primary data
was conceptualised, categorised and saturated down into four multilevel themes formed from
the effective use of the methodological and philosophical approaches chosen for this study (see
chapter 6). This categorization approach assisted in the process of formulating theory and a
theoretical framework. Here, Bryman and Burgess (1994) explain that:
Further research is undertaken until the categories are ‘saturated’, that is, the researcher feels assured about
their meaning and importance. The researcher then attempts to formulate more general (and possibly more abstract)

expressions of these categories, which will then be capable of embracing a wider range of objects. This stage may
spur the researcher to further theoretical reflection and in particular he or she should by now be concerned with the
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interconnections among the categories involved and their generality.

(Bryman and Burgess 1994, p.3)

Essentially, the inductive method allowed the study to slowly and reflexively unfold an
interpretation of the data (Amoroso and Ragin, 2011).

5.2.1 Adaptive Research Design

The Adaptive research design was chosen for this study as it is contemporary and problem
based in nature. Issues are likely to occur during the process of this study as for example the
NIF is currently politically contested and has also been introduced recently. There are
possibilities that lead to change in the research which may include altering the research
questions and changing sample selection. Layder (2013) argues that, since institutional and
political dynamics can easily shift or alter environments and their agents, this design is most
appropriate (Anderson, 1999: Hallowell, 2005, Jensen, 1991).

m = Sampling,

Problem & Topic = Research 2 Research -2 Data Collection = Findings

Questions Questions = Design = & Analysis and
w T Conclusions
Orienting
I Concepts

Figure 4 Adaptive Research Model. Continuous Process Overview (Layder, 2013)

To Layder (2013), a flexible design is a logical method as opposed to a fixed design where
disruptions can cause significant halts in the research process. (Meyer, Gaba, & Colwell, 2005).

The Adaptive Research Model highlights five key elements which coincide with this study:

(@) Problem Driven Research — Problem Questions concerning “why” and “how” (i.e. why
national standardized testing in Scotland is being implemented, and how do professionals

receive and perceive this)

(b) Adaptive Design — Adjusting throughout; thinking and re-thinking theory as data unfolds.
(i.e. inductive approach)
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(c) Imaginative Sampling — flexible yet rational sampling; always referring to the problem

questions (or research questions) posed in the beginning.
(d) Orientating Concepts — and categorize (see Chapter 6, Findings)

(e) Adaptive Research as an Iterative Process — makes similar links to the study’s theoretical
framework (see Chapter 4, Analytical Framework); enables the researcher to be open to
“emergent possibilities,”

(Layder, 2013, p. 12)

5.2.2 Instrumental Case Study

This study is considered as instrumental case study as it is based on a single country. An
instrumental case study involves an aspect of the case rather than an aspiration to undertake a
comprehensive study of the case study in all its dimensions (Hamilton and Corbett-Whittier,
2014). Here, the aspect of the case researched is teacher professional narratives on curriculum
reform and assessment processes in some primary schools in Scotland. The analysis of findings
is located within an international context and utilises the theoretical lens of reception and
translation of international policies and practices (Steiner-Khamsi, 2012). Whilst the study
focuses upon teachers’ professional narratives of curriculum reform in Scotland over time. It
also synthesizes a critical comparative analysis of other OECD influenced country contexts
within the analysis. Here, the focus is upon Scotland’s full context and historical specificity.
Here, Ragin (1987) argues that each case is to be considered as a whole, taking into
consideration of the of all conditions and factors. Two distinct methodological tools have been
utilized to consider context, conditions and factors (i.e. rationale, historical background,
inequality) of which are documentary analysis and semi-structured interviews. There have been
several arguments surrounding whether single-country instrumental case studies should be
considered as comparative studies (see, Sartori 1991, 252; Collings 1971, 492). Critically,
however, in this case, the instrumental case study does sample four key regions within Scotland
with each region varying in demographic and socio-economic characteristics such as, ethnicity,
levels of poverty and inequality, and inequities in levels of resources available to schools in
urban and rural areas. These characteristics can emerge through teachers’ professional
narratives. Further, all of these regions may be argued to be affected to a certain degree by the

work of the OECD and its recommendations. Therefore, the instrumental or intrinsic case study
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utilises the lenses of teacher’s professional narratives to gain an insight into the broader

complex conditions that influence the experience of assessment reform.

Considering a Longitudinal Design

As this study is focussed upon temporal dimensions and the focus of ‘shifts in assessment over
time’, it could have been be considered a Longitudinal Design. Here, qualitative longitudinal
research (or QLL) often involves repeat qualitative interviews with research participants
(Bryman 2016). However, interviews were only carried out at a single point in time to gain a
wider coherent and in-depth narrative of past, present and future prospects of teachers within
this situation. In the socially construceted world of the case study, temporal and recently
historical influences play an important role in terms of affecting professional perspectives.
Here, teachers are interviewed with regards to policy shifts over time, therefore this
instrumental case study does contain a temporal element. Nevertheless, the use of a longitudinal

design, prospectively, could be carried out in future research regarding this particular case.

5.3 Exploring Comparative Dimensions

Locating the comparative dimension in this complex study became a challenging part of
planning process as it focussed upon a single nation across two periods of time in a broader
international context. Here, it has been noted that comparative methods in social research
require two distinct cases with similar methodological tools (Bryman, 2016; Bray and Thomas,
1995; Ragin and Amaroso, 2011). Furthermore, Steiner-Khamsi (2014) point out that
comparative research, particularly in education is often based on the notion of SS-DO (same
system-different outcomes) or DS-DO (different systems-different outcomes). However,
careful research, planning and theoretical consideration unearthed a multi-dimensional,
comparative (Bryman, 2016; Bray and Thomas, 1995; Ragin 2014). This section takes an
exploration of common comparative social research to locate and identify the comparison

within this study.

Qualitative Comparative Analysis

The study mainly compares two curriculas in two periods of time in a single country (5-14 and
CfE). These units of comparison are parallel in regards to similar historical and cultural
contexts, however differ with regards to assessment frameworks and the way these are operated

and perceived by practitioners (Bryman, 2016; Ragin and Amoroso 2011). A multi-dimensional
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approach has been used to consider and compare the relationship of macro, meso and micro
levels to identify how assessment frameworks and such policies are received over time as stated
in Research Question 1 (RQ1). The study synthesizes the use of Qualitative Comparative
Methodology with the chosen analytical and conceptual framework to fully understand the
perceptions of past present and future projections by teachers. The figure below illustrates the

multiple levels within which actors can receive and translate assessment reforms.

Macro

International Political
and policy influences

Macro-meso National
policy imperatives

meso-micro School
level- head teachers

Micro Classroom -
teacher perspectives

Figure 5: Levels of Analysis. Elaborated by researcher
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(Macro level policy reception) 1. Documentary analysis of Key Documents (OECD and
Scottish Government) 2. Literature review of OECD and other National contexts

Past: 5-14 with AiFL Present CfE with AiFL Future: CfE with NIF

national assessment

Meso and
Use of Theoretical Micro Use of Theoretical
Framework: Practitioner Framework:
Iteration Element . -
. Perceptions; Projective Element
of Emirbayer and D t of Emirbayer and
Mische (1998) ocumentary Y

Analysis Mische (1998)
Theory of Agency

Theory of Agency

Figure 6: Diagram of Research Design and Analysis. Elaborated by Researcher

5.4 Research Sample and Selection Methods

The research sites included four primary schools in four separate regions in Scotland. The
regions were purposefully selected to provide variation in contextual situations and approaches.
However, the schools were chosen because of the ease of access and from then, Opportunistic
sampling followed. The search started in September 2017 in a rural school | had previously
worked at, close to my home town in the Scottish Borders. The search gradually grew as |
contacted three other schools across Scotland. Each headteacher provided me with a number of
teachers who were interested in being interviewed. Opportunistic Sampling was suitable for the
Adaptive Research approach used during research (Layder 2013; Bryman 2016). Here,
opportunistic or emergent sampling occurs when the researcher makes decisions over sampling
during the process of collecting data. This enabled me to become flexible in each setting as time
progressed and participants preferred not to discuss a largely contested area (i.e. national testing
portrayed through the media). This study uses a qualitative strategy, and it is small-scale in
nature, however, the participants of this study provided in-depth, rich and insightful data in their

interviews.
Participants School 1 (S1) School 2 (S2) School 3 (S3) School 4 (S4)
East Lothian Scottish Borders | Aberdeen Inverness
Teachers (T) 2 2 3 4
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Headteachers (H) 1 1 1 1

Total (T) 14

Table 1: Participants of the study (elaborated by researcher)

5.5 Data Collection and Tools for Analysis

As part of the data collection, semi-structured interviews and documentary analysis were
carried out. These tools were selected to ensure that each research question was addressed. This
was organized in a three-stage process where key documents were analysed and then
synthesized with analysis from secondary literature and data collected from interviews. In Stage
One critically analysed a broad range of secondary data and literature to provide a conceptual
and empirical basis for the investigation of the role of specific concepts developed by the OECD
in the construction, design and delivery of new assessment frameworks within specific national
settings and curriculum developments. Stage Two of the research focuses on how specific
concepts developed by the OECD have influenced assessment frameworks within distinct
national settings. This involved a documentary analysis of key policy documents at national
level. This stage uses a thematic approach with a specific focus on how key concepts are
constructed within national policy documents. An analysis of different ways in which concepts
relating to assessment and standardised testing are constructed within the policy documents in
the two settings and the influence of the OECD on the design of national assessment
frameworks will also form part of stage two of the study. Stage Three of the study took the
findings from the interviews and synthesized them with Stage One and Stage Two.

5.5.1 Semi-structured Interviews (Stage Three)

An interview guide was drawn up prior to the fieldwork. This comprised of two separate guides;
one for teachers and one for headteachers (see appendicies 1 and 2).

It is typical of qualitative research to have an unstructured and less formal approach to gain an
in-depth insight into the interpretations of participants (Bryman 2012). It is also critical to
strategically plan and formulate an interview guide to provide rich and useful data however,
this can be carried out in a flexible and reflexive way such as the Adaptive Method (Layder,
2013). Therefore, in order to capture an in-depth discussion and interpretation from teachers

and headteachers, the interviews were semi-structured and carried out in a slightly informal
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manner. Initially, | mapped out an interview guide; a list of questions and topics that addressed
the research questions (RQs) which allowed a certain amount of leeway for the interviewee to
reply (Bryman 2016). All interviews in the study were audio-recorded. Qualitative interviews
were recorded in order for the researcher to stay aware of what was being discussed. This
allowed the researcher to ask follow-up questions which drew attention to additional and
relevant answers (Bryman, 2016). Knowledge based questions or open-ended questions were
most frequently asked here as the focus was on teacher experiences on practice and associated

issues.

The level of knowledge and information that teachers had of the NIF was expected to vary, in
comparison to the AiFL, since the latter was well bedded in within schools gererally while the
former was a comparatively new initiative. It was predicted that the results and findings would
demonstrate a high volume of in-depth interpretation and knowledge of each component by use
of this interviewing approach. This form of data collection is particularly useful when using an
interpretivist epistemological point of view by any researcher (Burrell and Morgan, 1995) since
it focuses on teachers interpretations of assessment reforms. Here, it was predicted that the
results and findings would demonstrate a high volume of in-depth interpretation and knowledge
of each component by use of this method and interviewing technique. Other techniques such as
probing and prompting were used very frequently whilst undertaking all interviews. In addition,
Bryman (2016) suggests that all questions will be answered, however, will not always be in the
correct order and the research may ask follow-up questions. This underpins the need for the
researcher to be flexible while maintaining a sense of key areas to be discussed. These
approaches to interviewing allowed the participant to clarify and explain what was yet to be

uncovered by the researcher.

5.5.2 Documentary Analysis (Stage Two)

Documentary Analysis was a strategy used to gain a critical understanding on the macro-and
meso-level. Documentary Analysis is a form of qualitative research in which documents are
interpreted by the researcher to give voice and meaning around an assessment topic (Bowen,
2009). Analysing documents incorporates coding content into themes similar to how interview
transcripts are analysed (Bowen, 2009). Here, the documents considered as a suitable source
for the comparative historical investigation into the phenomena of uploading and downloading

within Steiner Khamsi’s notions of ‘reception’ and ‘translation’ of education policies from

64



international to national and local level over time (5-14 and CfE). The researcher has to
maintain a high level of sensitivity and objectivity in order for the results to be valid and credible
(Bowen, 2009; Bryman, 2016). Therefore, content analysis included searches for occurrences
of specific concepts, words and phrases that sought to answer research questions 2 and 3 drawn
out in Chapter 1. Introduction and earlier in this chapter. (O’Leary, 2014). The documents

analysed were as follows:

1. Reviews of National Policies for Education: Quality and Equity of Schooling in
Scotland (2007)

2. Assessment Framework for Curriculum for Excellence in Scotland Building the
curriculum 5: a Framework for Assessment (2011)

3. Assessment Guidance within the Five to Fourteen Curriculum (1991)

4. OECD Synergies for Better Learning: An International Perspective on Evaluation and
Assessment (2013)

5. Improving Schools in Scotland. An OECD Perspective (2015)

6. National Improvement Framework for Scottish Education - achieving excellence and
equity (2015)

Content analysis provided the basic method for investigating commonalities between each
document and the interview data. A thematic analysis of the two data sets complimented this
by recognizing significant themes. The analysis took emerging themes and refined them for
further analysis, typical in inductive or Grounded Theory methodological approaches (Bowen,
2009)

Qualitative Content and Thematic Analysis

All interviews and documents were synthesized after the two-stage process. The transcriptions
represented a rich dataset, therefore | decided to use qualitative content analysis. Qualitative
content analysis is a method that searches for patterns and connections within the data which
then convert into raw categories and then themes (Bryman 2012). This is a widely used flexible
approach in qualitative research and is helpful in organizing and creating a focus for the analysis
(Braun and Clarke, 2006). This also allows for the data to be filtered and narrowed down for
further organization and focus. Braun and Clarke (2006) describe a six-phase approach to

thematic analysis:
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Phase 1: Familiarizing Yourself with the Data: Audio recordings were listened to prior to
transcription to gain a deeper understanding of the overall key ideas within each interview.

Documents were also read once before analysis and coding.

Phase 2: Generating Initial Codes: Mind Maps were drawn out to review connections between
codes or minor categories, and to establish overarching themes.

Phase 3: Searching for Themes
Phase 4: Reviewing Potential Themes

Phase 5: Defining and Naming Themes:
A thematic diagram was developed which was data driven while also drawing from the
analytical framework (see Chapter 4: Analytical Framework and Chapter 6: Findings)

5.6 Quality Measures

In order to ensure quality in the data the research must consist ‘sound, well-grounded, strong
and convincing’ evidence (Kvale and Brinkermann, 2009, p.246). The complex nature of this
study depended highly upon the way it was operationalized. The choice of methods and the way
in which they were applied enabled the data to coherently unfold; enabling the construction of
categories and themes to emerge to formulate a theoretical framework. The credibility or
internal validity of the study refers to the level of contingencies between the findings of the
study and the theoretical concepts that were constructed (Bryman, 2012; Guba and Lincoln,
1994). In addition, there has been consistent reflexivity between the data and the theoretical
ideas. This enabled new concepts to emerge which contributed further to the analytical
framework. The particular use of methods, literature sources and procedures have been
instrumental in ensuring the validity of the findings within this study. In addition, the researcher
is required to undertake good research practice in order to reach internal validity. The researcher
must not conclude or ‘infer’ a phenomenon by using the data findings to make generalizations
on the issue as a whole. For example, the small sample used cannot generalize the phenomena
that national standardize testing is completely disregarded by all teachers by the whole Scottish
nation. The data does however consider the perspectives of the small number of participants
within Scotland regarding changes of assessment and perceptions of national testing. Here, to
ensure authenticity, the interviews were undertaken in a sensitive manner as they may feel
nervous (especially with regard to new policies being introduced such as the NIF). This enabled

the participants to feel a sense of trust in myself as a researcher as it is typical of professionals
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to answer questions as if they are under surveillance, or as if they are being judged. In summary,
within qualitative research, validity is to be addressed with honesty, richness, depth and scope
(Cohen, et al., 2007). Reliability refers to whether the results are repeatable (Bryman, 2012;
Amaroso and Ragin, 2011). This is to ensure that there are no biases and that the methods used
consistently measure what they were originally intended to measure. The thesis clearly presents
the appropriate steps that are required to be taken to ensure clarity and reliability (e.g. research
purpose, research questions, interviews, documents chosen, how the sample was collected,

coded and analysed). These choices have been justified throughout the study.

5.6.1 Ethical Considerations

Firstly, this study has had ethical clearance from the Norwegian Social Science Data Services
Organisation [NSD]. Secondly, this study has taken additional measures to ensure ethical
security and clearance before during and after research fieldwork. Before fieldwork, consent
form was drawn up and presented to participants to sign (see appendix). This consent form
outlined a clear description of the focus of the study, the purpose, the aims and the research
design (Bryman, 2012). During the fieldwork, transcriptions were kept in a secure folder which
had restricted access with a password. Names and identification of individuals (including
names, telephone numbers, email addresses) were kept in a separate and secured folder, also
protected with a password. These data sets were only accessed by the researcher and the
supervisor(s) of the project and has been treated with strict confidentiality. Lastly, all data will
be deleted 12 months after the end of the project, including identification, transcriptions and
audio recordings. To sum up, key strategies involved anonymisation of participant names, a
process of informed consent before and during the data collection and secure storage of data
files for a limited period of time.

5.7 Chapter Summary

This chapter has provided a detailed discussion of the rationale and methodological approaches
used within this study. In particular, the chapter has outlined the theoretical and philosophical
foundations of the research with a justification for the analytical tools which were utilised to
interpret the primary data collected within the study. Moreover, the chapter has carefully
considered the ethical considerations, limitations and quality measures of the study. The
chapter has also provided a detailed discussion and justification of methodological tools used
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to investigate primary data. Focussing on a qualitative and in-depth comparative study of two
past and present curriculums across Scotland, the analysis of data will be located within a
broader consideration of processes relating to reception, and translation within the realm of
international education. This has been enabled by a critically reflective approach to the
interpretation and analysis of data as it emerges during the data collection process as an
evolving process.
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6 Findings

This chapter presents a summary of the findings from the analysis of selected policy documents
at international, national and local level and data gathered from the semi-structured interviews
with teachers and head teachers. As previously discussed in the Methodology chapter the
underlying research and design is an instrumental case study based on a conceptualisation of
education as a dynamic multidimensional model combining macro and micro dimensions,
(Hamilton and Corbett-Whittier, 2012). Crucially this conceptual model provides scope for the
critical analysis of education within distinct national contexts in terms of transformations over
time with a specific focus on the influence of global and international drivers and institutions.
The comparative dimension of the thesis is a time comparative of two curricula (i) National
Curriculum (5-14) and its associated national testing and Assessment is for Learning (AiFL)
approachers National Testing and (ii) Curriculum for Excellence and (iii) NIF (current and
future summative assessment). This comparative is contextualised within an analysis of OEDC

policy documents.

This chapter is organized in accordance to the themes as illustrated in the diagram below (Figure
7). These themes are National Policy Strategy on Assessment and Achievement (T1), School
Leadership (T2), Teacher Voice and Agency (T3), Teacher Voice and Accountability (T4). As
the chapter develops some of these themes become interconnected as subthemes. With a
specific focus on the analysis of transformations in Assessment and Achievement, in Scotland.
Part One of the findings section will conclude with a summary analyses of findings from each
documentary analysis through the theoretical lens of Steiner Khamsi’s notions of ‘reception’
and ‘translation’ of education policies from international to national and local level over time.
Part Two of the findings chapter will explore and understand the perceptions of teaching
professionals in Scotland with regard to the transitions in assessment and evaluation in primary
school education through curriculum changes over time. Part Two is analysed through the
theoretical lenses of Agency and Voice of the role of Beliefs in Teacher Agency and the Three
Dimensions of Agency (Kirk and Macdonald, 2001; Emirbayer and Miche, 1998; Biesta et al
2015). This will also draw on key ideas on teacher agency and distributional leadership The
discussion chapter will contextualise these findings within an analysis of existing international

research and literature in this field. The diagram below demonstrates the macro, meso and
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micro levels of themes discovered and categorized from the data.

T1: National policy and strategy on Assessment ( AiFL) and Achievment ( NiF)
Standardized testing International - OECD and PISA influences and feedback on achievement
and equity

School governance - highlighting the head teacher
PEF etc. targeted funding for low ses groups

T2: School leadership - head teachers National and local influences on

1. Mediators, adapters or challengers to policy olicy implementation

2. New Headteachers charter - greater Education Scotland
autonomy 3.. Trust 4. Dealing with n
Challenges in Context: e.g.inequality, social Local Authorities
justice, poverty
5. Training

T3: Teacher voice and agency T4: Teacher voice and aCCOUntabiIit

1. Adapatation and implementation: curriculum L. NiF and National Testing
development 2. Assessment and achievement

2. AIFL - teacher pupil relationship and dialogue 3. Narrowing attainment gap
3. Assessment and achievement to enhance teaching 4. Micro-level -practice

el el e 5. Practitioner enquiry and research engagement

Figure 7: Themes and categories discovered in the data (Elaborated by researcher, co-edited

by supervisor)

6.1 Part One: Analysis of Policies at International,
National and Local Level

6.1.1 T1: National Policy Strategy on Assessment and Achievement

Assessment and Achievement was recognised as a central starting theme as it was considered
to have seen significant changes over the last 10 years or more in Scotland; firstly in terms of
Assessment is For Learning (AiFL) and more recently in terms of the imposition of standardised
testing as a means of closing the attainment gap (National improvement Framework).
International accountability and critique through OECD (or PISA) formed an additional
powerful narrative encouraging the national government to prioritise ‘improvement’ in results

as a key marker of system efficacy and societal fairness. Importantly, in the last few years,
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Scotland had begun to bring in standardised testing, at key points (P1, 4 and S3) in an apparent
move away from the more holistic and reflective AIFL although the latter is still in place. It is
within this sometimes contradictory policy context during a period of policy and practice
transition in Scotland that research was carried out in a small number of Scottish schools.

The design and operationalisation of the AiFl and NiF in Scotland have been shaped by
national and local authority policies and guidance. The influence of the situated policy context
on the design, and operationalisation of assessment frameworks within distinct national
education systems is illustrated within the literature review chapter (Chapter 3). A comparative
historical analysis of transformations in assessment and evaluatory frameworks in Scotland
reveals the changing forms of governance and teacher roles at the level of policy over time.
More broadly, the influence of forms of governance and teacher roles has been evidenced as
central to the adaptation of OECD led educational guidance within a number of national
settings (Steiner Khamsi, 2012). This study has critically explored the influence of governance
and teacher roles in Australia, Finland, Norway and Scotland in the Literature Review (Chapter
3).

6.1.2 Analysis of Policy and Guidance Documents

International and national policy documents shape the conditions under which education may
be realized in different national contexts over time. Key OECD Policy documents relating to
Assessment and Achievement and Standardised Testing are analysed below using Steiner
Khamsi’s notions of ‘reception’ and ‘translation’ of education policies from international to
national and local level over time. This analysis will focus on the development of Aifl and The
National Improvement Framework in Scotland. The notion of reception and translation have
been utilised by a number of recent studies Ochs, 2006; Ochs & Phillips, 2002; Steiner-Khamsi,
2014; Steiner-Khamsi & Waldow, 2012). This study conceptualises reception as an
understanding of why recent educational reforms originating from international policies have
been adopted in Scotland. More specifically this involves an analysis of the rationale or the
appeal of a reform resulting from international educational policies or practices. Further this
study conceptualises translation as the aim of understanding the process of local adaptation,
reframing or modification of educational reforms which are imported from international
educational policy or practice. The analysis of selected international and national policy and
guidance documents is framed by the central research questions within this thesis and adopts a

thematic analysis guided by Theme 1 (T1) Assessment and Achievement within the analytical
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Framework Diagram above. Key sub-themes include International, National and Local Policy
context, AifL and NiF. The integration of new policies, benchmarks and standardised tests
within existing frameworks and the influence of Pisa and the OECD, particularly with regard
to international downloading of policies and practices relating to assessment.

Document One: Reviews of National Policies for Education: Quality and Equity
of Schooling in Scotland (2007)

Background

In 2006, The Scottish Government requested that the OECD scrutinise the operation of the
school system in Scotland within the context of the OECD’s reviews of national policies for
education. A key concern of Scottish local authorities was the sufficiency of recent reforms in
when compared with other countries facing comparable challenges. Following inspection in
2007 the OECD published a report on ‘Reviews of National Policies for Education: Quality and
Equity of Schooling in Scotland’ in December 2007. The report utilised an international
perspective in assessing how well Scottish schools perform examining both PISA findings and

national test results in the context of educational reform.

Extract One (my emphasis)

Scotland performs at a consistently very high standard in the Programme for International Student Assessment
(PISA). Few countries can be said with confidence to outperform it in mathematics, reading and science. Scotland
also has one of the most equitable school systems in the OECD . . . Head teachers are amongst the most positive
of school principals in the OECD in judging the adequacy of staffing and teaching resources, and students are
generally very positive about their schools. Underpinning the impressive international performance of
Scottish schools is a system of near-universal and high-quality pre-school education. On national tests, many
children are one or two years in advance of expected levels. Notable progress has been made in improving the

achievement of children living in poverty.(p.14)

In the extract above the significance of the performance of children in national tests is
highlighted. In addition there is an emphasis on the significance of the role of head teachers
‘in judging the adequacy of staffing and teaching resources’ as well as the voice of students
who are ‘generally very positive about their schools. This opening extract reflects most of the
document in not explicitly referring to or recognising the role of teachers as practitioners in the
achievement of this ‘consistently very high standard’. Conversely the importance of the role
of local authorities and management is repeatedly emphasised as the following extract shows.
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Extract Two: (my emphasis)

The OECD examiners were impressed by the capacity of Scottish primary schools to respond to public
expectations of continuously improving standards and consistency of outcomes. This is in a context in

Which Scotland depends more than ever on the quality and impact of its schools. Indicators of improvement as
well as high international standards also show that Scotland’s confidence in its comprehensive system of secondary

schools is well-placed. (p.2)

The document also draws attention to ‘heavy investment’ in The Teachers’ Agreement (2001)
with its ‘wide-ranging impact on teacher morale’. Moreover, significance is placed on the wider
reliance on the ‘professionalism and commitment of the educational departments’ as a good

policy strategy (Extract Three below)

Extract Three

Publicly-funded school education is the responsibility of Scottish local authorities. It is through them that an
equitable distribution of resources across Scotland is managed, and they are also responsible for ensuring that
schools are responsive to community needs, adaptive, and effective. The community assets represented by
schools are in capable hands. The professionalism and commitment of the education departments of the

local authorities makes wider reliance on them a good strategy. (p,2)

Importantly, whilst the document emphasises the significance of investment in the profession
through substantial salary increases, improved working conditions, and continuous professional
development’ there is no explicit recognition of the role of teachers in the achievement of
‘impressive performance international performance of Scottish Schools’ (Extract One). As
Extract Four below reveals there is acknowledgment of the impact of poverty and social
exclusion on the very wide attainment gap between children from poorer communities and low

socio-economic status homes and children from more affluent homes in Scotland.

Extract Four

One major challenge facing Scottish schools is to reduce the achievement gap that opens up about Primary 5 and
continues to widen throughout the junior secondary years (S1 to S4). Children from poorer communities and low
socio-economic status homes are more likely than others to under-achieve, while the gap associated with poverty
and deprivation in local government areas appears to be very wide. Little of the variation in student achievement
in Scotland is associated with the ways in which schools differ. Most of it is connected with how children differ.

Who you are in Scotland is far more important than what school you attend. P.15
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The document prescribes a response which focuses on the causes of under-achievement. Whilst
acknowledging the importance of socio-economic achievement it also priorities a number of
other factors including ¢ ‘school culture’ and teacher values. However, there is no mention of
the role of the skills of teachers as reflective practitioners within this process. Critically, the
document identifies two key instruments of ‘change and adaptation’ in schools, ‘innovation and
flexibility in teaching resources’. (p.6). Here greater management freedom in these two areas
is advocated. Critically also a new compact with local government is also recommended. The
compact the document argues ‘establishes expectations in exchange for autonomy and
encourages and protects innovation and risk-taking through an authoritative’ mandate. (p.6). It
may be argued that this recommendation laid the foundations for the design of the National

Improvement Framework produced in 2016.

Document Two: Assessment Framework for Curriculum for Excellence in
Scotland Building the curriculum 5: a framework for assessment (2011)

This document describes the standards and expectations for the assessment within the
Curriculum for Excellence. The assessment framework was developed from a reflective
analysis of the outcomes and experiences of the Curriculum for Excellence within the National
Qualification framework. A key aim of the document was to ‘ensure and integrated approach
to the new Curriculum, assessment and qualifications that will improve learning and teaching’
(p-2). In addition as Extract Six below reveals the framework focusses on enabling a flexible

and tailored approach to learning and assessment.

Extract Six

Assessment practice will follow and reinforce the curriculum and promote high quality learning and teaching
approaches. Assessment of children’s and young people’s progress and achievement during their broad general
education to the end of S3 will be based on teachers’ assessment of their knowledge and understanding, skills,
attributes and capabilities, as described in the experiences and outcomes across the curriculum. (Curriculum for

Excellence, p.11)

As extract six reveals, in contrast to the guidelines for assessment for the 5- 14 Curriculum, the
principles for assessment underpinning the Curriculum for Excellence are unified by a the
central aim that the curriculum leads assessment practice thereby enhancing teaching and
learning practices. This contrasts sharply with the constrained framework for assessment within
the 5 -14 Curriculum with a focus on ensuring measurability of outcomes. As Extract 7 below
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reveals The Curriculum for Excellence invites a more holistic view of the child and the teaching
and learning experiences enabling a ‘broad and interdisciplinary approach to learning

opportunities’

Extract Seven

Assessment of the broad range of planned learning is required across the full range of contexts and settings in
which the curriculum is experienced. These contexts include the ethos and life of the school as a community,
curriculum areas and subjects, interdisciplinary learning and opportunities for personal achievement. They cover
learning both within and out with education establishments and classrooms. . (Curriculum for Excellence, p.12)

The document also reveals a focus on child centred learning and a recognition of unique
developmental trajectories of individual children, (Extract Eight below). This is incongruent

with the introduction of standardized testing within the National Improvement Framework.

Extract Eight

Assessment will focus on the application of standards and expectations of each learner’s progress and achievement

in: > knowledge and understanding. (Curriculum for Excellence, p. 39)

The reorientation of the assessment towards meeting the learning journey of the child as a

unique individual is also articulated in the following extract.

Extract Nine

A standard is something against which we measure performance. Curriculum for Excellence has the clear aim of
building on current practice to raise achievement. Standards and expectations in this context are set out for the
whole curriculum in the experiences and outcomes of Curriculum for Excellence and their equivalent within
specifications for qualifications. Within a level for a curriculum area or a part of an area such as reading, the
experiences and outcomes describe the sorts of knowledge, understanding, attributes and skills expected. .

(Curriculum for Excellence, p.42)

As Extract Ten (below) demonstrates assessment approaches within the Curriculum for
Excellence encourage innovative ways of demonstrating achievement whilst continuing to
emphasise the importance of ensuring that achievements are demonstrated in ways that are

appropriate to children’s learning.

Extract Ten

Assessment approaches should help learners to show their progress through the levels and enable them to

demonstrate their achievements in a range of ways which are appropriate to learning. For learners to demonstrate
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that their progress is secure and that they have achieved a level, they will need opportunities to show that they:
have achieved a breadth of learning across the experiences and outcomes for an aspect of the curriculum.

(Curriculum for Excellence, p.42)

The Curriculum for Excellence also emphasises the equal role of formative and summative
assessment within the learning process. This suggests a learner centred approach to focussing
on the uniqueness of each individual. This seems to contradict the approach taken in the
National Improvement Framework that imposes chronological points for compulsory and
narrow forms of summative assessment. Here we can see competing ideologies at play
concerning the nature of teaching and learning and how and when it can be ore should be
evaluated. Moreover, as Extract Eleven below states ‘formative’ and summative assessment are
not regarded as ‘types’ of assessment but instead describe ‘how assessments are used. This
point may be regarded as central to the analysis of the purpose of the NiF framework and in
particular this raises the key question of how the National Improvement Framework will be

integrated within the assessment process AifL and within the Curriculum for Excellence itself.

Extract Eleven

The central purpose of assessment is to support learning and this is best achieved by a combination of formative
and summative assessment. This means assessing learning both in an ongoing way and by ‘stepping back’ at
regular intervals to take stock of learners’ progress and achievements. The terms ‘formative’ and ‘summative’ do
not describe a type or form of assessment, but instead describe how assessments are used. Evidence and feedback
from any assessment can be used formatively to inform planning for improvements in learning, as well as
contributing to periodic summaries of progress and achievement for reporting and monitoring. . (Curriculum for
Excellence, p.42)

As the Extract Twelve (below) indicates the view that the learning process is essentially a
journey involving the interaction of teachers and children is central to the assessment principles

within The Curriculum of Excellence.

Extract Twelve

As part of ongoing learning and teaching Teachers assess constantly as part of daily learning and teaching. They
do this, for example, by watching and listening to learners carrying out tasks, by looking at what they write and
make and by considering how they answer questions. They get to know their learners well, build up a profile of
their progress, strengths and needs and involve them in planning what they need to learn next. . (Curriculum for
Excellence, p.42)
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Critically, as Extract Thirteen illustrates below, ‘the CfE emphasises the importance of the
whole school approach within the assessment process. Here partnership between stakeholders

Is is regarded as vital within the learning and assessment process.

Extract Thirteen

Building the Curriculum 5 identifies a wide range of examples of organisations and partners who can actively
assist learning experiences, the development of the four capacities and the fulfilment of entitlements. Adopting a
partnership approach builds on key aspects of national advice and guidance including Lifelong Partners (our
school/college partnership strategy),. Joint planning and coordination is necessary to ensure that everyone involved

is clear about their own roles and responsibilities in relation to assessment. (Curriculum for Excellence, p.42)

The importance of dialogue and collective responsibility between professionals as an ecological
approach is emphasised as an important component of cooperation and trust-building Extract

Fourteen (below).

Extract Fourteen (my emphasis)

Teachers and other practitioners will continue to work collaboratively to develop approaches to monitoring, self-
evaluation and improvement planning, building on the existing strengths of their practice. Learners have a key role
in moderation activities and teachers have an important responsibility in developing that role. Moderation activities
will involve all teachers in engaging regularly in ongoing professional dialogue and collegiate working including
by participating in local and national networking activities. Ongoing professional dialogue is a key component

for coherent planning, checking, sampling, reviewing and providing feedback for improvement. (p.48)

Document Three: Assessment Guidance within the Five to Fourteen Curriculum

As Extract Fifteen (below) reveals the Five to Fourteen Curriculum was underpinned by a
rationale which focussed on enabling young people to attain qualifications which enable

‘productive employment and active citizenship’.

Extract Fifteen (my emphasis)

Schools, parents and society care that young people succeed in terms of attaining the knowledge, skills and in time
the qualifications required for a personally rewarding life, productive employment and active citizenship.
Equally, they care that young people develop into healthy, fair minded, considerate and responsible human beings,

(The Structure and Balance of the Curriculum. 5-14 National Guidance p.3)

Within this ethos, assessment is regarded as being ‘integral’ to the process of teaching

Extract Sixteen (my emphasis)
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Assessment is bound up in and integral to the process of teaching. Continuously, throughout the process of
teaching and learning, evidence of pupils progress emerges. Effective teaching continuously gathers and judges
this evidence, Teaching and assessment approaches should be informed by current research, based on a sound
knowledge of pupil needs and make the best use of available human, physical and material resources. (The
Structure and Balance of the Curriculum. 5-14 National Guidance; 3.25 Teaching p. 22)

National Testing in primary schools in Scotland, was established in the 1990°s. This form of
testing was integrated within the assessment framework of the 5-14 Curriculum. Critically
however guidance related to National Testing emphasised the importance of professional
judgement, and locates testing within the ongoing process of teaching, learning and assessment.
Thus, the guidance confirms the role of National Testing as being part of a range of tools that

can be used within the teaching and learning process

Extract Seventeen (my emphasis)

National Tests are intended to confirm the teacher’s judgement about an individual pupil’s attainment of
the Levels set out in the guidelines as attainment targets. ...... It is important to emphasise that National Testing
is part of the ongoing process of teaching, learning and assessment and should not significantly disrupt the normal
work of the class. National Tests are only one of a number of assessment strategies teachers will use to determine
how a pupil is progressing and to identify development needs. National Tests should complement other forms of
assessment and should not be used to replace them. (Assessment 5-14 A teachers guide to National Testing in
Primary Schools, 1993. P 23)

Within this context, individual teachers are given autonomy to decide the timing of national
testing for individual pupils according to the stage that they are at. Importantly also, the

guidance states that schools should ‘not block test whole year groups’ (Extract Eighteen)

Extract Eighteen (my emphasis)

Each pupil should be tested using National Tests only when the teacher decides, using all available evidence, that
s/he has completed one Level in Reading, Writing or Mathematics and is ready to move on to the next. ... Schools
should not block test whole year groups or test pupils retrospectively. (Assessment 5-14 A teachers guide to
National Testing in Primary Schools, 1993. P 23)

The analysis of The Assessment Guidance within the Five to Fourteen Curriculum has revealed
a central focus on the use of national testing as a way to inform the judgement of teachers with
regard to each individual pupil’s attainment at each level and according to attainment targets.
In contrast the National Improvement Framework( Nif) focusses on the Scottish Governments

‘vision’ and ‘priorities’ ‘our children’s progress in learning’. Moreover the NiF is regarded as
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key in driving work to improve Scottish education and close the attainment gap. A more

detailed analysis of the National Improvement Framework (2016) (Document Seven) below.

Document Four: Synergies for Better Learning: An International Perspective on
Evaluation and Assessment (2013)

This document was selected for documentary analysis as it was informed by a comprehensive
OECD review of evaluation and assessment frameworks for advancing school outcomes across
a broad range of countries. Twenty-five countries were directly engaged in the review and 28
countries participated in the study. These countries are characterised by a broad range of
economic and social contexts, as well as a variety of approaches to evaluation and assessment
in school systems. Fifteen countries, including Scotland, took part in a detailed review, which
was undertaken by a team consisting of members of the OECD secretariat and external experts
(OECD, 2013). Within this context, the document illustrates Steiner-Khamsi’s notions of
‘reception’ and ‘translation’ of education policies from international to national and local level
over time. (Steiner-Khamsi, 2014 — see also Chapter 4: Analytical Framework). The opening
statement of this document underlines the shifting focus on accountability within national

education agendas

Extract Nineteen

There is widespread recognition that evaluation and assessment arrangements are key to both improvement and
accountability in school systems. This is reflected in their increasing importance in national education
agendas.p.23

Further, as Extract Twenty (below) global skills requirements and ‘rapidly changing societies’
underpin the rationale for convergent trends in the policy and governance of national education
systems. Here, decentralisation and school autonomy has led to a greater focus on learning

outcomes and the evaluation of schools, headteachers and teachers.

Extract Twenty

As countries strive to transform their educational systems to prepare all young people with the knowledge and
skills needed to function in rapidly changing societies, some common policy trends can be observed in one form
or another in most OECD countries, including decentralisation, school autonomy, greater accountability for
outcomes and a greater knowledge management capacity. Decentralisation and school autonomy are creating a

greater need for the evaluation of schools, school leaders and teachers (p.26)
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Significantly as Extract Twenty-One (below) emphasises the evaluation and assessment of
students, teachers, headteachers, schools and national education systems is regarded by the

OECD as an important tool for understanding the learning journey itself.

Extract Twenty-One

Governments and education policy makers are increasingly focused on the evaluation and assessment of students,
teachers, school leaders, schools and education systems. These are used as tools for understanding better how well
students are learning, for providing information to parents and society at large about educational performance and
for improving school, school leadership and teaching practices. (OECD, 2013. p.28)

Moreover, as the extract below illustrates the focus on equity, quality and effectiveness is
clearly aligned with the instrumental need to meet economic and social needs generated within

a globalised economy.

Extract Twenty-Two

The expansion of educational evaluation results from increased demands for effectiveness, equity and quality in

education so new economic and social needs are met. (p.36)

The emphasis on comparison across schools and regions within nation states is evident below.
Moreover, the focus on the use of national standardised assessment as an outcome orientated

measure of student learning is clearly articulated.

Extract Twenty-Three

The introduction of national standardised assessments for students in a large number of countries reflects the
stronger focus on measuring student outcomes. These make data on student learning outcomes available, providing
a picture of the extent to which student learning objectives are being achieved, and they grant the opportunity to

compare student learning outcomes across individual schools, regions of the country and over time. (p.12)

The encouragement of the use of large data sets to inform policies and managerial decisions
with regard to resource distribution within and across schools is clearly evident in the extract

below. This exemplifies a focus on trickle down approaches to educational reform.

Extract Twenty-Four

Larger and more varied uses are given to evaluation and assessment results. Countries are giving a more varied
use to evaluation and assessment results. There is a growing interest in using evaluation results for formative
purposes. School leaders, teachers and policy makers are more and more using evaluation results to identify areas

where schools are performing well, and where they may need to improve. curriculum development and definition
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of standards, or strategies for professional development. These data may help shape policy and/or school

management decisions on resource distribution, (OECD 2013, p 16) (my emphasis)

As the extract below reveals the use of evaluation and assessment results for accountability
purposes is found to be significant amongst the countries surveyed by the report.

Extract Twenty-Five

Another increasingly marked focus is the use of evaluation and assessment results to hold policy makers, school
leaders and teachers accountable. (OECD 2013, p 18)

A range of accountability purposes are outlined in the extract below. The broad range of
stakeholders holding school leaders and teachers to account is emphasised Moreover, system

level reports provide ‘an assessment of the ‘state of education at national level’ (p7)

Extract Twenty-Six

Accountability as a purpose of evaluation and assessment is gaining in importance Countries are increasingly using
evaluation and assessment for accountability purposes. This can take a variety of forms. First, there is a growing
trend of public reporting, including the publication of standardised student assessment results at the school level
for use by parents, government officials, the media and other stakeholders, the publication of school inspection

reports, school annual reports, and system level reports providing an assessment of the state of education. (p 18)

Finally, the influence of PISA as a benchmark for the effectiveness of national education
systems is articulated in Extract Twenty-Seven. Here, Steiner Khamsi’s notions of reception
and translation and theoretical contributions evidencing the convergence of national

educational systems are clearly evidenced by the document (Ball, 2003; Rutkowski, 2007)

Extract Twenty-Seven

National education debates are increasingly shaped by international comparisons, particularly of student
performance in international student surveys. The growing availability of internationally comparable data on
student performance has, in important ways, influenced national discussions about education and fostered

education policy reforms in countries (p.34)

Document Five: ‘Improving Schools in Scotland: An OECD
Perspective’ (2015)

Commissioned by the Scottish government, with a focus on quality and equity, the purpose of
this OECD policy review was to support the development of education policy, leadership and

education practice in Scotland. A central focus of the review was the Curriculum for Excellence
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(CfE) as it is operationalised within Broad General Education (BGE, up to age 15. In particular
the review.  Critically as the extracts below illustrates, the document integrates insights from
PISA and evidence from other OECD countries to emphasise areas which would benefit from
further change and development. The document begins by reviewing international evidence
and then comparing this evidence with comparable data from other countries including,
Norway, New Zealand, the Netherlands, Ireland and Canada. As the Extract below reveals the
document focuses on policies, frameworks and interventions that have been put in place to

improve educational outcomes and close the diverse equity gaps in attainment.

Extract Twenty-Eight (my emphasis)

This chapter seeks to present an up-to-date picture on quality and equity in Scotland and relevant trends using
international and national sources. It starts by reviewing international evidence and compares Scotland with certain
other countries.. The international picture is then complemented with Scottish evidence on dimensions of quality
and equity relevant to Broad General Education. The chapter also summarises the numerous policies,
frameworks and interventions that have been put in place in order to improve education outcomes and to

close the diverse equity gaps in achievement and attainment. (p.46)

The report consistently utilised PISA results to compare Scotland with other OECD countries
despite clear differences relating to the economic, social, cultural and demographic
characteristics of these countries. Importantly as Extract Thirty below evidences, the
reviewers do not attribute changes in educational performance at National Level to the

introduction of Curriculum for Excellence.

Extract Thirty (my emphasis)

How has this situation changed over recent years? The picture varies depending on the literacy area in question
Performance in the PISA surveys going back to 2003 shows that the now-average levels in Scotland in mathematics
was not always thus, and it was up among the leading countries just after the turn of the millennium. The major
drop took place from the high 524 in maths in Scotland in 2003 to only 506 three years later. Performance has
been steady since then. Clearly, the timing of this decline cannot be attributed to the Curriculum for

Excellence as it predates CfE by many years. OECD, (my emphasis) (p.56)

The reviewers also show confidence in the potential of the Curriculum for Excellence to

improve feelings of happiness and well-being in Scottish Schools in the extract below.

Extract Thirty -One (my emphasis)

PISA 2012 asked students to evaluate their happiness at school and to reflect on whether their school environment

approaches their notion of an ideal situation. Around 8 in 10 Scottish students felt happy at school — the same as
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across the OECD — and 66% believed that conditions were ideal in their school, which is significantly above the
OECD figure of 61% (Figure 2.3).

The review also emphasises improvements delivered by the introduction of The Curriculum for
Excellence in the extract below. Here, positive teacher student relations are emphasised with
at least three in four Scottish schools reporting positive relationships between students and

teachers.

Extract Thirty-Three

Positive teacher-student relations are valued in the Curriculum for Excellence as contributing to the ethos and life
of the school as a community and all staff are encouraged to develop supportive relationships with children and
young people. At least three in four Scottish students surveyed through PISA answered positively to questions
related with teacher-student relations, including whether they get along with their teachers, whether teachers take

the students seriously, and whether teachers are a source of support if the student needs extra help. (p.32)

The extract below indicates a high degree of convergence between Scotland and other OECD
countries with regard to differences in achievement associated with socio-economic
background, immigrant status, gender and location. Importantly, the extract also emphaises the

equal weight given by the OECD to performance and equity in educational outcomes.

Extract Thirty-Four

As in other countries, the achievement of students in Scotland is associated with socio-economic background,
immigrant status, gender and location. In fact, these differences are around similar magnitudes to those observed
for the OECD as a whole. A major international finding of the PISA studies is that high performance does not need
to be sacrificed to achieve greater equity in education outcomes and equity does not have to be diminished in
pursuit of high performance (OECD, 2013a). (p.24)

The ‘highly inclusive’ nature of Scottish schools is emphasised in the review. The reviewers
argue that the school that Scottish students attend is less a reflection of social background and
has less of an impact on their achievement than other factors in their background (Extract
Thirty- Five)

Extract Thirty-Five (my emphasis)

PISA data permit the calculation of an index of social inclusion, which is the degree to which students of different
socio-economic status attend the same school (or the degree to which different schools have different socio-

economic profiles). This index suggests that Scottish schools are highly inclusive. The index for Scotland was
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well above the OECD average (86% compared with 75%) and brings Scotland into the group of countries with
high levels of inclusion at over 85% (Finland, Norway and Sweden). Therefore, the school that Scottish students
attend is less a reflection of social background and has less of an impact in their achievement than other

factors in their own background. (p.36)

The reviewers endorse the positive impact of The Curriculum for Excellence on the resilience,
confidence and motivation of students from disadvantaged backgrounds indicating that more
time was needed to realise the full potential of The Curriculum for Excellence in promoting
self-confidence and motivation of students from disadvantaged backgrounds. It may be argued

that this is once again an endorsement of The Curriculum for Excellence.

Extract Thirty-Six

Although socio-economically advantaged students outperform their disadvantaged peers in general terms, many
disadvantaged students succeed at school and achieve high levels in the PISA assessments. These are the ones the
OECD has dubbed “resilient” students - those who succeed in school despite a disadvantaged socio-economic
background.4 (OECD, 2013a). ..In Scotland, 8% of all students and a third of the disadvantaged students (32%)
were identified as “resilient” in 2012. The Curriculum for Excellence is intended to foster many of the factors
associated with resilience: students’ self-confidence in themselves and their own academic abilities; motivation;
being engaged; and receiving support from their teachers. We would therefore hope to see improvements in
Scotland on this indicator in the forthcoming waves of PISA, when CfE has had more time to embed, such

that students will have been to school with CfE throughout their early learning and throughout their

schooling. (p.42)

Finally, the documents commends the performance of rural schools in Scotland as endorsing

the significance of the four CfE capacities. Extract Thirty-Seven (below)

Extract Thirty-Seven

In OECD countries in general, students in rural areas do not enjoy access to equivalent educational resources and
tend to have lower performance than their peers in urban settings. The situation is the reverse in Scotland. PISA
2012 shows Scottish students attending rural schools scored significantly higher in mathematics than their peers
with a similar socio-economic status in schools located in a town (21 points difference — equivalent to 6 months
of schooling) and similar to those in a city (18 points difference but not statistically significant). This suggests
that rural schools in Scotland are providing at least the same educational opportunities, if not better,

compared with urban schools. (p.42)
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Document Six: ‘National Improvement Framework for Scottish Education -
achieving excellence and equity’ (2015)

The influence and unquestioned reception of the OECD on the design and development of The

National improvement Framework for Scottish Education is clearly stated in this document

Extract Thirty-Eight

The development of the National Improvement Framework is based on the best practice which exists
internationally on the use of data and intelligence to improve education at national, local, school and individual
child level. This includes the OECD publications Synergies for Better Learning and Education Policy
Outlook (Scottish Government. P6)

The extract below reveals the focus of the Nif on the use of trickle-down standardised
information to inform teaching and leadership within schools. Here the focus is on equity and

closing the attainment gap.

Extract Thirty-Nine

The Framework will see new and better information gathered throughout primary and early secondary school years
to support individual children’s progress and to identify where improvement is needed. The data will be used to

close the gap in attainment between children from the least and most deprived communities (p.2)

Importantly, the extract below, emphasises the importance of alignment between all levels of
the national system. This alignment is regarded as requiring clear responsibilities at national,
local and school level. Moreover, there is a clear emphasis on an outcomes orientated approach

to assessment and evaluation at all levels.

Extract Forty

show clear alignment with the goals for the education system and classroom practice; * recognise that outcomes
for children can be improved by improving practice at different levels of the system; set out clear responsibilities
at national, local, and school level and ensure everyone involved has the capacity to play their part effectively;

look at all levels of the national system together and ensure they are aligned; (p.4)

Importantly, the document does emphasise the centrality of core principle of the Curriculum
for Excellence. Here the framework is regarded as supporting high-quality learning and
teaching. Importantly, the document regards national standardised assessment as informing

teaching judgement.

Extract Forty-One
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The actions set out in this document have all been developed to support high-quality learning and teaching, the
core principle of Curriculum for Excellence. Over time, the Framework will provide a level of robust, consistent
and transparent data across Scotland that we have never had before, to extend our understanding of what works
and to drive improvements across all parts of the system. This includes the development of national standardised

assessments in primary and early years of secondary school to inform teacher judgement. (p.11)

The importance attached to influence of the OECD in the design of the National Improvement

Framework is underlined in the extract below.

Extract Forty-Two

The above principles are central to the design and development of the Framework. The 2015 OECD review stated
that: :“... an important step (in developing the National Improvement Framework) will be to identify key principles
... that would provide transparency throughout the system and criteria for subsequent evaluation of the system
itself.” Improving Schools in Scotland: An OECD Perspective. OECD, 2015. (p.17)

Moreover, the influence of the OECD on the development of the framework is clearly
emphasised in the extract below. Here the Scottish Government identifies recommendations

from the OECD review ‘Improving Schools in Scotland’ as being the central driver of the NIF.

Extract Forty-Three

Key drivers of improvement will build on much of the positive work already underway in Scottish education....
As recommended by the OECD in the 2015 OECD review, these areas have been identified to ensure that we have
the right type of evidence sources which contribute to our priorities and minimise unintended consequences: “This
Framework has the potential to provide a robust evidence base in ways that enhance rather than detract from the
breadth and depth of the Curriculum for Excellence. Given Scotland’s previous bold moves in constructing its
assessment frameworks on the best available research evidence at the time, it now has the opportunity to lead the
world in developing an integrated assessment and evaluation framework.” Improving Schools in Scotland: An

OECD Perspective. OECD, 2015 (p.26)

6.2 Part Two: Practice level Semi-structured
Interview Data

The following section highlights and addresses the central themes emerging from the analysis
of semi-structured interview data with teachers and head teachers from the participating
schools. Three key themes which emerged from these interviews at practice level are; Teacher
Voice and Agency (T3); Leadership (T2); Voice and Accountability (T4) (presented in this
order). The findings demonstrate how the curriculum has adapted AiFl and assessment
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frameworks from 5-14 to Curriculum for Excellence over time from the perspectives of both

teachers and head teachers.

6.2.1 T3: Teacher Voice and Agency

The role of teacher voice and agency has been identified as central to the development of
effective professional learning and assessment strategies (Priestley, 1998; Biesta, et al.. 2015;
Kirk and Macdonald, 2001, see Chapter 4: Analytical Framework). The findings of this thesis
highlight an important aspect of teacher voice as being not only related to strategy and practice
at classroom and school level. Here, the positioning and role that teachers play within the
implementation of new and old attainment and evaluation policies is found to be equally
important to the effective implementation and integration of new assessment frameworks into
existing curriculums. This analysis looks through the lens of the practitioner and their
experiences as a professional constructing a curriculum formulated by actors other than
themselves and engaging with assessment approaches that are contradictory at times, creating

an uneasy dissonance.

1. Adaptation and implementation: Teacher’s perceptions and experiences of the

transition from the 5-14 Curriculum to Curriculum for Excellence

This section will look at the transition and narrative of assessment and curriculum over time
from the perspective of practitioners themselves. This corresponds with the subtheme of

Adaptation and Implementation from T3 (Theme 3, Teacher Agency and Voice).

Adapting to changes is an integral part of the profession of teaching. The Curriculum for
Excellence over time has potentially transformed practice and has also adapted quite
significantly since its reform. Here, previous research studies suggest that teachers in Scotland
have had to adapt to and implement Assessment is for Learning to the point where it has almost
become ritual in every day practice (Hayward, et al., 2014; Black and Wiliam, 2004). The
findings demonstrate the positive impact, practitioners believed it had upon their own
professional development as well as attainment outcomes of the pupils themselves. Typically,
the more experienced professionals have a clear understanding of the shifts from 5-14
curriculum and its assessment framework to Assessment is for learning within the context of

CfE as the following extract shows:
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S4T4: 5-14 was much more specific than curriculum for excellence, it was actually... I don’t mean
easier... but you could follow it, | mean for a new teacher 5-14 as much easier to have because you could see it
said you had 2,3,4,5 and 10 times table you know at a level and then the other tables. Whereas curriculum for
excellence is you don’t know three tables or whatever it is.

This teacher expresses her current experience of the Curriculum for Excellence within the
context of her previous experiences within the 5-14 framework using the 5-14 framework as a
reference point. Here she argues that there is a lack of specificity creating more of a reliance on
teacher judgement. She then makes a further statement regarding the ambiguity of the current
curriculum guidelines and her professional judgement still utilizes the approach used within the
5-14 curriculum. Her approach to assessment is driven by the measures she adopted when she
taught during the 5-14 curriculum and she consistently refers back to progression within

particular stages of ability and age:

S3T2: Curriculum for excellence is not as specific. | still in my own head use C{E and then think... not
thinking in 5-14 terms but balancing them both together, I balance them both together as a teacher now. | use them
both in my own head. I mean I don’t go to the 5-14 documents or anything like that but I know roughly because |

have been teaching for so long, what stage 5-14 was at for each one so and use that to you know...

This finding supported by Emirebayer and Mische’ (1998) iteration dimension of teacher
agency as this teacher clearly feels the need to locate her new understandings within her
previous experiences by “balancing them both together”. This raises the question of the way in
which teacher themselves integrate their own benchmarks for assessment is for learning under
the curriculum where their experiences still hold previous and different levels of benchmarks
for everyday evaluation and judgement of pupil progress. Another teacher further exemplifies

this point here by stating the levels that are still at the back of their mind:

S3T1: It was just sort of coming to an end by the time | had started so I still have that you know kind of
that ‘oh well if they are at kind of P2 sort of stage they should be writing about 3 sentences’. You know how it
was that kind of.... Which our E’s and O’s now are very different but it’s funny it’s just still at the back of my
mind. You probably... if you talk to more experienced teachers that have been teaching a lot longer, they might
still have that still at the back of their mind but coming through. They talk about linking it to a level C or a level

E or whatnot.

This quote indicates that this teacher may be using past experiences and knowledge to integrate
into the present everyday practice by selectively reactivating previous patterns of thought and
action’ (Emirebayer and Mische 1998, p. 971). By routinely incorporating frameworks of
progress and achievement that she regards as being ‘still at the back of my mind’, this teacher

constructs her own agency by using temporally constructed engagement of her past
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professional, practical-evaluative and iterative experiences (Emirbayer and Mische, 1998).
Here, In particular, she uses these certain levels and expectations from the back of their mind
existing curriculum schema to make sense of the current curriculum and its Experiences and
Outcomes which is more fluid and flexible than the guidelines used in 5-14. Professional
judgement with regards to assessment here, may be argued as being more robust by the use of
a mixed method approach by a more experienced teacher who has taught during the 5-14 period.
For Emirbayer and Mische (1998) this contributes more broadly to ‘stability and order to social
universes which sustain, interactions and institutions over time’ (p. 971). This highlights the
iterative process whereby teachers adapt and make sense of new frameworks of assessment and
evaluation. This may suggest that as new frameworks and system initiatives are introduced,
teachers may reflectively refer back to their past experiences. In addition, this iterative method
of practice may be seen as a way of challenging any given policy introduced and implemented
from above. Moreover, the future evolution of the Scottish education system and most modern
systems relies upon the way in which teacher’s project and reconfigure their understandings of
new guidelines and frameworks. Here, the way in which experienced teachers receive new
guidelines such as AiFL, CfE and the NIF, may be ‘creatively reconfigured in relation to their
hopes, fears and desires for the future’ (Emirbayer and Mische 1998; p.971)

In terms of professional teaching practice this may suggest less reliance on central
prescriptions relayed by curriculums and the increasing role of professional capacities to adapt
new assessment and curriculum guidelines according to previous professional experiences.
Here, the 5-14 curriculum in Scotland is evidenced as offering a useful template for professional
practice when implementing the new NIF Assessment framework. Critically the extracts above
demonstrate ways in which the ‘objective model’ has been identified by professionals (Kelly
1990). It may be argued that this model is adopted because the linear progression of evaluation
of pupil progress is not present in current guidelines (i.e. Experiences and Outcomes) of
Curriculum for Excellence for further clarity and understanding for teachers. This further
suggests the rationale behind the Scottish Government introducing a national standardized
testing framework such as the NIF to give added clarification, understanding and objectives for

teaching professionals.

In addition, some of the more experienced teachers expressed that 5-14 provided clearer

guidance for teachers.
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S4T4: As well now, we have got, the highland numeracy progression and all that sort of thing now... and continuums
for writing and that sort of thing that the Scottish Government has made up so there is that support if you haven’t had the 5-14

background. In terms of evaluation and assessment it’s sort of the same, we knew what exactly to aim towards for each case.

Here, this teacher argues that professional experience of the 5-14 curriculum provides an
essential baseline for judgement of attainment levels in literacy and numeracy within the
Curriculum for Excellence. This particular teacher echoes the views of another teacher within
this study (School 3 Teacher A) who expressed how the 5-14 benchmarked levels were in “the
back of [her] mind”, whereas new more inexperienced teachers are not able to refer to these

benchmarks.

This teacher also perceives that the current guidance in the Continuums for Writing and
Numeracy have been provided by the Scottish Government in recognition that teachers without
previous experience of the structured guidance of the levels that pupils have reached offered
by the 5-14 curriculum require additional support. It may be argued that this guidance supports

professional judgement within assessment.

More broadly, effective transitions towards new curriculums and assessment frameworks are
revealed as being reliant on the capacity of professionals to adapt. Here, as the interview
extracts above have shown, both iterative and projective processes are used to enable
professionals to understand shifting assessment frameworks and processes (Emirebayer and
Mische, 1998; Biesta et al, 2014). In particular, the use of the 5-14 curriculum as a guideline
for professional judgement relating to gauging the level of pupils attainment was alluded to by
some teachers (School 3 Teacher 1; School 4 Teacher 3) Several studies have evidenced the
central role of previous teaching experiences within professional adaptation particularly with
regard to new assessment frameworks (see Biesta et al 2014; Hutchinson and Hayward, 2005;
Hallam et al., 2004). New policies impact upon the current coherence of the CfE and AiFL.
How do these policies maintain a broad range of professional identities which have and are still
adapting to the CfE? (Lingard and McGregor, 2013; Thompson and Harbaugh 2013) It is also
important to reflect upon How Assessment Changes have impacted upon Curriculum

Development (Priestly, 1998)

2. AiFL — Teacher-pupil relationship and Dialogue

Responses to Assessment is for Learning were generally positive. Many teachers approved of

its progress and integration into the curriculum relating the ways in which it makes a meaningful
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and holistic difference to pupil assessment and evaluation. The following extracts demonstrate
ways in which teachers express the practical-evaluative dimension of their work which concurs
with the view of Emirbayer and Mische (1998) of ‘the capacity of actors to make practical and
normative judgements among alternative possible trajectories of action in response to the

emerging demands, of presently evolving situations.

S1T1: Very positive. It’s the only way to teach. It’s part of teaching; if you weren’t doing it, you wouldn’t be doing
a good job.

In the following extract the teacher expresses her view that AiFL is integral to teaching and

learning. She not only describes her experience but defines AiFL and its purpose:

S2T3: So in some ways AiFL is what you do with the children and its explicit with the children so that
the children are aware that they are assessing so they take part in the assessment as well and they are assessing
each other and the more that that is done, the better the children know that they are on a scale that they are trying
to improve and where are they on the scale and what are their own targets. So | think that kind of target setting
is better... (School, Teacher )

Here the teacher is faced with the demand to deliver AifL as part of an effective and appropriate
learning experience for children enabling them to understand the role of assessment within their
personal learning and development. Professional experience has equipped teachers with the

knowledge to assess pupils in an appropriate way.

S4T4: Dialogue is really important: its everything. I think in teaching its much more important than any
written piece or written feedback that you do The dialogue between both pupils but also between staff its where
you gain the most. Also, for them to feel | think more connected to you as a teacher I think that’s very, very

important.

In the above quote the teacher identifies dialogue as being crucial to the teaching and learning
process. Emphasising the importance of enabling pupils to feel more connected to teachers
within the learning process this teacher argues that dialogue plays a more important role within
the assessment process than written feedback. The extract below also evidences how important

dialogue is in the acheivement and outcomes of each individual child.
Researcher: How important is dialogue between you, your pupils, parents and teachers?

S4T2:Really important, I feel, not too much because I’m a bit of a talker, but very focused dialogue and
we get to do that here because we have our learner profiles, our blue profiles and the way that we have sort of
streamlined | would say the dialogue, we have a learning conversation each term and we have conversations

around our targets all the time and between learning outcomes. For example right now we are doing writing and
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that came from Wednesday and we’ve been looking at improving it and targets and we are on Friday and now
the children are focused in on what they need to do to improve or they have come to me for a little workshop

where | can assess their needs and they can get what they need from me kind of thing.

The teacher offers a personal reflection of her role as a practitioner. From the practical-
evaluative dimension the organisational support offered by the school itself provides a formal
procedure through which effective dialogue can occur. In terms of this teachers own practice,
this approach integrates formal and informal assessment as a two-way process between the
teacher and the pupil. The extract ‘assess their needs and they can get what they need from kind
of thing’ illustrates a highly interpersonal and holistic approach to assessment and evaluation.
This teacher further evaluates her own professional practice and that of other teachers when
discussing her approach to dialogue. Emphasis is also placed on the importance of the

relationship between teacher and pupil:

SAT2: The dialogue is super important as long as they understand it as long as you keep it not too wordy
and child friendly and give them plenty of opportunities of them talking to you rather than you just speaking to
them. That’s something | have to watch. As long as they understand it because | hear an awful lot of the time they
hear waffle from teachers and | feel they go away with nothing. So you have got to be very focused with what we
are talking about. Just that relationship you have with the child if you haven’t got that the conversation and the

dialogue isn’t going to go too well.

Her values and beliefs center upon her own improvement as a professional and the importance
of her role in using dialogue with pupils for assessment purposes, as she feels that a one-way
teacher led didactic approach in which the adult dominates all conversations with pupils are not
conducive to a child-friendly context. Here, mutual dialogue enables the child to have plenty of
opportunities to talk about how they can improve. The values and ethos of the curriculum for
excellence mirror this approach. In particular two of the four Capacities; Successful learners
and Confident Individuals emphasize the importance of children sharing ownership of the

teaching and learning process.

S3T3: Very important. Yeah. It’s what makes AifL. You use it to speak to your stage partners all the
time especially when you have got your monitoring and tracking. We all use our ILD to get contact with the parents
and show them what they are doing and how they are doing. It helps with their confidence and some of it is a lack
of confidence which means they are unwilling to try. Most of the feedback is there and then and same with the
members of staff where if one of the children in their group is struggling we can adjust to it there and then. So a lot
of itis verbal really so. I use, like other teachers, traffic lights for pupils work and so I have some pupils who actually
put themselves down on red or amber and | have to have that dialogue that actually says well you have done 20 sums

and only 2 of them wrong means you have got it and that way you always have to do it as a dialogue and it’s a slow
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process to reassure them that actually you don’t have to be perfect. That’s also going to hinder their progress because
they don’t want to give it a go if they don’t want to succeed. So yeah so I think dialogue is very important for lots
of reasons and actually it is more subtle, sometimes its that drip drip drip of reassuring a child so that they get a
sense of what it real because you’ve got those who think they have done fantastically and you have those who don’t

appreciate just what they are.

There is a clear goal here and throughout the transcripts where pupil progress is to be achieved
through dialogue and learner autonomy. This teacher makes active and effective use of the
structures and support systems around her ‘especially when you have got your monitoring and
tracking’. This experienced teacher uses her iterative reflections to explain how spoken dialogue

has the advantage of ‘giving feedback there and then’ and adjusting it there and then.
S3T3:...it’s a slow process to reassure them that actually you don’t have to be perfect...

Here, AIFL and the dialogue used as a tool by practitioners within creates a developmentally
appropriate way of evaluating pupil progress over time. Simultaneously, it enables children to
retain their self-esteem and to value their own capabilities, facing and overcoming challenges

and experience learning as a gradual journey.

3. Assessment to enhance teaching and learning

This sub-section focusses upon the values and beliefs of teachers in this study with regards to
Assessment and Achievement as an over-arching theme. Teachers mostly reflected upon the use
of AIFL towards achievement and enhancing teaching and learning. Teacher Voice and the
practical-evaluative dimension plays a pivotal role in these reflections where the question of

importance of AifL in improving attainment and outcomes is posed:
Researcher: How important is AiFL in Improving attainment and outcomes?

S3T1: Really important. I find it’s really good to communicate with my class when we are doing the AiFI
strategies because they always think they have done ‘Green’ and they always think they have done really well. So any
piece of work where we use the faces or traffic lights I model it with the children so It says “I think...” and then they
have got the success criteria and then weve got “My teacher thinks...” and then if we have got different opinions in
how we think we are both doing then we can negotiate around that and discuss our next steps. For example, if | had a
pupil who wrote “I think that I am doing well in my fractions” and 1 wrote “I think you need to improve on your
fractions” We would meet in the middle and | would explain to him specifically what he needs to improve on and we
go from there. It works the other way around where the pupil sometimes feels they are not doing as well as they think

they are and sometimes | have to give them some reassurance in order for them to realise.
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This statement demonstrates another benefit of AiFL in communicating realistic goals and
targets to pupils. The organized feedback, dialogue and communication is effective in
maintaining continuous assessment as well as a strong bond between teacher and pupil. She is
also describing process of everyday negotiation where the child is put at the centre of decisions
in progression. Here she sub-consciously raises her Teacher Voice by describing her everyday
practices using AiFL methods, and expressing how paramount it is to improvement of her pupils

progress indicating her best practical-evaluative skills.

Many schools and teachers use traffic lights, thumbs up thumbs down and other signalling

methods to communicate feedback effectively, particularly with pupils with special needs: .

S3T1: It raises attainment basically and gives children confidence and gives them a clear view of what comes next.
We did quite a lot of training in this and how we support them in their assessment and progression in learning and | think that
was quite helpful because a lot of children are not use to seeing the big picture over a long of time and also not use to planning
and being independent because they are so use to us spoon feeding them and telling them what to do and how to do it. For
children with additional needs its harder because we have to communicate with them more clearly and the size of the steps we
take with them are very small and some of them we have to use traffic lights or thumbs up thumbs down so the dialogue with
them can be very difficult. It can be hard when you have varying abilities in the class particularly with regard to asn pupils such
as ADHD pupils whos progression is slower than others. So we really need to take care and be sensitive | think with them.

Sometimes you will be doing things over and over again with them and others in the class will be racing ahead of them.

This particular teacher uses her Teacher Voice to effectively express several key aspects of
AIFL in enhancing teaching and learning. She sums up the purpose and realistic objective of
AiFL declaring that it ‘raises attainment basically’, ‘gives children confidence’ and ‘gives them
a clear view of what comes next’. Her professional experience has equipped her with the
confidence to express this opinion and to show how far her professional judgement has
benefited from her iteration as a practitioner in this particular setting and circumstance.
Additionally, she makes an argument that reinforces the importance and effectiveness of AiFL
in ‘giving children a clear view of what comes next’ within the curriculum. She is arguing here
for an integrative teaching practice which enables and encourages resilience and independence
in children’s as learners and self-evaluators. Resilience within children and the autonomous
learner’s concept has widely been researched and recognised by the OECD and The Scottish
Government under key skills. Here as an assessment framework, recognised by teachers, AiFL
provides a framework for the realisation of these key skills. As illustrated by the interviews
with practitioners above, it may be suggested that AiFL has the potential to integrate well within
progressive and holistic 21% century curriculums. It has the capacity to incorporate into all

aspects of everyday teaching practice, interaction and thought, enabling children to lead their
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own learning. In addition, the malleability of AiFL is brought into sharp relief in this interview
by the importance she places on being sensitive of the ranging levels of ability of each child.
This approach of assessment may be seen by many educators as a radical way of measuring
progress as there is no set standardized evaluation according age and stage (within AiFL),
however, it acts continuum for long term and meaningful approach to all children and their

wide-ranging abilities.
Another teacher recognized this evaluative continuum by describing AiFL as a ‘journey’:

SATB: Yeah cool, | think again it’s the journey that you are taking with the child and | think that for
example can I compare it with summative, so let’s say you are comparing it with from what I use to have when |
was in school from summative assessment to summative assessment you are really missing so much and you’re
teaching to a test and then you are grading to a test and then you are asking where is the journey and then you are
worrying about how they have not got where you want them to be bla bla bla, whereas AiFL is more looking at
where they are and moving constantly all the time to improve. If a child knows where they need to go, they are
going to be able to work towards it as is their teacher, I believe. I think yeah... I think it has improved. You can

be so focused on their learning and what they need to do.

Here the teacher joins the child on the journey which enables her to understand where they are
and move ‘constantly all the time’ towards achieving the child’s potential. She implicitly
emphasises the more meaningful and coherent framework offered by AiFL when she questions
‘where is the journey within summative assessment’. Here, she uses her iterative experience
from past life history express her view and opinion of summative assessment (Emirbayer and
Mische 1998). She also relates feelings of anxiety in ‘worrying about how they have not got
where you want them to be...” Her Teacher Voice is being fully heard here as she expresses the

personal and professional pressure she feels to ensure children reach their potential.

Throughout these interviews, it became clear that teachers were eager to express their beliefs
and values. In the following extract, the teacher compares ‘the old ways’ as involving a teacher
led approach in which agency was based on what teachers ‘felt and saw’. In contrast the focus
on assessment and achievement to enhance teaching and learning within AiFL involves both

pupils and the teacher sharing an understanding of how to progress and achieve agreed goals:

S2:T3 | think in the old ways it was very much teacher led. VVery much what the teachers felt and saw and
pushed it on. Whereas now | think it is much more autonomous and child friendly, we have more a focus on the
pupil and how they know how to progress and achieve with goals set by both them and the teacher. | think it used
to be that we focussed upon the end of term result than the whole school from p1-7 progression you know, we as

teachers would get the result that we wanted from them and just share it with their parents whereas now it is more
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of a collective dialogue of between me and that child as well as teachers and parents as a whole. 1 thinks this is a

more effective way of learning how to learn for them.

Here, these agreed goals are shared in a whole school collective dialogical approach amongst
all contributors of the child’s development. This teacher’s reflection on her past experiences in
the 5-14 curriculum reveals the way in which agency is formed out of temporal engagement
within specifically configured environments. The teacher here emphasises the significance of
context when combined with time, revealing that agency does not simply depend on an
individual’s life course. Here, as Emirebayer and Mische (1998) argue the educational contexts
are primarily social contexts in which agency is ‘always a dialogical process by and through
which actors immersed in temporal passage engage with others within collectively organized

contexts of action’ (Emirbayer and Mische 1998, p. 974)

The teacher below expresses the importance of AIfL in the enhancement of her own

professional judgement.

SAT2: ...and its important for me and the pupils to just get really focused and it enables me to see where
their difficulties are, where | need to move them onto next and | have to say you are doing that all the time as a

teacher so assessment for learning is happening all the time.

Here, the teacher reveals the importance of her iterative views, values and beliefs that
Assessment for learning is ‘happening all of the time’. This exemplifies the critical importance
of assessment as a continuous dynamic, reflexive process informing professional judgment.
This contrasts sharply with the snapshot of a national test and raises the question of how national
tests are integrated within this process. Her view of assessment as a journey reveals the

importance of this reflexive approach.

6.2.2 T2: School Leadership

1. Testing Dualities: Head teachers as Mediators and Challengers

The strongest responses arose particularly from Head teachers with regards to new assessment
policies and the issues surrounding implementation of these policies. Here, Head teacher
participants had increasingly taken on the dual role as 1. Mediators and 2. Challengers within
the implementation of The National Improvement Framework. The analysis of the responses
of head teachers to the implementation of the National Improvement Framework is integral to

the theme of Assessment and Achievement (Theme 1, see diagram above). These are the central
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components of the policy strategy proposed by Education Scotland and The Scottish

Government:

As the quote below reveals head teachers have challenged the plausibility of effectively
operationising the National Improvement Framework within the ‘present circumstances’ faced
by schools in Scotland. In particular as the head teacher below argues reductions in staffing
resources and financial budgets available severely hamper the effective implementation of the
Nif whilst also creating a ‘burden’ for the classroom teacher who is the schools ‘most valuable

resource’.

S4H1: The most valuable resource in a school and the education system is the frontline classroom teacher
and if you over burden the classroom teacher with lots and lots of bureaucracy and lots and lots of hoops to jump
through then that will affect the attainment gap. If you want to close the attainment gap, you have to accelerate the
bottom end very fast whilst accelerating the top end reasonably fast. That cannot be done in in the present

circumstances. Cannot be done. Its not going to happen.

The head teacher in the quote above argues that the introduction of the NiF undermines the
capacity of teachers to deliver effective teaching and learning strategies to close the attainment
gap. ‘...if you over burden the classroom teacher with lots and lots of bureaucracy and lots and
lots of hoops to jump through then that will affect the attainment gap’ Here the head teacher is
speaking on behalf of teachers in challenging the underlying rational and operationalisation of
the NIF. Here, also the head teacher uses a projective Teacher Voice to argue that the notion
that you can accelerate the bottom end very fast whilst accelerating the top end reasonably fast
cannot be done in in the present circumstances. With confidence the head teacher confirms this
in the next sentence suggesting that this cannot be done. It’s not going to happen. As explained
below, the present circumstances are not conducive to the introduction of the National
Improvement Framework. In particular lack of staff resources are identified as a real issue for

the role of the head teacher as Mediator within the current context.

S4H1: You take a PSA [Parent Support Advisor] away from a classroom and you end up with the class
teacher doing a lot more. You either value what the PSA’s do or you don’t value what they do. If you value what
they do and you move it, then you can move the resource in the classroom. If you don’t value what the do there
will be very little difference. So the current cuts that they are talking about is never going to help close the
attainment gap. Not possible. What will happen is, the children in most need in your class will tend to be those
who are the poorer children, they will accelerate through to the best of their ability, the top end will not be
accelerated, they will stagnate, so they will close the gap but not in a positive way; they are closing it by holding
back the high fliers.

97



The crucial role of the child’s socio-economic context is also related in several interviews with
head teachers. In the extract below the head teacher argues that the combination of socio-
economic deprivation and individuals with additional special needs creates a context in which
teacher’s feel they are ‘fighting a losing battle’. Here as a mediator this head teacher is giving

voice to the barriers that teachers face within the current economic and social context.

Researcher: You may have just answered this but what do you think are the main factors contributing

to the Attainment Gap in Scotland.

S1H1: Yeah so there’s the whole Social Work issue and the whole nursery not being compulsory, the non-
compliance of parents and then we’re supposed to have a corporate parenting role over that so that’s really difficult
If you know that a child needs speech and language therapy and needs referred to another agency and the parents
won’t comply, you’re already fighting a losing battle then you’re supposed to teach them. You know, parents are
being arrested every other week or you know there’s drug or alcohol abuse in the house or whatever and a lot of

these kids just get themselves to school because they will feel safer here.

The severity and extent of issues facing children and their families is underlined in the following

extract.

S1H1: You don’t think this will happen here but its happening on our doorstep you know I’ve got a lot of
families because of the changing welfare system to Universal Credit that are relying on Foodbanks and if you, you
know, our school in particular is viewed as “the snobs on the hill”. They think we don’t have that problem here but
yeah, we do because it’s across the board because there are parents that have a mortgage that are on a food bank you
know through no fault of their own so I think it’s a losing battle; change to the welfare, change to the health visitor
non-compliance to the parents and its not going to improve the attainment gap. Even worse a policy that I don’t
understand is that another increase in nursery hours so my nursery children will essentially be in longer than my
Primary 1’s and I have to feed them. When they’re not at home with their parents; they are not bonding with their
parents. We are just childcare. So you know yet responsible for that and their early development. We offer parenting
groups but the ones that you want to come, don’t come. So there’s loads of things out there to try and address those

major issues like the Universal credit or you know, how to help develop...

Critically, as the extract below a quiet defiance emerges when she is invited to elaborate her
thoughts on the National Improvement Framework.

Researcher: Is there anything else you would like to add regarding the National Improvement Framework or

National Testing?

S2H1: | just think they need to listen to teachers more on the ground before they make policies and think
about how they are going to implement them because if somebody has a magic formula why not give it to all
the schools. But they don’t. They just re-write something depending on who’s in government in some form

or other.
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Here, the head teacher articulates the overwhelming need to ‘listen to teachers on the ground’
before designing and operationalising policies. Her use of the phrase ‘magic formula’
underlines her sense of disbelief at this lack of consultation with teachers. Her view that the
Nib is a largely politically driven top down initiative is also underlined by ‘they just re-write

something depending on who’s in government in some form or other’.

Head teachers were keen to share perceptions of their position under the component of
assessment; particularly with regards to standardised testing. Their role as challengers and
mediators of change has intensified as issues such as socio-economic background and context
are critical concerns under the assessment changes. They questioned whether the changes from
NIF are applicable and worth implementing under the Assessment is for Learning in place given
the current financial, economic, and organisational and governance context in Scotland. This
revealed questions regarding the congruency between curriculum ethos and the relevance of

standardised assessments implemented as part of the National Improvement Framework.

Head teachers’ role as ‘mediators’ include the negotiations between themselves as head teachers
and the teachers at the micro level of policy implementation in schools. This can take different
forms. Head teachers may be perceived as mediators between school and various income

streams, needing to use summative testing as evidenced below.

SAT1: But so, there’s standardized testing; there’s testing that we will give head teachers. You know, it
gives them the bigger picture of performance within the school. You know, is there numeracy weaknesses or mental
agility; is that an area we need to work on? And what can we do to bridge that gap? You know that kind of thing.

And we have had issues with that before. (School 4 teacher A)

Here, head teachers act as gate keepers of the broader picture relating to the performance of the
school particularly with regard to self-evaluation ‘weaknesses’ in key areas such as literacy and

numeracy.

S4T1: We have got our diagnostic assessment. Basically, from Monday we have got the p2s being put
onto the system and that’s a slightly different kind of assessment. So, there’s a range of numeracy and literacy type
activities that we would ask them to carry out and also, where they are, are they punching above their weight? It’s
their ability on the back of. erm.. so, they might come out of the reading at a high level for their age and ability.
So, where you would expect them to be at age and stage. So sometimes you get children who are punching above

their weight and some of their scores don’t reflect in the literacy and the language side of it.

Testing is being seen here as an important diagnostic tool as well as a means of highlighting

strategic areas for improvement. Critically however, as the quote below reveals when acting as
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mediators head teachers are responsible for presenting the data in such a way that ‘brings in
you know your PEF funding as well’ (S2T3). These reveals concerns relating to the relationship
between NiF data and funding allocation. Here, head teachers present ‘lovely bars and charts’
that they can ‘tweak’ in order to ensure the data meets the requirements of standardised testing
(see S4T3). This reveals, the limitations inherent in this process of data representation, centre

upon the lack of sensitivity to flaws in the computerised assessment,

T2S3: with that there are other reasons why they are underachieving. When they are little you know,
there may be other reasons, they just tend to press one button and another button and it might not get the correct

results. Or they just click finish even when they haven’t you know.

As this teacher reveals, head teachers are placed in a difficult position in acting as mediators
for their school because they are concerned with gaining adequate resources for the school
through PEF funding whilst also being responsible for ensuring that teaching, learning and
assessment processes are child centred and truly reflective of the stage at which children are
learning. As this headteacher below demonstrates how the practicalities and lack of resources

can hinder this assessment and judgement process:

S3H1: So a lot depends on the school hardware and broadband and all those sort of things so that needs
to be right in schools. I think in rural areas that can be quite difficult; so theres the sort of practicalities. Also if you’ve
got a class full of 30 primary 1°s, you know, who is going to actually administer the tests to the children when you

haven’t got as many additional needs assistants or classroom assistants.

The presentation of results to the local authority becomes an overwhelming priority and it may
be argued, this could distract head teachers from the key driver of the AifL which is to ensure a
genuine, progressive and formative relationship between teaching, learning and assessment.
Underlining this tension, findings indicated that head teachers were particularly concerned with
how children would be assessed, evaluated and tracked, why the NIF has been introduced (as for
what purpose), and issues of inequality and the relevance of National Testing within socio-
economic contexts characterised by poverty and deprivation (Mowat, 2018). Here, the current
research provides insight into the way in which situational constraints experienced by children

living in poverty impacts significantly on learning and assessment.

SAT3: So, from the INCAS, the head teachers will get all these lovely bars and charts that they can tweak
all the data for every child and then if there’s sort of glaringly obvious ones that aren’t achieving were asking why
they aren’t achieving and that kind of brings in you know your PEF funding as well. With that there are other reasons
why they are underachieving. When they are little you know, there may be other reasons, they just tend to press one

button and another button and it might not get the correct results. Or they just click finish even when they haven’t,
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you know...... when | think Primary 2 is the one they actually test with the INCAS. P1, P4, and P7 are doing a slightly
newer test that is coming in...I don’t know anything about that testing yet. So I’m just sort of clinging on to what |
already know. But I imagine it would be quite similar. I think it’s a longer test; | think it lasts forty minutes from

what | heard. But | haven’t seen it so I’m not sure.

These tensions are also underlined by evidence from the EIS Response to Education and Culture
Committee Consultation on Proposed Stage 2 Amendment to the Education Bill of the National

Improvement Framework:

Early iterations of the NIF, and discussion around standardised tests, seemed to suggest that Scottish
Government believed that annual testing of children in P1, P4, P7 and S3, and within a given period of time in the
school calendar (effectively mirroring the SQA exam diet), was the best means by which to gather the requisite
data from which to induce attainment improvements — though no evidence was provided to show how this approach
would address the attainment gap. The EIS view is that this would be an ill-judged and disproportionate approach
to statistical data-gathering- unnecessary and undesirable in terms of methodology, scheduling and scale; at
variance with international research evidence on best practice; and counter to the interests of Scottish education as

it continues its progressive journey with Curriculum for Excellence.

(EIS Response to Education and Culture Committee Consultation on Proposed Stage 2

Amendment to the Education Bill of the National Improvement Framework, p 5)

Here the admission articulates a central dilemma for head teachers in their role as mediators.
The presentation of data relating to the attainment gap within their schools becomes motivated
by an overriding concern to ensure that adequate resources are gained to reduce that gap
however flaws in the assessment process itself particularly with regard to younger age groups
and more fundamental issues related to pedagogic approaches become secondary within this

process. As the EIS note this can become an,

an ill-judged and disproportionate approach to statistical data-gathering- unnecessary and undesirable in
terms of methodology, scheduling and scale; at variance with international research evidence on best practice; and
counter to the interests of Scottish education as it continues its progressive journey with Curriculum for

Excellence’.

(EIS Response to Education and Culture Committee Consultation on Proposed Stage 2

Amendment to the Education Bill of the National Improvement Framework, p 5)

The European Commission have also related a key concern that head teachers are not driven by

national and local priorities (EU Commission, 2018 p. 35):

‘Saocietal and governmental expectations are demanding. They may reflect priorities, such as economic

imperatives, that diverge from notions of a love of learning that teachers themselves might view as paramount.
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There may, too, be an awkward tension between the autonomy vested in teachers and school leaders, and the

accountability that might be reasonably expected of them.’

Significantly, the head teacher role in this research has demonstrated a shift in the dynamics of
leadership through the development of the Curriculum for Excellence and the assessment
changes over the last 10 years.

S1H3: The other major thing that’s come in that has influenced Assessment is for Learning is Curricular
Pathways. So, the development and progression through the curriculum; development and progression through a
level within a curriculum whether things are revisited. You know whether its knowledge and understanding or
skills, and how that relates to the world of work so there’s a massive amount of paper work that comes in that you

have to question what impact it has on teaching and learning.

Here, the head teacher regrets the levels of bureaucracy involved in Assessment is for Learning
and related initiatives. In particular she emphasises the pressures upon head teachers and
teachers, particularly with regard to workload and time taken from what’s important in a
classroom. Moreover, in the quote below, a head teacher challenges what she regards as a
disconnect between practitioners and policy makers with regard the introduction of new policies
such as the NIF:

S2H1: I think there’s an awful lot of people producing bits of paper that are not practitioners; that are not
erm, I think it’s all driven by strategies, policies and politics and none of them have been teachers so I think they

have lost sight of what’s important in a classroom which is Assessment is for Learning

This reflection reinforces and reaffirms comments made my teachers in the section on AiFL
and its enhancement for Teaching and Learning. Here, she expresses her frustration over the
undermining of professionals and their effective use of Assessment is for Learning overlooked
by the Scottish government and its political aims. Her frustrations are mirrored by teachers
themselves, as seen in previous interviews. Here, her VVoice speaks for teachers, acting as both

mediator and challenger of policies introduced by the Scottish Government.

Analysis of the interview data demonstrates the significance of professional roles under two
central components of the education system in Scotland; school context and assessment. This
is with regards to school context, the central concern in the operationalization of the school
under new system policies such as the NIF, Assessment is for Learning, Standards, Benchmarks
and Pupil Equity funding (Education Scotland, 2018; The Scottish Government 2018). Here,
the findings revealed how head teachers played a pivotal role in implementing these changes in

assessment. Tensions within this process were revealed by the perceptions of head teachers with
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regard to the shifting dynamics of their leadership role. This is exemplified below by a head
teacher who related feelings of lack of autonomy and power within this role. Here, the
paperwork ‘dictates the school improvement plan’ and she feels ‘squeezed by national priorities
and local priorities’. These pressures are compounded by feelings of lack of autonomy and
control within the implementation process particularly with regards to the self-evaluation of the
school. Here, the head teacher emphasises the importance of her own need for professional

autonomy and control:

S2H1: They [teachers] are overwhelmed by the amount of paperwork that comes out and the timing of it.
It then dictates the school improvement plan because | am being squeezed by national priorities and local priorities
and not strictly self-evaluation of the school- where | think we should go, where I think the strengths are... so time

has to be built in for staff to look at benchmarks.

Although she expresses her feelings of powerlessness, she uses her Teacher Voice to raise
concerns over the practical demands and expectations made by national and local agent, and
then suggests the need for change: ‘time has to be built in for staff to look at benchmarks’. This
significantly highlights not only the demand for more time for teachers, but for benchmarks to
be made an inclusively decided and enacted by teachers and head teachers to make professional
judgement themselves. This is contrasted with the proposals for national standardised testing to
be undertaken in Scottish schools in order to provide robust data that informs professionals on

how

In the quote below, a head teacher questions what she regards as a disconnect between

practitioners and policy makers:

S3H1: They have to know what they are going to do at the end to find out what they have done so they
need to be planning for assessment at the start of a block of teaching and not at the end. But then things will come
in like the national assessments and as yet | have seen them, but the staff haven’t seen them but they know they
are coming... but then again there is ambiguity on how they will be used, when they will be used, will there be a

window or not?... there’s still staff training to undergo.

The issues raised by head teachers have also been illuminated in previous research. For
example, in the report ‘Teachers and school leaders in schools as learning organisations’, the
EU emphasis the need to ensure that the Leadership of head teachers is not undermined by

national priorities (European Commission 2018).

Evidently, there were contested views relating to the strategic priorities of head teachers.

Exemplifying this, one head teacher alluded to the critical importance of the quality of the
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teaching and learning process and distributional leadership as being integral to the assessment

framework.

S1H1: My strategic priority would be to work with teachers at all levels so with teachers right through to
senior leaders and system leaders on improving the quality of teaching and learning and that’s... and that has the
most impact, you know if you look at the research things like class sizes and stuff is down there but it’s quality of

teachers that comes above all else...

Here leadership plays a pivotal role in school community engagement or disengagement from
policy shifts and changes (Sanders, SCEL 2016). Head teacher 1 from school 1 highlights the
need to concentrate on the essential school community purposes of teaching and learning.
Critically rhetoric/discourse that the Scottish Government uses is the power of democracy
within any system of the state, particularly within education, whereby all stakeholders including
teaching professionals have the power to use their voice in matters of policy changes such as
the introduction of the NIF. However, the findings contradicted the rhetoric of the Scottish
Government as head teacher 1 (school 2) laments the lack of understanding of school

communities and contexts as well as teaching and learning by policy makers:

S2H2: | just think they need to listen to teachers more on the ground before they make policies and think
about how they are going to implement them because if somebody has a magic formula why not give it to all the

schools. But they don’t. they just re-write something depending on who’s in government in some form or other.

Head teacher 1 from school 2 highlights the political expediency behind yet more new
developments that occur without any real engagement with teachers.

In arguing for a focus on distributional or networking forms of leadership this head teacher
conveys her view that dialogical approaches to policy making are critical particularly when
changing educational policies and governance frameworks. Her concern that ‘they don’t just
re-write something depending on who’s in government in some form or other’ underlines the
concern that top down forms of governance are prescriptive and fail to consider the

implementation process fully.

6.2.3 T4: Teacher Voice and Accountability (The Projective
Dimension)

The findings in this section are mostly related to the future of assessment and curriculum from
the perception of the teachers with regard to their future trajectories of agency. Here, teachers

focus upon was in which new assessment frameworks (particularly AiFL and NiF) are
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‘creatively reconfigure in relation to their personal hopes, fears and desires for the future’

(Emirbayer and Mische, p. 972).

Teacher voice is intrinsically related to notions of accountability within professional teaching
practice (Elliott, 1994; Drew, 2016; Berry, 2012).

S4T2: The summative stuff is kind of yeah very useful in many ways but at the same time you go with
your professional judgement you have been doing along the journey. The summative | have many philosophical

problems with but | keep that to myself.

Here this teacher goes on to relate her practical evaluative dimension of her professional view
of assessment as a long term process. The iterational lense of AiFL described throughout these
interviews has shown that the the habits, routines and practices with positive values and beliefs

allows AiFL to continue to develop and improve comprehensibly over time.

Professional as well as personal knowledge and understandings of these components were
related during interviews with head teachers in contrast to the interviews with teachers
themselves. Here, views, feelings and thoughts of system and policy changes were more openly
expressed amongst head teachers than teachers. This was expected, as previous research has
revealed that head teachers are generally gatekeepers of all policy changes developed by local
and national authorities (Torrance, 2013). However, teachers spoke of their own specific
journeys with policies such as AiFL. This interaction has also been evidenced by studies on
AIFL within other national contexts, for example in Norway (Moller, 2005; OECD 2007).

The rationale of the Scottish government and the National Improvement Framework is to enable
them to identify schools which require more resources. Here, however, teachers understanding
of the rationale is one working towards accountability measures on professional and school
level. “to be inspector ready” suggests that teachers are concerned with the expectations of local
and national authorities. Accountability is a common theme throughout the data with regards
to perceptions and experiences of teachers as well as head teachers. Teachers are aware that the
NIF has been introduced in order to strengthen “professional development” and increase “self-
evaluation of the school”. Here the teacher creatively reconfigures the received information of

the NIF as she is not sure about the underlying rational for received structures of thought.

S3T3: | know that it has that testing element added in but I’m certain that it won’t completely replace our
other assessment that we have in place. We are already working really hard and it would not be fair to just wipe

out all that hard work with some test that wouldn’t give us a clear view of our schools. | looked at all the bits and
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thought “oh that, that, that, yeah I know about all of those, I just didn’t know that we were doing it” We do it we
just don’t call it that. What I know is that it’s about the pupils, the self-evaluation of the school, professional
development and all that stuff. It’s basically helping us to be inspector ready external accountability rather than
child and teacher dialogue? (School C, Teacher 3)

As if their focus and understanding is centred around their own efficacy within the school rather
than local or national policy rationales and priorities. Similarly, for example their perception of

new national standardised testing being introduced.

S3T1: But | think it is important to be sensitive with these tests because on any given day you
could have a child who has come to school feeling either unwell or upset about something that has
happened at home and you have to be careful if you want to sit them in front of a test in isolation for a

long time. The result won’t be fair. So, I don’t know what this will really entail.

The quote above provides an insight into the concerns of the teacher. Here it may suggested
that the teacher feels that the tests could be used as a blunt instrument for clumsy assessment
unless the teacher is able to be sensitive to individual development needs and circumstances

and classroom contexts.

However, as the extract below reveals the understanding of some teachers in relation to the use
of the data from summative assessment was limited. Here, responsibility and the roles of
teachers with regard to assessment and learning are largely confined to the classroom and its
practices. This demonstrates how accountability operates within the internal tripod of

assessment (Chapter 3, Figure 2).

S4T1: So, you have got your formative assessment which is going on all the time and you’re
summative which will give lots of data, not just for the head teacher but for the council | would imagine

but yeah.

AIFL is seen as the province of the professional but the summative tests at this stage are seen

as evidence for ‘others’ to use in some way.

I suppose what | really want as a teacher and professional is that the tests and their results inform us
personally on what we need to do in order to move forward and close our own attainment gap. We know

ourselves what is needed. (School C, Teacher 1)

This demonstrates the personal and professional desires of teaching professionals as this teacher
expresses how they can use their own practical evaluative and projective agency to close their
own attainment gap. This reitterates the importance of the use of data and also using diagnostic

testing to inform professional judgement.
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S3T3: We don’t know exactly what it would look like and I think promoted staff do. We don’t know what
information we are going to get from it. I’m not totally convinced that it suddenly pushes us into teaching any
different because we all work very hard using different assessment strategies on a day to day basis, on an hour by

hour basis, and we adjust; we have become very good at adjusting our input, output and our delivery.

The teacher above sees new testing as providing something new but uncertain what that might
be. Thus she acknowledges that she is sceptical about the information that might be gained as

she suggests that the ongoing assessment and teacher response are already well developed.

Here, it is evident that this teacher is aware of the attainment gap as reported by the media and
government in Scotland and the rationale behind introducing tests in order to inform them
personally as those with professional responsibility for closing this attainment gap within their
own classroom and school. She also emphasises existing professional expertise where “we
know ourselves what is needed” highlights the importance of this professional knowledge and
ownership. This creates a slight conflict between class teachers and the policies or policy
makers from above or national priorities. Here it may be suggested that teachers should be
encouraged to become challengers themselves in order to gain greater agency over their position
or role within the system, particularly within the implementation of policy changes. This is re-
enforced by the views a head teacher previously mentioned regarding the overall self-evaluation
of the school (Headteacher 1, School 1).

Interviews revealed that experiences, perceptions, and feelings related to the recent imposition
of the NIF highlighted the implementation as a hierarchical, one-way top down process which
left little room for negotiation or consultation for teachers themselves. Here, notions of
distributive leadership are constrained by the imperative of ensuring key drivers of
improvement in attainment are implemented by the head teacher. This underlines that this was
a policy imposed without consideration for existing expertise and practice in relation to

previous assessment developments (e.g. AiFL).

SAT2: 1 will be honest with you, | actually googled it. | was talking to another teacher last night about it
and it’s not a new initiative, it’s a process that we have been doing for many many years and it cascades down

from the authorities from the government and to the head teacher to us.

As previous studies have shown, notions of top-down accountability have always been present
(O’Neill, O. 2013; Priestly et al. 2011). Importantly however individual local authorities have

the power to demand that a certain percentage of children in the school should have achieved
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specific levels by a target date. This percentage will have been decided based on school

circumstances and measures of deprivation. (Priestly et al. 2011)

The extract below reveals some of the interviewees felt that they were passive recipients of new

policies rather than being active agents.
Interviewer: Tell me what you know about the NIF.

S4T2: 1 know that it’s called “NIF” *laughs* and now that you said earlier that it was to do with the tests
that were coming up; | know that it’s to do with that but I have never ever looked at it, used it, nothing. | am totally
passive in it, not gone out and looked at it at all. If somebody gave me something from it | would read it but no
not a lot sorry. | think we tend to get stuff which is emailed to us and I teach a class with P2, 3, 4, 5 so | have got
kids that are working at early first and second level. So, if they send something out that is 30 pages long, I’'m not

going to read it. I haven’t got time.

Although the NIF is fairly new, (first framework publication in January 2016) and the findings
show that little information and training has been provided to teachers across the authorities in
Scotland that have been covered in this research. However, teachers were asked what they knew
about the NIF -with the assistance of interview prompts- and responded by recalling that this
systematic change is nothing new in what way nothing new as it is a framework of acronyms
and drivers which teachers have always been practicing and accounting for, for many years
throughout the Curriculum for Excellence:

S3T2: Not a lot. I mean | think it is just another name for what we have already been doing for years and

years.

Teacher’s understandings centred upon the notion that the NIF framework has been in place
since the Curriculum for Excellence was implemented, however written in a different format.

Similarly the NIF framework has labelled what teachers have always been practicing:

S3T3: I looked at all the bits and thought “oh that, that, that, yeah | know about all of those, | just didn’t
know that we were doing it” We do it we just don’t call it that. What I know is that it’s about the pupils, the self-
evaluation of the school, professional development and all that stuff. It’s basically helping us to be inspector ready.

However, another teacher describes this as «another policy»:

S1H1: Yeah. I mean.... It’s another policy. It’s not anything specifically new, it’s just written in

a different format. You know, the drivers are there and they’re you know, assessment of child’s progress- we are
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doing that all the time, that’s not different. Teachers professionalism- we’ve already got GTC standards; they’ve

got their professional update, you know, we’ve got the ethos of shared classroom practice.

Here it seems as though the Scottish Government is attempting to reorganise and re-format
these orginal strategies and practices in a new bureaucratic way. There are assumptions being
made that this new policy recognises and knowingly builds on existing professional expertise

and policies or simply renames existing practice.

It was apparent from the data and policy documentation that improvements over lack of clarity

and structure have been made in terms of implementing frameworks such as AiFL.

However, practitioners noted that less of their time is invested in reading such documents, and

only compulsory documents were read.
S2T1: So if they send something out that is 30 pages long, im not going to read it. I haven’t got time

Having the autonomy and freedom in their own practices due to the nature of AiFL policies has
allowed teachers to collaborate with other practitioners within the school to work towards
improving outcomes. The interview data demonstrated that there is no uncertainty that schools
are driven to reduce the attainment gap and raise standards. Some schools have adjusted and
adapted to the given benchmarks for literacy and numeracy produced by Education Scotland.
Most schools, noted by teachers, are using benchmarks produced by their local authority. One
school community is adapting its own benchmarks to the numeracy and literacy benchmarks
used in the National Curriculum in England. Indeed, it is clear that the curriculum has sustained
teacher and school autonomy under its system (Moller 2002). The drivers behind the NIF have

come from international league tables and political necessity.

Teachers tend to share their general professional insights in classroom practices, particularly
with regards to AiFL where knowledge and positive experiences arose more frequently from
their data. However, practicality as a theme was commonly criticised by practitioners with
regards to how standardized tests will be carried out. In some rural schools, teachers stressed

how resources for assessment were lacking (i.e. only 7 laptops in one school of 300 pupils).

S2T2: We already do a series of testing. We don’t do it on computers because our computers are terrible.
Awful. There are the most rubbish contracts we have had through the council. Its unbelievable how under resourced

we are. We have to have a mouse and a keyboard with every single laptop because they are broken; it’s ridiculous.
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Issues in relation to how standardized tests are carried out were also expressed by the teacher
below. Here, the teacher uses their practical evaluative judgement to reveal a concern regarding
the validity of the computerised tests given the unique developmental needs of each individual
child.

S3T3: The problem with that is, how do you measure that if the tests are going to be multiple choice?
You do sometime see children who are a bit out of sync and it can be as simple as when in the day were they

assessed? Because it’s a long time sitting that assessment. It can be that they didn’t sleep well the night before and

they are not going to be so good.

Trust in terms of the full and open exchange of information between head teachers, teachers
and government actors and policy makers at regional and national level under the school and
assessment system became a common theme whilst interviewing all head teachers and some
teachers in what ways. Here as the quotes below reveal teachers did not have confidence in the
policy making process. Here, notions of precariousness regarding the future of evaluation and
external contextual issues such as the impact of cuts to state welfare in Scotland were the main
concerns with regard to assessment changes. In particular, head teachers conveyed a concern
that policy makers did not fully comprehend the multi-dimensional effect of poverty and

inequality on the educational development of children: As one head teacher explains

S2H1: Well if we are talking about the poverty related attainment gap that has a huge number of causes.
I mean where do you start? There’s families that have generations of unemployment, there’s families with mental
health issues that are a big cause. There’s cost of living, poor housing, poor health and provision in some areas,

overcrowding... you know all of these things that have to be addressed along with education.

The following quote re-iterates the projective dimension and teacher voice by questioning the

legitimacy of the discourse of ‘Closing the Attainment Gap’.

S1H1: | think the actual term Closing the Attainment Gap is wrong. | think we have to talk about
interrupting the cycle of poverty because one term of any Scottish government isn’t going to close the attainment
gap but I think we can do things that sort of interrupt that cycle and it’s about sort of working together to do that.
But | mean this whole NIF and testing thing... this analogy is used a lot; you don 't fatten a pig by weighing it so
you know testing a child isn’t going to make them learn any better it’s about quality teaching and learning and that
comes through quality professional learning for teachers and quality leadership at all levels. Making teachers

consider themselves as leaders so giving that opportunity so yeah.

Another headteacher underlines this contestation by arguing that some government social

policies do not align with the principles underpinning ‘Closing the Attainment Gap’. Moreover,
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the headteacher below argues that in relation to poverty, the burden is shifted from broader

social policies on to schools where ‘I have to feed them” becomes one cause for concern:

S3H1: ...change to the welfare, change to the health visitor non-compliance to the parents and it’s not
going to improve the attainment gap. Even worse a policy that I don’t understand is that another increase in nursery
hours so my nursery children will essentially be in longer than my Primary 1°s and I have to feed them. When
they’re not at home with their parents; they are not bonding with their parents. We are just childcare. So, you know
you are responsible for that and their early development.

The above quote provides insight into the headteachers values and beliefs as well as how her

agency and beliefs play a role in the increasing demands placed upon her.

S2H1: I mean John Swinney has absolutely categorically said that this data will not be used in that
way and it’s to be used for teachers to better know their children. But once it’s out there... so I don’t know. I mean
teachers and head teachers are accountable for the progress of their children in their schools. That’s their job, they
have to be. But not just by one little score. You wouldn’t say, “this little kid got 3/10 on this test, oh my god, you
are doing a terrible job” you know it has to be a holistic view of a child’s progress and how a teacher is teaching.

So, they’re just a tiny part of the puzzle.

This indicates a lack of trust between government actors and policy makers, head teachers

and teachers. Here, head teachers questioned how data will be collated as it will replace local and

school-based evaluations such as PIPS and INCAS. The majority of the teachers were in favour of

standardised testing only under the condition that they should be sensitive to children in context,

and that the data under no circumstances was to be published.

S3T2: But | think it is important to be sensitive with these tests because on any given day you could have

a child who has come to school feeling either unwell or upset about something that has happened at home and you

have to be careful if you want to sit them in front of a test in isolation for a long time

The following quote reveals head teachers were aware that the data were to be diagnostic in terms

of attainment, but questioned the measurability and validity of the tests in terms of contextual

issues.

S2T2: Sometimes we have had electronic testing and it comes back with just this vast mass of data you
know like: these are the questions that are ones in context and therefore they can’t do this and this. And it’s just
what am | going to actually do with that information. So, what are they really want to test and what do they want

to know and measure and if it is too detailed, what’s the point?
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7 Discussion

This chapter will further discuss the key themes and issues raised within the findings. As
previously mentioned, the thesis is organized into two parts, where policy is the focus in Part 1
and Part 2 locates situated activity. The thematic diagram (Figure 1) highlighted categories and
themes from the initial findings as well as systematically organizing it to co-integrate with the
Analytical framework. Here, the research questions raised in the introduction to this thesis will
be addressed. The comparative dimension has been presented throughout the findings where
documents past and present supported interviews of which included iterative (past), practical
evaluative (present) and projective (future) perspectives by professionals within the study. The
first research research relates to the policy making process and focuses on how the national
education system and professionals in Scotland have received and translated internationally
recommended assessment designs over time/ The second research question relates to situated
activity. Here the study focuses on the perceptions and professional experiences of teachers in
relation to assessment systems in Scotland. Key sub-themes explored include; Professional
judgment, autonomy and accountability; Re-shaping of models of assessment over
time;Curriculum development within the 5-14 and Curriculum for Excellence Framework and

Practical and contextual issues.

7.1 Professional judgement, autonomy and
accountability

As the critical analysis of education policy and forms of assessment in the literature review of
Finland revealed intelligent accountability is at the heart of the education system (Sahlberg,
2011). Here, formative forms of assessment are embedded within curriculum development over
time. The learning and teaching process is located at the core of curriculum development over
time and child centred assessment is driven by the internal needs and dynamics of the school
community. The national government in Finland has adhered to these principles despite
international pressure to conform to national standardised testing adopted by most countries
within the OECD. Finland socio-ethical approach based on trust at school, community and
national level. A central rationale for this lies in issues which may arise from the results of
high stakes external tests being used in evaluating teaching practice. It is argued that this may
lead to teachers redesigning their teaching to meet the needs of tests. Here students may be
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encouraged to focus on certain subjects such as maths, science and reading to ensure positive

PISA survey results.

7.1.1 Intelligent accountability and consequential accountability

From the findings, teachers consistently expressed their understanding of effective and
meaningful assessment as being related to intelligent accountability. Here, collegiate forms of
working and trust in professional judgement were regarded as central to formative assessment
within the teaching and learning process. Importantly the integration of assessment within the
curriculum were perceived as being facilitated by The Curriculum for Excellence which

specifies the importance of

‘engaging regularly in ongoing professional dialogue and collegiate working including by participating
in local and national networking activities. Ongoing professional dialogue is a key component for coherent

planning, checking, sampling, reviewing and providing feedback for improvement.” (Extract Fourteen, CfE)

In contrast, some of the teachers and headteachers expressed concern that the data generated by
the Nif may be used in a way that was not beneficial to the teaching and learning process. This
may be regarded as consequential accountability as data may be used for external rather than
internal purposes (see figure 1). One of the underlying methodological tools for assessment
literacy is highlighted by practitioners here as being driven by concerns over ‘measurement of
quality’ and ‘the impact of assessment over learning outcomes’ (Mansell and James, 2009).
Moreover it may be argued that the National Improvement Framework is closely aligned to
consequential accountability and several studies have revealed that teachers have expressed
concerns relating to the implementation of the NIF particularly with regard to a perceived lack
of trust (Priestley, 2018a; Hardy, 2018). Teachers have used their projective voices to highlight
the concerns for the future, in addition it seems as though there is a tension between external
and internal forms of accountability and monitoring where a lack of control over methodologies
of assessment increases as external control also increases over time (Scriven, 1967; O’Niell,

2013; Hutchinson, 2017; Hutchinson and Young, 2011).

7.1.2 Re-shaping autonomy over time

Professional judgement requires autonomy or “freedom to act” as Engelstad (2003) suggested.
However, coercion from above or external actors may impeded upon this freedom creating a

lack of trust between stakeholders. The findings discovered that freedom to act on the policy
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level increased after 5-14, as the curriculum for excellence became less prescriptive allowing
AIFL to integrate effectively. Here, at situated activity on the ground, patterns of autonomy and
accountability have re-shaped over time. For example, within 5-14 autonomy was shaped by
national testing and Aifl, whereas in CfE autonomy has been shaped by internal formative
testing and AiFL. This signified that autonomy or ‘freedom to act’ for teachers may also shift
under future assessment frameworks such as national standardized testing under the NIF, this
may be the cause of the sense of underlying precariousness found amongst the interviews by
mostly headteachers. In essence, their voices have expressed mostly concern for the future of
the data collected and the use of this under the projective dimension and most importantly
reiteration of what they do best, under the practical evaluative dimension. This was represented
particularly by one headteacher as she expressed her concern for being ‘squeezed national and
local priorities’, considering ‘what to do next’. Here, as modern educational policies are
increasingly being received from the top (OECD and National level) (Hedge and Mackenzie,
2016). Autonomy by coercion or negative freedom may take shape, as although under the
Curriculum for excellence teachers hold the freedom to interpret, enact and use their own
methodological assessment approaches, certain targets drawn out by the NIF may impede upon
their positive freedom (Engelstad, 2003).

7.2 ‘Homeostasis’: Re-shaping assessment over
time

A dominant and significant factor in the continuation and coherence of the assessment
framework through time seems to be by the teachers and their commitment within AiFL. As
my study and Hutchinson and Haywards (2005) literature regarding the development of AiFL
demonstrates that teachers have become pivotal in its success. Teachers referred back to 5-14
and even under a curriculum with more targets and national testing, with AIFL being
successfully integrated into everyday practice. Here, ownership over the curriculum and the
assessment framework by all stakeholders becomes important as teachers emphasised their hard
work and how it would be unfair to wipe it out with “some test” that wouldn’t give a clear view
of their schools (Kirk and Macdonald, 2001).

Reinforcing this, the literature suggested that if professionals were to be handed ownership of
the curriculum and its assessment framework, of which included the use of effective

collaboration, cooperation, engagement and support from above, then the quality and coherence
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of the curriculum would improve over time (Black and Wiliam, 2004; Garet et al. 1999;
Wenger, 2010; Hayward and Hutchinson, 2005; Hayward, 2007; Hayward et al., 2014;
Priestley, 2010). Homeostasis within the field of biology, refers to the stability, balance and
equilibrium within a cell or a body. This metaphorical analogy | argue, best describes the
Curriculum for Excellence working with AiFL and its challenge to constantly maintain a
conducive environment, whilst it has been threatened externally by the NIF (Hayward and
Hutchinson, 2013; Priestly, 2018b). The evidence suggested that teachers will always use their
iterative and professional experiences to refer back to previous frameworks such as the 5-14
benchmarks. Here, as the curriculum moves forward into national standardized testing, more
experienced teachers may use their iteration of both present Assessment is For Learning and 5-
14 benchmarks, creating confusion and uncertainty of how to assess and what to assess against
in the future (see Aasen, 2012). The support from local teacher learning communities and the
emphasis on Distributive Leadership is effective in creating equilibrium in content and
benchmarks between teachers within the community (Fusarelli and Kowalski, 2011; Woods,
2005; Wenger 2010).

7.3 Practical and Contextual Issues

Headteachers were identified as both mediators and challengers of policy implementation
within this study due to interview evidence which indicated the acknowledgement of the NIF
and issues concerning the level of inequality within their school and across Scotland. However,
this dual role may be seen as illusory as teachers did not actively challenge these policies, but
however acknowledged the concerns surrounding contextual issues. Actively challenging
policy development involves the full ownership of the introduction or process of or within a
curriculum (Kirk and Macdonald, 2001; Young, 1988; Smith and Bell, 2011; Coburn, 2001;
Lingard et al., 2000; Giroux, 1994). Additionally, this may depend upon the role of beliefs in
agency where temporally constructed engagements have built up perceptions of assessment and
what it means to assess over time (Biesta et al., 2012). As previously mentioned, teachers and
mostly headteachers challenged or questioned the rationale and application of the introduction
of standardized national testing with regards to ‘closing the attainment gap’. Whilst both
headteachers and teachers acknowledge the importance of this, they challenged the use of the
NIF in isolation from a wider range of social and economic policies. In particular, at local level,
both headteachers and teachers identified the deeply entrenched inequalities and levels of

poverty which acted at a situational constraint on individual children (See S1H1 and S2H1).
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Importantly, the use of the term Closing the Attainment Gap was questioned by one headteacher
who argued that it was more important to interrupt the cycle of poverty as a long term strategy
“because one term of any Scottish government isn’t going to close the attainment gap” (school
1 headteacher 1). Stiggins (1992) supports this finding, by arguing that the teachers role should
be to utilize ‘trickle up’ testing systems by gathering data at classroom level which is then
aggregated upward to inform decision making at national level. This, he argues would enable a
more well-rounded understanding of the ‘complex reality of the individual child, attending to
what is unique and changeful’ (p.1). Thus, both socio-economic context and personalisation of
assessment is captured within internal dimension of the assessment framework. This is also
confirmed by a number of teachers within this study with regards to the long-standing
commitment to AiFL and its implementation over previous years (Hayward and Hutchinson,
2013). As one teacher argued, the NIF is simply a rhetoric or ‘just another name for what we
have already been doing for year and years’ (school 3, teacher B). Within this, teachers
identified the importance of practical evaluative and iterative skills were brought into sharp
relief. A number of theorists have also evidenced the value of trickle-up approaches (Muijs and
Harris, 2003; Lingard and Mcdonald, 2013; Short, 1994; Stiggins 1992). Here, it is argued that
it is more important to focus on quality teaching and learning through professional development
and leadership at all levels (Muijs and Harris, 2003). Further, it is argued that this requires an
integrated approach, involving a range of economic and social policies. This view was echoed
by a number of teachers particularly in relation to the importance of dialogic and collective
approaches at school and community level where ownership of the curriculum is central. The
principles underpinning the CfE (Document three) also articulate this holistic approach.
Previous studies support this argument (Kirk and Macdonald, 2001; Katzenmeyer and Moller,
2001; Bowls and Troen, 1994; Hayward et al. 2014).

7.4 Informing or Confirming Judgement?

The use of discourse or rhetoric regarding the use of data from national testing became a key
component to the overall research and the analysis of policy documents. For example, the 5-14
framework for National Tests stated how National Tests ‘Tests are intended to confirm the
teacher’s judgement about an individual pupil’s attainment of the Levels set out in the
guidelines as attainment targets’ (Extract Seventeen, p.23). However, the rhetoric surrounding

the National improvement framework suggests that ‘data will be gathered to support individual
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children’s’ progress and to identify where improvement is needed. The data will be used to
close the gap in attainment between children from the least and most deprived communities in
Scotland (Extract Thirty-Nine, p.2). Here, two distinctive features regarding the goals and
values of the curriculums have been identified. Firstly, the National Improvement Framework
includes testing to attend to the broader contextual issues that extend beyond the pupil in his or
her individual static attainment. In contrast, the discourse used in the 5-14 assessment
guidelines suggest that national tests are prescriptive and static in nature and do not extend to
the wider contextual and social issues of the child. Here, both assessment discourses are
contingent alongside their original curricula ethos and values. However, they both use language
that may be argued as not taking full cognizance of the professional capacities and expertise of
teachers as this agency is developed over time. Definitions of confirming and informing
judgement lead back to telling teachers what they already know as a result of working on the
ground in the school community and through their intuition as reflexive practitioners.

7.5 Policy Reception and Translation

This section critically discusses how the national education system and education professionals
in Scotland have received and translated internationally recommended assessment designs over
time. As the research findings reveal, the analysis of the process of the reception of International
reviews and guidance on assessment policies and evaluation frameworks in Scotland reveals an
a largely uncritical acceptance of OECD recommendations. Exemplifying this, the influence
and unquestioned reception of the OECD on the design and development of The National
improvement Framework for Scottish Education introduced in 2015 is clearly stated by the
Scottish Government.

The development of the National Improvement Framework is based on the best practice which
exists internationally on the use of data and intelligence to improve education at national, local, school
and individual child level. This includes the OECD publications Synergies for Better Learning and

Education Policy Outlook
(Scottish Government, 2015, p.6)

In terms of constellations of power within the national education system in Scotland The
National Improvement Framework [NIF] also advocates the use of trickle-down standardised
information to inform teaching and leadership within schools. (Stiggins,1992) Here it may be

argued that this diverges away from the formative trickle up approaches such as in AifL and
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the current assessment systems in Scotland which advocate intelligent accountability through
collaborative professional responsibility (Sahberg. 2007). Moreover, the focus on trickle down
governance within the National Improvement Framework is illustrated by the unquestioning
acceptance of the OECD emphasis on an outcome orientated approach generated from the
results of national standardised testing.  The Scottish Government also emphasises the
importance attached to influence of the OECD in the design of the National Improvement
Framework by directly quoting the OECD document Improving Schools in Scotland; Here it is
argued that

... an important step (in developing the National Improvement Framework) will be to identify key
principles ... that would provide transparency throughout the system and criteria for subsequent evaluation of the

system itself.

Improving Schools in Scotland: An OECD Perspective. OECD (2015)

Further, the National Improvement Framework document also directly attributes key drivers of
improvement to recommendations in the 2015 OECD Review (ibid). These drivers are regarded
as ensuring that the ‘right’ type of evidence contributes to our priorities to minimise unintended
consequences. Whilst the framework is thus designed to provide a robust evidence base to
enhance the Curriculum for Excellence the document also endorses the call in the OECD review
document for the ‘prioritisation of School leadership and teacher professionalism as the central
focus on accountability of headteachers and teachers in driving improvement within the
Scottish Education System. It may be argued that the focus on this trickle-down drivers has
created a more bureaucratic system which does not take account of the current system in place.
This current system has been built by professionals themselves by their own freely developed
agency and knowledge transformed through transitions or reforms of curriculums over time
(Priestley et al., 2012).

It may be argued that the research suggests that the Scottish Government is replicating forms
of crucial governance exerted by the OECD within the National Improvement Framework
design and implementation process. This is evidence by the narrratives of teachers and head
teachers who express feelings of precariousness in relation to how the data derived from the
NiF will be used to undermine of their professional judgement and autonomy. The narratives
also reveal a commitment to collective responsibility, intelligent accountability and shared

leadership within school settings.
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The pervasive influence of the OECD on the design of the National Improvement Framework
is also clearly evidenced by further reference to the OECD Improving Schools in Scotland
framework in highlighting that the next step in making ‘bold moves in constructing its
assessment frameworks is to lead the world in developing an integrate assessment and
evaluation framework’ (Ibid). Clearly revealing the influence of international comparative
benchmarks on the Scottish Education system. Here it may be argued that the Scottish
Government utilises international standing as a powerful form of political leverage for this top
down reform of the assessment and evaluation framework (Ball, 2003). The OECD Synergies
for better learning document (2013c, Extract 21), demonstrates the dominant discourse in
relation to such evaluation frameworks and how they should lead the way in informing ‘better
how well students are learning’. In addition, the extract notes that governments are increasingly
focussed upon assessment of students. In contrast the values and premise AIFL is make
assessment for students with formative and summative assessment tailored to their learning
journey. Moreover, previous literature revealed that, large-scale data sets are typically used to
evaluate curricula, rather than to inform professionals in making judgement and close

attainment gaps (Scriven, 1967).

7.5.1 Concluding Remarks and Future Research

This thesis placed teachers at the centre of research in transformations of assessment
frameworks in the field of education. This research has provided insights into the processes
through which teachers adapt to these transformations and adjustments over time in Scotland.
In particular the analysis of selected policy documents discovered parallel ideologies and values
between international guidance and national policy documents over time. Moreover, policy
reforms relating to assessment and achievement were legitimated through the use of evaluative
reviews conducted by the OECD. Here it was argued that the Scottish Government was
replicating ‘crucial governance’ operationalised by the OECD to implement the reform of the
assessment framework. This was also found to be the case in Australia and Norway. Whilst
there was some soft resistance from practitioners Australia and Norway there was evidence of
strong resistance from practitioners in Finland and policies were found to be less responsive to
OECD recommendations at national level. It may be argued that whilst there is also evidence
of soft resistance in Scotland from teachers, the Scottish Government is determined to carry
through OECD recommendations (EIS, 2018).
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The use of the analytical framework focussing on theorisations developed by Emirbayer and
Mische (1998) enabled reflections from in-depth interviews to take the findings back in time to
the 5-14 curricula with AiFL and national testing. The findings revealed that there were some
issues regarding the content and benchmarking where teachers used previous guidance to
inform judgement in the current curriculum by referring back to prescript level ability in the 5-

14 framework.

Active challenge and mediation varied throughout results. Headteachers were autonomous only
to the extent of coercion, this limited their agency and ability to actively challenge the NIF.
Some Headteachers held distributional (network) leadership as a way of ensuring collective
responsibility, intelligent accountability and to ensure that individual teachers did not feel that
they were being held responsible for issues that extended beyond the classroom. In particular
issues relating to situational constraints created by poverty and social exclusion were related to
by headteachers and most teachers. Additionally, athough the NIF Document highly regards
the role of individual teachers and headteachers and raising their professional capacity, school
improvement research including the support and culture of the system in which they practise as
well as collective responsibility and such structures are equally important (Priestley et al, 2015).
Here, the NIF has omitted considerations of the structures and cultures that frame professional
action and capacity. The considerations should include the way in which assessment systems
impede upon professional autonomy and practice.

Future research developments for this thesis may include; extending the sample size across
Scotland, cross-national comparatives, looking at leadership in further depth in relation to
assessment and policy changes, curriculum development and its relationship with assessment,
looking at teachers and their temporally instructed engagement in further depth and 21% century

skills and assessment.

120



8 References

Aasen, P. (2012). Accountability under ambiguity. Dilemmas and contradictions in education. In
A.L. @stern, K. Smith, T. Kru“ger, M.B. Postholm, & T. Ryghaug (Eds.) Teacher education

research between national identity and global trends (pp. 7792). Trondheim: Akademika

Addey, C., & Sellar, S. (2018). Why do countries participate in PISA? Understanding the role of
international large-scale assessments in global education policy. Global education policy and

international development: New agendas, issues and policies, 97.

Andrain, C. F., & Smith, J. T. (2006). Political democracy, trust, and social justice: A comparative

overview. UPNE.

Afdal, H. W., & Nerland, M. (2014). Does teacher education matter? An analysis of relations to
knowledge among Norwegian and Finnish novice teachers. Scandinavian Journal of
Educational Research, 58(3), 281-299.

Ainley, J. and R. Carstens (2018), “Teaching and Learning International Survey (TALIS) 2018
Conceptual Framework”, OECD Education Working Papers, No. 187, OECD Publishing,

Paris.

Ainscow, M., A. Dyson, S. Goldrick, and M. West. (2016). “Using Collaborative Inquiry to Foster
Equity Within School Systems: Opportunities and Barriers.” School Effectiveness and School
Improvement 27 (1): 7-23.

Andrews, P. (2013). What does PISA performance tell us about mathematics teaching quality? Case
studies from Finland and Flanders. in H.-D. Meyer & A. Benavot (Eds.), ‘Who succeeds at
PISA and why? The role of international benchmarking in the emerging global education

governance system. institutional and policy perspectives’ (pp. 99-114). Oxford: Symposium.

Apple, M. W. (2001). Comparing neo-liberal projects and inequality in education. Comparative
education, 37(4), 409-423.

Ashton, K. (2018). Annual Review of Comparative and International Education 2017. International

Perspectives on Education and society, 34, 67-73.

121



Australian Government. Department of Education and Training. (2016). Review of the Australian

Curriculum.

Ball S (2013) Education, justice and democracy: the struggle over ignorance and opportunity.
London: Centre for Labour and Social Studies

Ball, S. J. (2003). The teacher's soul and the terrors of performativity. Journal of education policy,
18(2), 215-228.

Ball, S. J. 2015. “Education, Governance and the Tyranny of Numbers.” Journal of Education Policy
30 (3): 299-301.

Bell, B., & Cowie, B. (2001). The characteristics of formative assessment in science
education. Science education, 85(5), 536-553.

Baker, D., & LeTendre, G. K. (2005). National differences, global similarities: World culture and the
future of schooling. Stanford University Press.

Bieber, T., & Martens, K. (2011). The OECD PISA study as a soft power in education? Lessons from
Switzerland and the US. European Journal of Education, 46(1), 101-116.

Biesta, G. J. (2015). Beyond learning: Democratic education for a human future. Routledge.

Birenbaum et al (2015 )International trends in the implementation of assessment for learning:
Implications for policy and practice. Policy Futures in Education 2015, Vol. 13(1) 117-140

Black, P. (2002). Testing: friend or foe? theory and practice of assessment and testing. Routledge.

Black, P. and William, D. (1998) Inside the black box: raising standards through classroom

assessment. London:

Black, P., Harrison, C., Lee, C., Marshall, B., & Wiliam, D. (2004). Working inside the black box:

Assessment for learning in the classroom. Phi delta kappan, 86(1), 8-21.

Black, P., Harrison, C., Lee, C., Marshall, B., & Wiliam, D. (2003). Assessment for Learning:Putting
it into practice. Berkshire: Open University Press.

Bonnet, G. (2002). Reflections in a critical eye: On the pitfalls of international assessment.

Assessment in Education: Principles, Policy & Practice, 9(3), 387-399.

122



Bowen, G. A. (2009). Document analysis as a qualitative research method. Qualitative Research
Journal, 9(2), 27-40.

Boyum, S. 2014. “Fairness in Education — A Normative Analysis of OECD Policy Documents.”
Journal of Education Policy 29 (6): 856-870

Brathwaite, J (2017) Neoliberal Education Reform and the Perpetuation of Inequality. Critical
Sociology 43:3, pages 429-448.

Breakspear, S. (2012). The policy impact of PISA. OECD library.org.

Britton, A., Schweisfurth, M., & Slade, B. (2018). Of myths and monitoring: learner-centred

education as a political project in Scotland. Comparative Education, 1-17.

Brown, C (2017). Achieving Evidence-Informed Policy and Practice in Education. Emerald
Publishing Limited 2017.

Brown, P. and Lauder, H. (1996) Education, globalisation and economic development, Journal of
Education Policy, 11, p. 125.

Bryman, A. (2016). Social research methods. Oxford university press.
Bryman, A., & Burgess, B. (Eds.). (2002). Analyzing qualitative data. Routledge.

Bruniges, M (2005) "An evidence-based approach to teaching and learning” (2005) Retrieved
05/07/18 from http://research.acer.edu.au/research_conference_2005/15

Burner, T. (2018). Why is educational change so difficult and how can we make it more effective?.
Forskning og forandring, 1(1), 122-134.

Burrell, G. & Morgan, G. (1979). Sociological Paradigms and Organisational Analysis. Elements of
the Sociology of Corporate Life. Farnham, London, Burlington: Ashgate.

Bonal, X.;Tarabini, A.(2013) The role of PISA in shaping hegemonic educational discourses, policies
and practices: the case of Spain. Research in Comparative and International Education, v. 8,
n.3, p. 335-341, 2013.

Bowen, G. A. (2009). Document analysis as a qualitative research method. Qualitative research
journal, 9(2), 27-40.

123



Ball, S. J. (1998). Big policies/small world: An introduction to international perspectives in education

policy. Comparative education, 34(2), 119-130.
Ball, S. J. (2015). Education, governance and the tyranny of numbers.

Berry, R. (2010). Teachers’ orientations towards selecting assessment strategies. New Horizons in
Education, 58(1), 96-107.

Black, P., & Wiliam, D. (2005). Lessons from around the world: How policies, politics and cultures

constrain and afford assessment practices. Curriculum Journal, 16(2), 249-261.

Broadbent, J., Panadero, E., & Boud, D. (2018). Implementing summative assessment with a
formative flavour: a case study in a large class. Assessment & Evaluation in Higher
Education, 43(2), 307-322.

CARA. (2011). NAPLAN. from Australian Curriculum Assessment and Reporting Authority
(ACARA) Retrieved 4/07/18 from http://www.nap.edu.au/naplan/naplan.htmi.

Care, E. (2018). Twenty-First Century Skills: From Theory to Action. In Assessment and Teaching
of 21st Century Skills(pp. 3-17). Springer, Cham.

Carvalho, L. M., & Costa, E. (2015). Seeing education with one's own eyes and through PISA lenses:
Considerations of the reception of PISA in European countries. Discourse: Studies in the
Cultural Politics of Education, 36(5), 638-646.

Checchi, D. (2006). The economics of education: Human capital, family background and inequality.

Cambridge University Press.

Christensen, T., & Leegreid, P. (Eds.). (2002). New public management: the transformation of ideas

and practice. Ashgate Pub Limited.

Clapham, A., R. Vickers, and J. Eldridge. 2016. “Legitimation, Performativity and the Tyranny of a
‘Hijacked’ Word.” Journal of Education Policy 31 (6): 757-772.

Clark, 1. (2011). Formative assessment: Policy, perspectives and practice. Florida journal of
educational Administration & Policy, 4(2), 158-180.

124



Collins, C. W., McLeod, J., & Kenway, J. (2000). Factors influencing the educational performance of
males and females in school and their initial destinations after leaving school. Canberra:

Department of Education, Training and Youth Affairs.

Conley, S. (1991). Chapter 6: Review of research on teacher participation in school decision

making. Review of research in education, 17(1), 225-266.
Cowen, R. (2018). Embodied comparative education. Comparative Education, 54(1), 10-25.

Dale, R. (2007). Globalization and the rescalling of educational governance. Critique and utopia: new
developments in the sociology of education in the twenty-first century. Maryland: Rowman
and Littlefield, 25-42.

Dall, A. (2011). Is PISA counter-productive to building successful educational systems? Social
Alternatives, 30(4), 10-14

Darling-Hammond, L. (2017). Teacher education around the world: What can we learn from
international practice?. European Journal of Teacher Education, 40(3), 291-309.

Department of Education. (2014). Review of the Australian curriculum. Initial Australian

government response. Canberra:

Dimmock, D. (2016). Conceptualising the research practice professional development nexus:
Mobilising schools as ‘research-engaged’ professional learning communities. Professional

Development in Education, 42(1), 36-53.

Donaldson, G. (2010). Teaching Scotland’s future: Report of a review of teacher education in

Scotland. Edinburgh: Scottish Government.

Donnelly, K., & Wiltshire, K. (2014). Review of the Australian curriculum. Final report. Canberra:

Australian Government.

Drew, V., Fox, A., & McBride, M. (2008). Collaborating to improve learning and teaching. In J.
Reeves & A. Fox (Eds.), Practice-based learning: Developing excellence in teaching (pp. 52—
66). Edinburgh: Dunedin Academic Press.

125



Drew, V., Priestley, M., & Michael, M. K. (2016). Curriculum development through critical
collaborative professional enquiry. Journal of Professional Capital and Community, 1, 92—
106

CEM, Centre for Evaluating and Monitoring. Retreived 27/08/18 from https://www.cem.org/primary

Education Scotland (2012) Curriculum for Excellence Briefing Paper. Retrieved 10/08/2017 from
https://education.gov.scot/Documents/cfe-briefing-5.pdf

Dunn, K. E., & Mulvenon, S. W. (2009a). A critical review of research on formative assessment: The
limited scientific evidence of the impact of formative assessment in education. Practical
Assessment, Research & Evaluation, 14(7), 1-11.

Dunn, K. E., & Mulvenon, S. W. (2009b). Let's Talk Formative Assessment... and Evaluation?.

Online Submission.

Edwards Jr, D. B. (2018). Global Education Policy, Impact Evaluations, and Alternatives: The

Political Economy of Knowledge Production. Springer.

Erkkila, T., & Piironen, O. (2018). Ideational Background of Global Knowledge Governance. In
Rankings and Global Knowledge Governance (pp. 51-82). Palgrave Macmillan, Cham.

Evans, M. (2017). Policy transfer in global perspective. Routledge.

Education Scotland (2017) Benchmarks: Numeracy and Mathematics. Retrieved 24/01/18 from

https://education.gov.scot/improvement/documents/numeracyandmathematicsbenchmarks.pdf

Educational Institute of Scotland [EIS] (2016) Response to the Governance Review: Empowering:
Teachers, Parents and Communities to Achieve Excellence and Equity in Education.
Retrieved 27/09/2017 from
https://www:.eis.org.uk/Content/images/education/EIS%20RESPONSE%20T0%20GOVERN
ANCE%20REVIEW%20Final%20Version.pdf

Educational Institute of Scotland [EIS], (2017) EIS Response to Scottish Governments Consultation
on Fair Funding to achieve excellence and equity in Education. Retreived 27/09/2017 from
https://www.eis.org.uk/Content/images/Policies/Fair%20Funding%20Consultation%20Respo
nse%20SUBMITTED.pdf

126



Emirbayer, M., & Mische, A. (1998). What is agency? American journal of sociology, 103(4), 962-
1023.

Engelstad, F. (2003). Medbestemmelse og autonomi. In Engelstad, F., Svalund, J. & Hagen, I. M. &
Storvik, A. (eds.), Makt og demokrati i arbeidslivet (s. 32-52). Oslo: Gyldendal Akademisk.

Esping-Andersen, G. (2017). Politics against markets: The social democratic road to power (Vol.

4877). Princeton University Press.

Fiala, R. (2006). School Knowledge in Comparative and Historical Perspective. Educational
Ideology and the School Curriculum. In, ed. A. Benavot and C. Braslavsky. Hong Kong:

Springer.
Figazzolo, L. (2009). Impact of PISA 2006 on the education policy debate. Education International.

Ferguson R, Phillips S, Rowley J et al. (2015) The Influence of Teaching: Beyond Standardised Test
Scores: Engagement, Mindsets and Agency. Cambridge: Harvard University

Fischman, G. E., Topper, A. M., Silova, |., Goebel, J., & Holloway, J. L. (2018). Examining the
influence of international large-scale assessments on national education policies. Journal of
Education Policy, 1-30.

Florian, L., & Beaton, M. (2018). Inclusive pedagogy in action: getting it right for every child.
International Journal of Inclusive Education, 22(8), 870-884.

Fowler, F. C. (2012). Policy Studies for Educational Leaders. An Introduction (4thEd.). Boston:

Pearson.
Furlong, J., & Lunt, I. (2016). Education in a Federal UK.

Gatherer, W. 2013. “Scottish Teachers.” In Scottish Education: Fourth Edition: Referendum, edited
by T. G. K. Bryce, W. H. Humes, D. Gillies, and A. Kennedy, 974-982. Edinburgh:
Edinburgh University Press.

Giroux HA and Schmidt M (2004) Closing the achievement gap: A metaphor for children left behind.
Journal of Educational Change 5: 213-228.

127



Giroux, H. A. (1994). Teachers, public life, and curriculum reform. Peabody Journal of Education,
69(3), 35-47.

Glaser, R. (1990). Toward new models for assessment. International journal of educational
research, 14(5), 475-483.

Goldstein, H., & Cuttance, P. (1988). A note on national assessment and school comparisons. Journal
of Education Policy, 3(2), 197-202.

Goldstein H. (2004). Education for all: the globalization of learning targets. Comparative Education,
40(1), 7-14.

Grek, S. (2009). Governing by numbers: The PISA ‘effect” in Europe. Journal ofEducation Policy,
24(1), 23-37.

Grey, S., & Morris, P. (2018). PISA: multiple ‘truths’ and mediatised global governance.
Comparative Education, 54(2), 109-131.

Hamilton, L (2017) The Wrong Diagnosis. National Improvement Framework - undermining teacher

professionalism? The General Teaching Council for Scotland.
Hamilton, L., & Corbett-Whittier, C. (2012). Using case study in education research. Sage.

Harlen, W., & Deakin-Crick, R. (2010). TESTING, MOTIVATION AND LEARNING. Readings for
Learning to Teach in the Secondary School: A Companion to M Level Study, 276.

Hardy, | (2018) Practising the public? Collaborative teacher inquiry in an era of standardization and

accountability, Journal of Curriculum Studies, 50:2, 231-251
Hargreaves, A., and M. Fullan,(2009) ‘Change Wars’. Bloomington: Solution Tree.

Hargreaves, A. (1994). Changing teachers, changing times: Teachers' work and culture in the

postmodern age. Teachers College Press.

Hargreaves, A., and M. Fullan. 2012. Professional Capital: Transforming Teaching in Every School.

London: Routledge.

128



Harlen, W. (2005). Trusting teachers’ judgement: Research evidence of the reliability and validity of

teachers’ assessment used for summative purposes. Research papers in education, 20(3), 245-

270.

Harlen, W., & James, M. (1997). Assessment and learning: differences and relationships between
formative and summative assessment. Assessment in Education: Principles, Policy &
Practice, 4(3), 365-379.

Harrison, C. (2005). Teachers developing assessment for learning: Mapping teacher change. Teacher
Development, 9(2), 255-263.

Harris, A. (2004). Distributed leadership and school improvement: leading or

misleading? Educational Management Administration & Leadership, 32(1), 11-24.

Hérter, M., Moumjid, N., Cornuz, J., Elwyn, G., & van der Weijden, T. (2017). Shared decision
making in 2017: International accomplishments in policy, research and implementation.
Zeitschrift fur Evidenz, Fortbildung und Qualitat im Gesundheitswesen, 123, 1-5.

Harvey, D. (1989) The Condition of Postmodernity (Oxford, Basil Blackwell).

Hatch, T. (2013). Beneath the surface of accountability: Answerability, responsibility and capacity-
building in recent education reforms in Norway. Journal of Educational Change, 14(2), 113-
138.

Hattie, J., and H. Timperley. 2007. “The Power of Feedback.” Review of Educational Research 77:
81-112.

Hautamaki, J. Harjunen et al. (2008)PISA 06 Finland. Analyses, reflections and explanations.
Helsinki: Finnish Ministry of Education, 2008

Hayward and Hutchinson (2005) The journey so far: assessment for learning in Scotland

Hayward, L. (2015). Assessment is learning: The preposition vanishes. Assessment in Education:
Principles, Policy & Practice, 22(1), 27-43.

Hayward, E. L., & Hutchinson, C. (2013). ‘Exactly what do you mean by consistency?’Exploring
concepts of consistency and standards in Curriculum for Excellence in Scotland. Assessment
in Education: Principles, Policy & Practice, 20(1), 53-68.

129



Hayward, L., I. Menter, V. Baumfield, R. Daugherty, N. Akhtar, L. Doyle ... L. Arthur. (2012).

Assessment at Transition Report. Glasgow: University of Glasgow

Hayward, L. (2018). Notes from a Small Country: Teacher Education, Learning Innovation and

Accountability in Scotland. In Innovation and Accountability in Teacher Education.

Hedge and Mackenzie (2016) Scotland’s Curriculum for Excellence: a defence of autonomy and

personhood. Oxford Review of Education. Volume 42, 2016. Issue 1.

Helgay, I., & Homme, A. (2016). Educational reforms and marketization in Norway—A challenge to
the tradition of the social democratic, inclusive school?. Research in Comparative and
International Education, 11(1), 52-68.

Hindmoor, A. (2018). What's Left Now?: The History and Future of Social Democracy. Oxford
University Press.

Hopfenbeck (2018) Lessons Learned from PISA: A Systematic Review of Peer-Reviewed Articles on
the Programme for International Student Assessment. Scandinavian Journal of Educational
Research. VVolume 62, 2018 - Issue 3

Hopfenbeck, T. N. (2014). PISA, power and policy—the emergence of global educational governance
(Oxford Studies in Comparative Education).

Hopfenbeck, T., Tolo, A., Florez, T., & El Masri, Y. (2013). Balancing trust and accountability? The

Assessment for learning programme in Norway.

Hultgvist, E., Lindblad, S., & Popkewitz, T. S. (Eds.). (2018). Critical Analyses of Educational
Reforms in an Era of Transnational Governance. Springer International Publishing.37-50).
Springer, Singapore.

Humes, W.M. (2008) Policy Making in Scottish Education. In: T.G.K Bryce & W.M. Humes (Eds)
Scottish Education: 3rd edition — Beyond Devolution (pp. 69-79) Edinburgh: Edinburgh

University Press.

Hutchinson, C. (2001) Assessment is for learning: the way ahead (Internal Policy Paper, Scottish
Executive Education Department (SEED)

130



Hutchinson, C., & Young, M. (2011). Assessment for learning in the accountability era: Empirical

evidence from Scotland. Studies in Educational Evaluation, 37(1), 62-70.

Hutchinson, C., & Hayward, L. (2005). The journey so far: Assessment for learning in Scotland.
Curriculum Journal, 16(2), 225-248.

Imsen, G., & Volckmar, N. (2014). The Norwegian school for all: Historical emergence and
neoliberal confrontation. In U. Blossing, G. Imsen, & L. Moos (Eds.). The Nordic education
model: “A school for all” encounters neo-liberal policy (pp. 35-55). Dordrecht: Springer
Netherlands.

Jarvis, D. H. (2018). Education in the United Kingdom.

Jennings J and Sohn H (2014) Measure for measure: How proficiency-based accountability systems

affect inequality in academic achievement. Sociology of Education 87(2): 125-141.
Jones, K. (2016). Education in Britain: 1944 to the Present. John Wiley & Sons.

Jones, B. D., & Egley, R. J. (2004). Voices from the frontlines: Teachers' perceptions of high-stakes

testing. education policy analysis archives, 12, 39.
Kelly, A. V. (2009). The curriculum: Theory and practice. Sage.

Kamens, D (2013) Globalization and the Emergence of an Audit Culture: PISA and the search for
'best practices' and magic bullets in Meyer H and Benavot A (Eds) PISA, Power, and Policy:

the emergence of global educational governance (Oxford Studies in Comparative Education)

Kamens, D. H., & McNeely, C. L. (2009). Globalization and the growth of international educational
testing and national assessment. Comparative education review, 54(1), 5-25.

Kenway, J. (2013). Challenging inequality in Australian schools: Gonski and beyond. Discourse:
Studies in the Cultural Politics of Education, 34(2), 286-308.

Kingston, N., and B. Nash. 2011. “Formative Assessment: A Meta-analysis and a Call for Research.”
Educational Measurement: Issues and Practice 30 (4): 28-37

Kirk, D., & MacDonald, D. (2001). Teacher voice and ownership of curriculum change. Journal of
curriculum studies, 33(5), 551-567.

131



Kumashiro, K. (2012). Reflections on" Bad Teachers". Berkeley Review of Education, 3(1), 5-16.

Lamb, S. (2007). School reform and inequality in urban Australia. In International studies in

educational inequality, theory and policy (pp. 672-709). Springer, Dordrecht.

Layder, D. (1998). Towards adaptive theory. Sociological Practice. Sage Publications, London, 132-
173.

Leander, K. M., & Osborne, M. D. (2008). Complex positioning: Teachers as agents of curricular and

pedagogical reform. Journal of Curriculum Studies, 40(1), 23-46.

Lewis, S. (2018). Understanding new spaces and relations of global governance in education: The
OECD’s PISA for Schools. In Structuring the Thesis (pp. 349-356). Springer, Singapore.

Lewis, S. (2018). Understanding new spaces and relations of global governance in education: The
OECD’s PISA for Schools. In Structuring the Thesis (pp. 349-356). Springer, Singapore.

Learning and Teaching Scotland, (2005) Assessment is for Learning information sheet Retrieved
14/08/18 from https://wwwz2.gov.scot/Resource/Doc/69582/0017827.pdf

Lingard, B., Sellar, S., & Savage, G. C. (2014). Re-articulating social justice as equity in schooling
policy: The effects of testing and data infrastructures. British Journal of Sociology of
Education, 35(5), 710-730.

Lingard, B., & Lewis, S. (2017). Placing PISA and PISA for schools in two federalisms, Australia
and the USA. Critical Studies in Education, 58(3), 266-279.

Lingard, B. (2018). Reforming education: The spaces and places of education policy and learning. In
Critical Analyses of Educational Reforms in an Era of Transnational Governance (pp. 41-60).

Springer, Cham.

Lingard, B. & McGregor, G. (2013) High-Stakes Assessment and New Curricula: A Queensland
Case of Competing Tensions in Curriculum Developmentl. In: M. Priestley and G. Biesta
(eds.) Reinventing the curriculum: new trends in curriculum policy and practice. London:

Bloomsbury Academic, pp. 207-228.

Lingard, B., Mills, M., & Hayes, D. (2000). Teachers, school reform and social justice: Challenging
research and practice. The Australian Educational Researcher, 27(3), 101-115.

132



Lingard, B., W. Martino, and G. Rezai-Rashti. 2013. “Testing Regimes, Accountabilities and

Education Policy: Commensurate Global and National Developments.” Journal of Education

Policy 28 (5): 539-556.

Livingston, K., & Hutchinson, C. (2017). Developing teachers’ capacities in assessment through
career-long professional learning. Assessment in Education: Principles, Policy &
Practice, 24(2), 290-307.

Lockheed, M (2013)Causes and Consequences of International Assessments in Developing Countries
in Meyer H and Benavot A (Eds) PISA, Power, and Policy: the emergence of global

educational governance (Oxford Studies in Comparative Education) Oxford University Press

Lundgren, U. P. (2006). Political governing and curriculum change—from active toreactive
curriculum reforms: The need for a reorientation of curriculum theory,Studies in Educational

Policy and Educational Philosophy, 1, 1-12.

Mansell, W., & James, M. the Assessment Reform Group (2009) Assessment in schools. Fit for purpose? A
Commentary by the Teaching and Learning Research Programme. London: Economic and Social

Research Council. Teaching and Learning Research Programme.

Marcus, G. 2016. “Closing the Attainment Gap: What Can Schools Do?” In SPICe Briefing.

Edinburgh: SPICe The Information Centre, Scottish Government

Marcusson, M. (2003). Multilateral surveillance and the OECD: Playing the idea game. In K.
Armingeon & M. Beyeler (Eds.), The OECD and the European welfare state(pp. 13-31).
Cheltenham, UK: Edward Elgar.

Marshall, B., & Jane Drummond, M. (2006). How teachers engage with assessment for learning:

Lessons from the classroom. Research papers in education, 21(02), 133-149.

Martens, K., & Niemann, D. (2010). Governance by comparison: How ratings &rankings impact
national policy-making in education. (No. 139). TransState Working Papers, University of

Bremen.

Martens, K., Rusconi, A., & Leuze, K. (2007). New arenas of education governance: The impact of
international organizations and markets on educational policy making. Basingstoke, UK:

Palgrave Macmillan.

133



Mausethagen, S. (2010). The OECD and governance: Investigating the dissemination of ideas in

national policy making (Doctoral dissertation, University of Cape Town).

Masters, G. (2010). NAPLAN and MY School shedding light on a work in progress. Teacher: The
National Education Magazine, (Aug 2010), 22.

McAra, K., Broadley, E., & McLauchlan, J. (2013). Curriculum for Excellence in Scotland-Local
flexibility or national exemplification? Balancing Curriculum Regulation and Freedom

across Europe, 211.

McCluskey, G (2017), 'Closing the attainment gap in Scottish schools: Three challenges in an

unequal society' Education, Citizenship and Social Justice, vol. 12, no. 1, pp. 24-35.

McManus, S. (2008). Attributes of effective formative assessment. Washington, DC: Council of
Chief State School Officers.

Members Proceedings of the 6th International Conference of the Faculty of Management Koper
Congress Centre Bernardin, Slovenia, 24-26 November 2005. Retrieved 24/08/17 from
http://www.fm-kp.si/zalozba/ISBN/961-6573-03-9/novak.pdf

Meyer, H. D., & Benavot, A. (Eds.). (2013, May). PISA, power, and policy: The emergence of global
educational governance. Symposium Books Ltd.

Minina, E.,Piattoeva, N., Centeno, V. G., Zhou, X., & Candido, H. (2018, November). Transnational
policy borrowing and national interpretations of educational quality in Russia, China, and
Brazil. In Comparing Post-Socialist Transformations: Education in Eastern Europe and

Former Soviet Union. Oxford: Symposium Books.

Mgistad, C. E. (2008). Teacher education in Norway and Finland compared: what can Norway learn
from the Fininnish teacher education about curriculum, recruitment and attitude to

globalization? (Master's thesis).

Mglstad, C. E., & Karseth, B. (2016). National curricula in Norway and Finland: The role of learning
outcomes. European Educational Research Journal, 15(3), 329-344.

Magistad, C. E. (2015). State-based curriculum-making: approaches to local curriculum work in
Norway and Finland. Journal of Curriculum Studies, 47(4), 441-461.

134



Moore, A., G. Edwards, D. Halpin, and R. George. 2002. “Compliance, Resistance and Pragmatism:
The (Re)Construction of Schoolteacher Identities in a Period of Intensive Educational
Reform.” British Educational Research Journal 28 (4): 551-565.

Moore, A., and M. Clarke. 2016. ““Cruel Optimism’: Teacher Attachment to Professionalism in an
Era of Performativity.” Journal of Education Policy 31 (5): 666—677.

Moos, L. (2017). Neo-liberal governance leads education and educational leadership astray. In
Bridging Educational Leadership, Curriculum Theory and Didaktik (pp. 151-180). Springer,
Cham.

Morgan, C., & Shahjahan, R. A. (2014). The legitimation of OECD's global educational governance:
examining PISA and AHELO test production. Comparative Education, 50(2), 192-205.

Mowat, J. G. (2018). Closing the attainment gap—a realistic proposition or an elusive pipe-dream?.
Journal of Education Policy, 33(2), 299-321.

Mundy, K., & Ghali, M. (2009). International and transnational policy actors in education.

Munro, L. & Johnson, S. (2008), Exploring the validity of teachers’ judgements of pupils’
attainments. Paper presented at the annual conference of the International Association for

Educational Assessment, Cambridge, September.

Murray, J. 2014. “Critical Issues Facing School Leaders Concerning Data: Informed Decision

Making.” The Professional Educator 38 (1): 1-8.

Muijs, D., & Harris, A. (2003). Teacher leadership—Improvement through empowerment? An

overview of the literature. Educational Management & Administration, 31(4), 437-448.

Niemann, D., Martens, K., & Teltemann, J. (2017). PISA and its consequences: Shaping education

policies through international comparisons. European Journal of Education, 52(2), 175-183.

Niemann, D., & Martens, K. (2018). Soft governance by hard fact? The OECD as a knowledge
broker in education policy. Global Social Policy, 18(3), 267-283. https

Novak, B (2005) Transformative School In The Glocalisation Process. Educational Research Institute,

Slovenia Managing the Process of Globalisation in New and Upcoming EU

135



O’Leary, Z. (2014). The essential guide to doing your research project (2nd ed.). Thousand Oaks,
CA: SAGE Publications, Inc.

O’Neill, O. (2013) Intelligent Accountability in Education. Oxford Review of Education 39 (1): 4—
16.

Organisation for Economic Co-operation and Development. (2007), Reviews of National Policies for
Education: Scotland 2007: Quality and Equity of Schooling in Scotland, Reviews of National
Policies for Education, OECD Publishing, Paris

Organisation for Economic Co-operation and Development. (2009). 21st Century Skills and
Competences for New Millennium Learners in OECD Countries. Retrieved 18.08.2018 from
http://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/?cote=EDU/WKP(2009)2

0&doclanguage=en

Organisation for Economic Co-operation and Development. (2012), Equity and Quality in Education:
Supporting Disadvantaged Students and Schools, OECD Publishing. Paris.

Organisation for Economic Co-operation and Development. (2013a) Programme for International
Student Assessment (PISA). Report, OECD publishing. Paris, France.

Organisation for Economic Co-operation and Development. (2013b) Education Policy Outlook,
Finland. OECD. Retrieved 10/08/2017

Organisation for Economic Co-operation and Development. (2013d) Leadership for 21st Century

learning. Educational Research and Innovation. OECD publishing. Paris, France

Organisation for Economic Co-operation and Development. (2014) Strong performers and

successful reformers in education. Lessons from PISA for Korea”.

Organisation for Economic Co-operation and Development. (2013c) An International Perspective on
Evaluation and Assessment Reviews of Evaluation and Assessment in Education Synergies

for Better Learning, OECD Publishing, Paris, France.

Organisation for Economic Co-operation and Development. (2015) Improving schools in Scotland:
An OECD perspective. Report, OECD, Paris, France.

136



Organisation for Economic Co-operation and Development. (2017), Educational Opportunity for

All: Overcoming Inequality throughout the Life Course, OECD Publishing, Paris, France.

Organisation for Economic Co-operation and Development. (2013) An International Perspective on
Evaluation and Assessment. OECD Publishing, Paris, France.

Owens T (2013) Thinking beyond League Tables: a review of key PISA research questions in PISA,
Power, and Policy: the emergence of global educational governance (Oxford Studies in

Comparative Education)
Popham, W. J. (1995). School-site assessment: What principals need to know. Principal, 75, 2, 38-40.
Power, M. (2004). The risk management of everything. The Journal of Risk Finance, 5(3), 58-65.

Priestley, M., K. Miller, L. Barrett, and C. Wallace. 2011. “Teacher Learning Communities and
Educational Change in Scotland: The Highland Experience.” British Educational Research
Journal 37 (2): 265-284.

Priestley, M., and C. Sinnema. 2014. “Downgraded Curriculum? An Analysis of Knowledge in New

Curricula in Scotland and New Zealand.” Curriculum Journal 25 (1): 50-75.

Priestley M & Humes W (2010) The development of Scotland's Curriculum for Excellence: Amnesia
and Déja Vu, Oxford Review of Education, 36 (3)

Priestley, M. (2018). Curriculum reform: Progress, tensions and possibilities.

Priestley, M., Biesta, G.J.J. and Robinson, S. (2015) Teacher Agency: An Ecological Approach.

London, Bloomsbury Academic.

Priestley, M., Edwards, R., Priestley, A., & Miller, K. (2012). Teacher agency in curriculum making:
Agents of change and spaces for manoeuvre. Curriculum Inquiry, 42(2), 191-214.

Priestly, (2016) Should we welcome Scotland’s National Improvement Framework (Word Press, part
two) Retrieved 22/10/18 from https://mrpriestley.wordpress.com/

Priestley, M. (2015): Should we welcome Scotland’s National Improvement Framework. Retrieved
August 17th 2017 https://mrpriestley.wordpress.com/2015/11/08/should-we-welcome-

scotlands-national-improvement-framework/

137



Prgitz, T. S. (2015). Uploading, downloading and uploading again—concepts for policy integration in
education research. Nordic Journal of Studies in Educational Policy, 2015(1), 27015.

Paterson, L and lannelli, C (2007) ‘Social Class and Educational Attainment’.Sociology of Education
2007, Vol. 80 (October): 330-358

Paterson, L. (2014). Competitive opportunity and liberal culture: The significance of Scottish

education in the twentieth century. British Educational Research Journal, 40(2), 397-416.

Phillips, D., & Ochs, K. (2003). Processes of policy borrowing in education: Some explanatory and
analytical devices. Comparative education, 39(4), 451-461.

Priestley, M., Minty, S., & Eager, M. (2014). School-based curriculum development in Scotland:
Curriculum policy and enactment. Pedagogy, Culture & Society, 22(2), 189-211.

Ragin, C.C. and Amoroso, L. (2011). Constructing Social Science Research (2nd ed.). London: Sage
Publications.

Ravitch, D. (1996). The Case for National Standards and Assessments. The Clearing House: A
Journal of Educational Strategies, Issues and Ideas, 69 (3), 134-135. DOI:
10.1080/00098655.1996.10114296

Rautalin, M., Alasuutari, P., & Vento, E. (2018). Globalisation of education policies: does PISA have
an effect?. Journal of Education Policy, 1-23.

Robbins, D., Caldwell, L., Day, G., Jones, K., & Rose, H. (2018). Rethinking social inequality.
Routledge.

Robertson, P. & Dakers, J. (2004) Assessment is for Learning: development programme, personal
learning plan programme: 2002—2004 (evaluation report), Retrieved 05/09/18 from

http://wwwe.ltscotland.org.uk/ assessment

Rowe, D. (2006). Taking responsibility: School behaviour policies in England, moral development

and implications for citizenship education. Journal of Moral Education, 35(4), 519-531.

Rubenson, K. (2008). OECD education policies and world hegemony. The OECD and transnational
governance, 242-259.

138



Saari, S. (2009) Leadership and management of education. Evaluation of education at the University
of Helsinki 2007-2008. Administrative Publications 58. Helsinki: University of Helsinki,
2009

Sahlberg, P (2017) Small data for big change. What does it mean for teachers. ATA magazine.

Sahlberg, P (2018) FinnishED Leadership: Four Big, Inexpensive ldeas to Transform Education.

Corwin Impact Leadership Series. Corwin Publications. Thousand Oaks, California.

Sahlberg, P (2015)What Can the World Learn from Educational Change in Finland . Teachers
College Press. New York.

Sahlberg, P. (2011). Paradoxes of educational improvement: The Finnish experience. Scottish
Educational Review, 43(1), 3-23.

Sahlberg, (2015) Finnish lessons ‘What can the world learn from educational change in Finland?
New York: Teachers College 2015. [Accessesed on September 20th 2018] on
http://learningscoop.fi/latest-pisa-results-finnish-response/

Sahlberg, P.Finnish lessons 2.0: What can the world learn from educational change in Finland? New
York: Teachers College, 2015

Smith, E. (2018). Key issues in education and social justice. Sage.

Scott, G., & Mooney, G. (2009). Poverty and social justice in the devolved Scotland: neoliberalism

meets social democracy?. Social Policy and Society, 8(3), 379-389.

Scottish Executive Education Department (2007), OECD Review of the Quality and Equity of
Education Outcomes in Scotland: Diagnostic Report

Scottish Executive Education Department (1991), Assessment Guidance within the Five to Fourteen

Curriculum.

Scottish Government (2016) National Improvement Framework for Scottish Education: Achieving

Excellence and Equity. Edinburgh: Scottish Government.

139



Scottish Government (2011) Curriculum for Excellence: building the curriculum 5 a framework for
assessment. Retrieved 05/08/18 from
https://www?2.gov.scot/resource/doc/341834/0113711.pdf

Scriven, M. (1967). The methodology of evaluation. In R. W. Tyler, R. M. Gagné & M. Scriven
(Eds.), Perspectives of curriculum evaluation (Vol. 1, pp. 39-83). Chicago, IL: Rand McNally.

Sellar Sand Lingard B (2013a) PISA and the Expanding Role of the OECD in Global Educational
Governance in Meyer H and Benavot A (Eds) PISA, Power, and Policy: the emergence of
global educational governance (Oxford Studies in Comparative Education). Oxford

University Press.

Sellar, S., & Lingard, B. (2013b). The OECD and global governance in education. Journal of
Education Policy, 28(5), 710-725.

Shute, V. J. 2008. “Focus on Formative Feedback.” Review of Educational Research 78 (1): 153—
189.

Shute, V. J., and Y. J. Kim. 2014. “Formative and Stealth Assessment.” Handbook of Research on
Educational Communications and Technology, 311-321. New York: Springer.

Silander, T and Valijarvi J (2013) The Theory and Practice of Building Pedagogical Skill in Finnish
Teacher Education in PISA, Power, and Policy: the emergence of global educational

governance (Oxford Studies in Comparative Education)

Simola, H. Ozga, J. Segerholm, C. Varjo, J & V. N. Andersen. (2011). Governing by numbers. In
Ozga, J. Dahler-Larsen, P. Segerholm, C & H. Simola. (Eds.) ‘Fabricating Quality in
Education: Data and governance in Europe’. (96-106), New York: Routledge

Sloan, K. (2006) “Teacher Identity and Agency in School Worlds: Beyond the All-Good/All-Bad
Discourse on Accountability-Explicit Curriculum Policies.” Curriculum Inquiry 36 (2): 119—
152

Smith, P., & Bell, L. (2011). Transactional and transformational leadership in schools in challenging

circumstances: A policy paradox. Management in Education, 25(2), 58-61.

140



Sosu, E and Ellis, S (2014) Closing The Attainment Gap In Scottish Education, Joseph Rowntree

Foundation Report. Joseph Rowntree Foundation Publications.

Spencer, E., & Hayward, L. (2016). More Than Good Intentions: Policy and Assessment for
Learning in Scotland. In Assessment for Learning: Meeting the Challenge of Implementation
(pp. 111-127). Springer, Cham.

Spring, J. (2008). Research on globalization and education. Review of Educational Research, 78(2),
330-363.

Steiner Khamsi (2014) Cross-national policy borrowing: Understanding reception and translation

Stiggins, R. J. (2002). Assessment crisis: The absence of assessment for learning. Phi Delta
Kappan, 83(10), 758-765.

Stiggins, R. J. (1992) ‘Two disciplines of educational assessment’, paper presented at ECS
Assessment Conference June 1992, Boulder, Colorado. In Press: Measurement and

Evaluation in Counseling and Development.

Swinney. Deputy First Minister MSP and Cabinet Secretary for Education and Skills (2016) Part of:
Education Speech Published: 6 Dec 2016 Date of speech: 6 Dec 2016, Location: Scottish

Parliament

Taras, M. (2001). The use of tutor feedback and student self-assessment in summative assessment
tasks: towards transparency for students and for tutors. Assessment & Evaluation in Higher
Education, 26(6), 605-614.

Taras, M. (2009). Summative assessment: The missing link for formative assessment. Journal of
Further and Higher Education, 33(1), 57-69.

Taylor, S., Rizvi, I, F., Lingard, B. and Henry, M. (1997) Educational Policy and the Politics of
Change (London, Routledge).

Telhaug, A. O. (1994). Utdanningspolitikken og enhetsskolen: studier i 1990-arenes
utdanningspolitikk. Didakta norsk forlag.

Terhart, (2013) Teacher resistance against school reform, reflecting an inconvenient truth. School
Leadership and Management, 2013. Vol. 33, 5. 486-500

141



Tveit, S. (2014). Educational assessment in Norway. Assessment in Education: Principles, Policy &
Practice, 21(2), 221-237.

Thompson, G. and Harbaugh, A.G. (2013) A preliminary analysis of teacher perceptions of the
effects of NAPLAN on pedagogy and curriculum. The Australian Educational Researcher, 40
(3), pp. 299-314.

Turok, 1. (2007). Urban policy in Scotland: New conventional wisdom, old problems?. Social

democracy in Scotland, 141-168.

Van Veen, K., and P. Sleegers. 2006. “How does it Feel? Teachers’ Emotions in a Context of
Change.” Journal of Curriculum Studies 38 (1): 85-111

Varjo, J; Simola H and Rinne, R (2013) The Finland Paradox, Finland's PISA Results: an analysis
of dynamics in education politics in Meyer H and Benavot A (Eds) PISA, Power, and Policy:
the emergence of global educational governance (Oxford Studies in Comparative Education)

Verger, A., Novelli, M., & Altinyelken, H. K. (2018). Global Education Policy and International
Development: A Revisited Introduction. Global Education Policy and International

Development: New Agendas, Issues and Policies, 1.

Verger, A., Parcerisa, L., & Fontdevila, C. (2018). The growth and spread of large-scale assessments
and test-based accountabilities: a political sociology of global education reforms. Educational
Review, 1-26.

Volante, L., Fazio, X., & Ritzen, J. (2017). The OECD and educational policy reform: International
surveys, governance, and policy evidence. Canadian Journal of Educational Administration
and Policy, (184).

Volckmar, N. (2018). The Enduring Quest for Equity in Education: Comparing Norway and

Australia. Scandinavian Journal of Educational Research, 1-15.

Walker M. (2003) Framing Social Justice In Education: What Does The ‘Capabilities’ Approach
Offer?. British Journal of Educational Studies 51:2, pages 168-187.

Ward, D. M. (2012). The effects of standardised assessment (NAPLAN) on teacher pedagogy at two
Queensland schools(Doctoral dissertation, Queensland University of Technology).

142



White J. (2018) Children’s social circumstances and educational outcomes. Edinburgh: NHS Health
Scotland; 2018

Wiliam, D., & Thompson, M. (2017). Integrating assessment with learning: What will it take to make
it work?. In The future of assessment (pp. 53-82). Routledge.

Wilkinson J. (2017) Reclaiming Education in Educational Leadership. In: Grootenboer P., Edwards-
Groves C., Choy S. (eds) Practice Theory Perspectives on Pedagogy and Education. Springer,
Singapore

Wilson, D., & O’Prey, L. (2018). FEDERALISM AND EDUCATION. Federalism and Education:
Ongoing Challenges and Policy Strategies in Ten Countries, 211.

Wiseman, A (2013) Policy Responses to PISA in Comparative Perspective in Meyer H and Benavot
A (Eds) PISA, Power, and Policy: the emergence of global educational governance (Oxford
Studies in Comparative Education). Oxford University Press.

Woods, P. (2005). Democratic leadership in education. Sage.
Wormald, J. (Ed.). (2005). Scotland: a history. Oxford University Press.

Wyatt-Smith, C., & Klenowski, V. (2014). Elements of better assessment for the improvement of
learning. In Designing assessment for quality learning (pp. 195-210). Springer, Dordrecht.

Ydesen, C., & Au, W. (2018). Educational testing, the question of the public good, and room for
inclusion: a comparative study of Scotland and the United States. In Testing and Inclusive
Schooling (pp. 21-36). Routledge.

Zajda, J (2018). Globalisation and Education Reforms: Paradigms and Ideologies. Globalisation and
Education Reforms, pages 1-14.

143



Appendicies

Appendix 1 — Information and Consent Letter

Request for participation in research project

This letter serves as an information letter and consent form for all participants

interviewed in the research study carried out by Fiona Ellison

How teaching professionals receive, perceive and enact assessment reforms in relation to

curriculum changes, influenced by the OECD.

An instrumental case study of teachers and headteachers in four Scottish Primary schools

Background and Purpose

The purpose of the study is to understand how teachers perceive assessment policy changes
implemented in Scotland. Its central focus looks at the experiences of teachers and their
perceptions of AiFL and the National Improvement Framework.

You have been selected for this study as your professional knowledge and understanding
would be regarded as central for the purpose of this research.

What does participation in the project imply?

Your participation in this study involves a one-to-one interview. The questions of the
interview will be semi-structured in nature, meaning that the interview questions will be used
as a general guidance. Questions will audio-recorded and will typically concern your past
experiences and perceptions of the AiFL framework and its place in the curriculum.

What will happen to the information about you?

This study has had ethical clearance from the Norwegian Social Science Data Services
Organisation [NSD]. Your identification and transcriptions of audio recordings will be kept in
a secure folder which will have restricted access with a protected password. These data will
only be accessed by the researcher and the supervisor(s) of the project and will be treated with
strict confidentiality. Lastly, all data will be deleted 12 months after the end of the project,
including identification, transcriptions and audio recordings

Your participation will not be identifiable in the thesis publication as your names and the

schools will be anonymous.

The project is scheduled for completion by June, 2017

144



Appendix 2 — Interview Guide for Teachers and Headteachers

Purpose of the study

The core purpose of this research is to explore the perceptions of teachers and headteachers of
changing national assessment models in primary schools in Scotland. Focusing upon
Assessment is for Learning and the National Improvement Framework with regards to
curriculum development. This set within the context of OECD influence and guidance upon
national policy making.

Topics: National assessment, accountability, autonomy, teacher’s role and perceptions

Ethical Notice
Ethical clearance from the NSD. Refer to the consent form. Explain the topic and research
questions.

Research questions (Part 2- Situated Activity)

a. What are teachers’ perceptions and professional experiences of assessment
systems in Scotland with regards to;

a. Professional judgment, autonomy and accountability
b. Re-shaping of models of assessment over time

c. Curriculum development within the 5-14 and Curriculum for
Excellence Framework
d. Practical and contextual issues

Interview guide

1. How long have you been/were you teaching for?

2. How do you feel evaluation/assessment of pupil progress has changed over time?
3. Describe your experience with Assessment is for learning.
- Positive experience or negative?
- How important is it for you and your pupils?
- How would you describe the dialogue between yourself and your pupils?
- Have you received any information or guidelines on this?

- Have you had meetings regarding the implementation of this?

4. In your opinion, how important has Assessment is for Learning been in supporting
students in their learning?
- How do you think this has contributed to improving attainment and
outcomes?
5. How important is dialogue between you, your pupils and other teachers with regards to
assessment?
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6.

10.

11.

How important is your autonomy in assessing pupils with regards to professional
judgement?

Tell me what you know about the National Improvement Framework.

How do you see this new change influencing the way you see your accountability for your
pupils to reach particular standards?

- Accountability in during your time in Assessment for Learning and now with NIF
being introduced?

Describe an ideal form of assessment and evaluation for your class.
What do you think are the main factors contributing to the attainment gap in Scotland
(Headteacher and teacher)?

If you were in a position to implement education policies to close the attainment gap what

would be your strategic priority? (Headteacher)
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