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Abstract

Announced in 2003, Building Schools for the Future (BSF) was New Labour’s attempt to

revolutionise secondary education in the UK, both in terms of infrastructure and pedHgogy
country’s school building stock was decades (and in some cases centuries) old and in poor repair,

built for a different age with a history of lack of investment in modern technolodgsswas to

change all that with massive investment and plans to transform teaching anage@nei new
buildings were to be of contemporary and revolutionary design more akin to modern office space
than their Victorian predecessors. Each school project had £1,400 per pupil (approximately £1.4m) of
its budget ‘ring fenced’ to be spent on Information Communication Technology (ICT), as this was to

be a major transformational tool; the key to equipping students with the skills neede2iffor
Century economy. This Doctorate report is written from within one of the first@&ects in the
country, planned from 2005 and opened in 2007, with the ICT contract coming to an end in 2014. The
author is the only surviving member of the original BSF planning team still workth@the LA as

a Deputy Head Teacher.

The main research questions ‘To what extent and in what ways has the huge investment in ICT during
BSF transformed teaching and learning and what was the perspective of thisdritmmee main
stakeholder groupshose leading, those teaching and those learning?’ sets out to investigate the
impact of the ICT component of BSF, it does however also reflect on the BSF procedsades a w
because this set the context in which the ICT systems were deployed; through a Managed Servi
Provider (MSP) procured from the private sector. This contract cast a long shaddteopeospect

of transformation as BSF became largely about procurement, contracts and cost, the ‘B’ prevailed;
teaching and learning were marginalized. Another major influence was that thessoH88Fre-
opened in the same educational climate of accountability, curriculum, timesalolesssessment
methodology as they had had in their old accommodation. Conflicting government policysstream
only served to make this more evident. Teacher and pupils assimilated theinviemaments and

continued as before.
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That is not to say the ICT did not have an impact; there were many positive outcogiag fiom a
greatly reduced pupil to device ratios and multimedia lesson content reaadlbtder to all. Pupils
in particular were delighted (initially at least) with their new environmerasr@unication and the
sharing of ideas and resources were the result of modern networks and systems thaficrezoeef
for some and up to date information for most.

Overall, classroom teachers had little capacity to transform their pifaséves with the ICT
provision, and there was no real pressure for them to do so given the unchanged nature of the
structures of education within which they worked. Although many saw the potential ef#HEM,

the opportunities to improve their skills were frustratingly lacking or not suitdtetoneed,
consequently most incorporated the ICT into their classroom practice at a vehiah they were
comfortable.

The cancellation of BSF in 2011 was one of the first acts of the new coalition goverrthengla
the schools included in this work had a managed ICT service that ran until August 2014. At the end o
this contract schools were left with both expensive change and refresh costs thatehetelde a
financial burden many could ill afford and so they were hindered in their ability teaeminewer

technologies that might assist transformation.
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BECTA

British Educational Communication and Technology Agency. The governmen
‘quango’ created to advice schools on the use of ICT in schools, funded by the DfE

BSF

Building Schools for the Futuréhe name given to the British government's
investment programme in secondary school buildings in England.

MSP

Managed Service Provider. The private company contracted to install and ma
the ICT component of BSF, using the BSF capital and monthly revenue from
schools.

NGFL

National Grid For Learning. Governmefutaded gateway to educational resourc
on the Internet. It featured many individually selected links to resources and
materials deemed to be of high quality. The NGfL was specifically set up to
support English schools; separate 'grids' were set up for schools in Northern
Ireland, Scotland and Wales.

NoF

New Opportunities Fund. Paid for through lottery funding; training to raise the
standard of pupils' achievements by increasing the expertise of serving teach
the use of ICT in subject teaching.

Ofcom

The Office of Communicatigrthe government-approved regulatory and
competition authority for the broadcasting, telecommunications and postal
industries of the United Kingdom.

RaiseOnline

Online document produced annually by DfE. Analyses individual $choo
performance against national norms for all groups and sub-groups of children
Results are rated as in line with, above or below expected.

PFI

The Private Finance Initiative (PFI) was announced in the 1992 Autumn Staté
with the aim of achieving closer partnerships between the public and private
sectors. It was one of a range of policies introduced by the Conservative
Government to increase the involvement of the private sector in the provision
public services.

P1S

Partnerships for Schools. Government quango set up to manage BSF.

PPP

Private Public Partnerships. The overarching description of public sector proje
funded by a combination of private sector and government funding, PFl is a
example.
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1 Chapter 1: Introduction

1.1 Political Context

Building Schools for the Future (BSF), initiated by the New Labour Government in 2003 was aimed
at delivering what they describedtas ‘transformation’ of teaching and learning, through the

rebuilding of every secondary school in England and Wales. These new schools were to be of
contemporary design, with ‘learning environments’ replacing classrooms and built to meet the

supposed needs of 2&entury students. The Information Communication and Technology §{ICT)
component of the initiative was to be keytliat transformation. If ‘Education, Education, Education’

was New Labour’s mantra then BSF was to be its tangible manifestation. The promised funding

(E55bn) was unprecedented, the projected timescales short by any standard let alone for a project of
this size and the expectations of its impact huge.

Such was the political pressure for early success st@$Fswas to be rolled out in ‘Waves’, with

‘Wave 1’ including ‘Quick Win’ schools that could be rebuilt or refurbished within 2 years. My own
professional position placed methe path of this “Wave 1’ and the expectations of a ‘Quick Win’.

From 2005-2009 planning took place locally and nationally for further waves of BSF. However, even
in its earliest days the programme became increasingly behind schedalelopment continued, all

be it with increased financial constraints and questions being asked about affordability.

1 The following definition is taken from the guidance in the QCAeBabs of Work for ICT: "Information and
communications technologies (ICT) are the computing and communicadizitiiefls and features that variously

support teaching, learning and a range of activities in education”.
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Of the eight schools in our Wave 1 BSF programme (referred to here as ‘The Partnership’), the

average spend on ICT was £1.4m per institution. The expectations of Wave 1 of BSF investment were
daunting, they required schools to procure an outsourced ICT component of the investment (in thi
Partnership a capital sum of £12m and a revenue stream for the provider of £1m per year over the 5
years of the contract), to a Managed Service Provider (MSP). | was appointed to join the working
party tasked with drawing up therhership’s ICT specification and selecting the provider (P1.2).

Following the awarding of the contract | continued to work with the Partnership (P4.33 tioaank

two day per week secondment, to develop their relationship with the MSP, and in particular the use of
the Learning Platform (or VLE).

All of the schools in the programme are now at the end of their 5 yearcbifdct and this work

gathered data over that time. Since starting this work the political climate has changfezsity.

One of the first acts of the incoming coalition government of 2010 was to cancel the BSF programme
as part of their reduction in public spending. This was before many Wave 2 projects had got beyond

the planning stage.

1.2 Professional Reflection

My career started in 1975 in a totally technology free environment. A friend with wigeadliated studied
computer science in a world of mainframes, p@uatards and tapes. The OHP (Over Head Projector) was a
classroom innovation. One school video recorder, with ‘Betamax’ tapes arrived in 1976. We booked it to

watch recordings of a BBC educational broadcast (assuming the recording had worked).

The single ‘Commodore Pet’ was taken out of its box in 1978; 64k of memory, a tape drive and a price tag of
£800, on it we ran models of Mendelian Genetiosresults announced by a ‘beep’. The emerging

‘microcomputer’ of the 1980s created the Sinclair range and the politically sensitive decision, considering the
number of other private companies bidding for the contréat,allowed the BBC to market its own ‘micro’,

with a series of programs (of both the TV and computer variety) to support teaching and learniotinroje

sales of 12,000 they sold 1.5 million. We had two; they continued to run simulations, measure velocity and



Page 3

calculate dietary requirements for over 15 yed@g.1990 our first true ‘network’ was installed; an ‘RM

Nimbus suite of 24 computers running the first Microsoft Windows applicatioembraced every step of the
technology evolution and have never doubted the potential of ICT to transform all aspectsvetolis an

‘early adopter’ both professionally and privately, from email and mobile phones to iPad, it would be at my

desk that the first use of the latest technology was experienced by colleagues and friends alik

My own experience with ICT in teaching has therefore had a long gestation, from the veryditegdang

PCs in science to embryonic classroom networks and the introduction of school Management émformati
Systems (MIS), my faith in the fact the computer technology can play a key role in all aspectatbedu

remains undiminished. However, until BSF, the story has always been one of limited funding and in my
opinion, poor vision within the education sector, unable to keep pace with technological advancement
Schools were always playing catch up or having to accept that the majority of what the busiresswiabrl
access, schools could not, largely through lack of capacity and investment. This, alongenitheaided

pedagogy that presented an inertia many reforms have (and still do) struggle to overcome willrbd &xplo

this work.

Having progressed to school leadership it was my involvement with the Specialist Saligb(SST)

movement that first introduced me to working with major central governmentiiésaiThe Specialist

Schools programme had a slow gestation but by 2003 any school that considered itself worthy of mention had
to achieve a specialist status of some description. Obviously the £25,000 capital grant and £125 revenue per
pupil per annum awarded directly to Specialist Schools was an incentive to seek the award. Tinel Head a
wrote our application, we negotiated sponsorship and were successful in 2004. Evidence thatcak trad
investment has had an impact remains inconclusive (Taylor & Bradley, 2007). However, for us the money was
to be welcomed, particularly in addressing the history of underfunding the previous 10 years hadl offered;
planned to channel as much of it as possible into ICT infrastruétutke same time we became a ‘Gateway’

for the new Diploma in Creative Mediand | became responsible for the introduction of this qualification

2 The Diploma of this design was withdrawn by QCA in 2011, onty ¢tehorts successfully completed the course.
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that was to be brokered by us across the city. The structure of this award was intended to brealstilogvn exi
curriculum and assessment structures allowing pupils the flexibility and independence torldemséelves
and demonstrate their progress in a number of ways. This curriculum innovation was supported by extra SST

(Specialist Schools Trust) capital.

David Milliband stood at my left showdwaiting to make his entrance as a junior education minister and
guest speaker at the SST conference in Hammersmith, 2005. We (myself and the Head Teactheneswe

be accepted into the SST family as our application to become a Specialist Performing and Y4<Dallége

had been accepted. The main content of his speech focused on the fact that he had to rush off to the House of
Commons to launch the BSF programme. What the rest of the audience did not know was that 8 of our L
schools were about to be‘Wave I of BSF and my Community School was the first school in the project.
With a budget of £11.5m and £1.4m of that destined for ICT the SST funding became insignificant.
Nominated by my school to sit on the BSF planning group, | am now the only surviving member of the first
meeting in December 20@B1.2, P3.1) still working within the LA. As such | lived and breathed our BSF
projects from an LA strategy level, through school leadership right down to (my own) classreariiem

day one, | represented schools\Wky Forward’ meetirgs (P1.3) that monitored and guided the development
of the ICT service. As the programme came to an end in 2014 | sourced alternative solutionaranedorg
market testing seminars to help schools in their decision makaigocal Authority management structures

are being dismantled, encouraging schools to become totally independent and seek their own support and
advisory structures (my own school acquired academy status in November 2012) and as the LA begins to
develop a strategy for a ‘Digital City’ the technology team at the City Council have turned to me for the input
from the education sector.

This work then is a reflection on my 8 years of involvement in BSF from the first planningngsegRil.2) to

the end of the managed ICT contract in 2014 (P4.5-10).
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1.3 Embryonic Study

When | embarked on a survey (two years before this work was proposed) itocadsess the impact of the

ICT component of our BSF investment | did not know it at the time that | was sowing the seeds of this work

conductedhe survey (P2) in 2007, just after our official BSF opening|(see [3.4.1) and prior to the

implementation of the managed service contract. The design included three main elements:

1. Observations by Senior Leadership Te&hT) members: This involved a visit to each department
by a member of SLT, for 2 periods, one at each Key Stage. In each hour as many lessons as possible
were visited and records made of ICT use on an agreed check list. 74 lessons were visited (P2.3). SLT
members were also encouraged to visit the Independent Learning Centre (a large space, equipped with
70 computers that supported independent study) and note their observations.

2. Pupil Survey: A questionnaire issued and completed during a tutorial session. 757 pupil
guestionnaires were returned. (P2.2)

3. Staff Survey: Also a questionnaire issued and completed during an INSET session. 52 teacher and 22
support staff questionnaires were returned. (P2.1)

The results were largely positive in respect of the impact of the ICT component although there wempto at

to identify or quantify the concept of transformation at that point. A full report, withesigd actions was
produced and shared (P2.4). Teachers had coped with change and could see many advantages to the use of
ICT, they had all been given a laptop with a comprehensive software installation; thegdstiop and

interactive tablet in their own (and every other) teaching space. Two full time techrinthageacher

designated as’ eLearning Manger’ were available for support. A member of the Senior Leadership Team

(myself) was to continue to develop the ICT strategy and oversee the operational management. A new
Management Information System (MIS) allowed for electronic registration access via thetifittemany

remote location, including home and all staffl a new ‘webmail’ account.

Consequently, the benefits noted initially were largely around procedures, processedilahilitgy Few

found the ICT as yet having an impact on teaching pedagogy but roegittit made them ‘more

productive’ in that ICT systems allowed for greater efficiencies in the use of their time. Collaboration with

colleagues was much easier and quicker; the use of email and shared computer storage all brought with them

real time sharing and communication.



Page 6

However, it was obvious there was a confidence divide within the teacher population. Many teachact wer
reticent in expressing their feelings of being de-skilled, while pupils who were hugeiygabiout their new
ICT rich ervironment, were able to explain their own observations of a range in teachers’ ability to deal with

the new technologies. This resulted in the design of a CPD programme, with sessions run by ‘school

champions’ based on staff need (P4.1). The initiaprogramme ran for 2 years and evolved into a
comprehensive CPD scheme. Although this work evolved from the earlier study, that was not its original
intention and consequently its design was not totally suitable as a pilot study. However aaspradiucing

its own valid outcomes it did stimulate the thinking that lead me to this work and crucially itineddor
methe limits of quantitative methods, as highlighted by Onwuegbuzie and Daniel (2003) and tfee need
more high quality qualitative dathat relies upon ‘reflexive analysis of values and interests and how they
affect different groups in sociéetgFlyvbjerg, 2005, p.39).

Much of what was contained in my report of 2007 mirrored the findings of the ICT Testr&edtPSomekh

et al., 2007) which is discussed in|2.1 below, but more importantly | felt motivated to develop my own

research and this work is the result. Ten years of my professional life was devoted to BGRiqué
experience from within the project placed me, | hoped, in a position to reflect on the process and offer
critical reflection, an approach that has both support and value, according to Larrivee.
‘Critical reflection is not only a way of approaching teaching it is a way of life. The more teachers
explore, the more they discover. The more they question, the more they accesdmewfrea

possibility. The path to developing as a critically reflective teacher cannot beibedsaith an
intervention formula. The route cannot be pre planned, it must be lived’ (2000, p.306).

1.4 Rationale and Aims

As we moved to the end of the first year in an open BSF organisation | was drawn back to the stated aim that
teaching and learningould be ‘transformed’ and the significant role ICT was predicted to play in that

process. | wondered if Partnerships for Schools (PfS) had planned evidence gathering and research
programmes to identify successo as to infornfuture ‘waves’. As if my thoughts were being read, |

received a call (in 2007)om a PricewaterhouseCooperesearcher asking me to take part in a study they

were conducting on behalf of the Government, into schools’ experiences of BSF. The results were to be
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published in the first of thre®nnual reports (PricewaterhouseCoopers LLP, 2007). What struck me was they

collected evidence at a largely strategic level; teachers and pupils experiences were hard(gesp3ghL

This pattern was repeated in itheext two reports (2008; 2010), | was the only person interviewed in all
three surveys, the last one by telephone. | felt there was a major omission in their methibdakogvas the
definitive instrument being used to assess the impact of BSF. Consequently, | decided to find yaelfor m
by working with three schools from otWave 1’ partnership and ask the question;

‘To what extent and in what ways has the investment in ICT during BSF transformed teaching and

learning and what was the perspective of this from the three main stakeholder gnospdeading,
those teaching and those learning’?

Therefore | embarked on this study to support my own reflections and acquire sufficientaatgpare the

hopes and aspiration of Head Teachers, made explicit in the vision statement (P1.13¢habk were

required to submit to PfS, with the lived experience of pupils and teachers and add this to my own personal

experience. At the planning stage it was expected that my contribution would be to help frgloprdents

(i.e. Wave 2 and 3 in my own Local Authority) learn from the experiencé/ate I and improve thie

chance of true transformation. The cancellation of the BSF programme undermined that possililiich

so that not continuing with this work was an option | considered. However, without the bureaucracy and

external controls of BSF, schools wishing to use ICT to transform teaching and learning are novoforced t

become increasingly autonomous in their approach. The findings of this work will therefore ¢ plediev

valuable to individual institutions as central (and indeed) local government withueavswpport to schools

and expects them to be autonomous organisations.

In 2011 Mahoney et al reflected thigte programme (BSF) is sufficiently advanced for serious research to be

both possible and essential’ (2011, p.356) and Burke reaches the conclusion that her research
‘suggests that current efforts to visualize schools as transformational and transformed learning
environments might profit from the notion of prosopography in the sense that it may help our
understanding of contemporary networks that are engaged in constructing a common vision of school
for the twentyfirst century’. (Burke, 2010, p.78)

It is my intention that this work, a combination of research and reflections on my own expeneiticedd to

the debate. My original intention was make a significant contribution to futuresnd\BSF. That
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opportunity having been removed, | have since channelled my energies into supporting schools who, without
the support of an LA or government agencies, begin to develop their next phase of education technologies. O
a wider scale | feel my reflections on the implementation of a central government policy, throtmksrat
regional strategy level, school senior leadership and classroom teacher, can add to the agdethed will

guide future strategies.

1.5 Whatis Transformation in an Education Context?

e To change the form of; to change into another shape or form; to metamorphose.
e To change in character or condition; to alter in function or nature.
e To undergo a change of form or nature; to change.

(OED, 2014)

Generic dictionary definitions refer to ‘radical change’ but are only specific in mathematical and genetic
context (along with those of Victorian theatre stage design). The business world seegninciisar
understanding and provides a framework that could with hindsight, have helped BSF, particularly as schools
are increasinly being askdto embrace commercial ideology. Transformation here is defined as a
fundamental change to the way business operates, be it a change in appearance from the customer perspective
a change in the shape of what the business should do or a change in the form of the way in which the business
works by embracing new organizational structures, skills process and technology. Draper et aissutinenar
problematic nature of applying the concept of transformation to an educational context iflétt on the
expected impact of the introduction of VLEs and illustrate the dilemma when the term is usedgilistic
way:
"Transformation" is a rhetorical, not an objective, term used by those wishingwaadiention to the
large size and rapid pace of some change. We have examples where there seems to be vivid
transformative change, but on closer inspection, not: whether a fashion changecoidwai{same
old heads underneath) or a required policy of teaching with VLESs yet in fact onlhelestides are
mounted in it. However similarly we have seen cases of real change (mobile phones, s-muthal
web) where the users (unlike the providers) seldom say their life has changed: they just ise wha
there. Transformation is a perception, and stakeholders seldom share it. (2006, p.1)

Despite having repeatedly stated transformation in its aims, Partnerships for SEf@ptd(not try and

offer advice about transformation from their perspectivid lette in 2008, which was neatertheir demise
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than inception (Partnerships for Schools, 2008). There is little practical detaiygiitap Figure|l illustrates

they do accept a difference from, but connection between, the building and education strands of BSF and in

doing so they appear to anticipate two different aspects to transformation.

Planning for transformation...

Transformational brief =

5fC / design
Brief / CM Plan

Educational
transformation

Design
transformation

3 ¥

Adaptable Changing )
Teaching Pedagogy & Fa'sed
environments organisation achievement

Change Management
Strategy & Planning

Figure 1: Planning for Transformation (PFS)

There are two interesting observations to be made here. Firstly the educational strank isnkkedto
‘Raised attainment’ and secondly a quite explicit reference to change, and more importantly ‘changing

pedagogy and organisation’. Both of these issues will become themes throughout this work.

In his introduction to a ‘Future Lab’ report on BSF, Lord David Putnam points out:

The language of transformation pervades all the main policy documents that introdu@&sgHhe (
programmes. Whether transforming services to support the delivery of the Every CtiddsMa
agenda andit Children’s Plan, or to embed a new approach to learning and its organisation
through personalisation, the underpinning policies call for significant systemic chégeam,

2008, p.3).

In doing so he emphasises the rhetoric of transformation pervasive in BSF literature and expressésrhis op
that changes need to be deeper and more systemic than BSF had considered. In the same report, Rudd expanc

on this need for systemic change and gives a more detailed expectation than can be found in tfiehghole
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output from PfS, focusing particularly on his view of how a move to learning communities might be
transformational;
‘We can only really say transformation will have been achieved if we sdednztranges in
approaches to learning, teaching practices, relationships and school organisation; when we see a
fundamental shift away from what might be described as schools as ‘learned institutions’ to the
development of ‘learning communities’ where what is learnt, by whom, when, who with and how
becomes more fluid, emergent and evolves based on need and oppofRirity 2008, p.5)
In his work ‘Pedagogy of the Oppressddteire takes this further when he see education either controlling or
liberating, depending upon whether the state or the individual are at the centre.
‘Education either functions as an instrument that is used to facilitate the integration of the younger
generation into the logic of the present system and bring about conformity to ibesoines "the
practice of freedom," the means by which men and women deal critically and creaitivalyality
and discover how to participate in the transformation of their world’. (2000, p.34)
It could also be accepted thatchools are ‘a complex ecosystem’ (Rudd, 2008) the true definition of
transformation in this context would be developed and defined as the BSF programme matureer As Pot
wrote, ‘The world.....is constructed in one way or another as people talk it, write it and argue it’ (1996, p.98).
Having opted to explore the explicit aim of BSF to transform with ICT as a major change agerd |
myself beginning this work with the concept of transformation:
e not being clearly defined, at least in an educational context
¢ when defined, that definition being very context specific
e never explored in detail or as an outcome
¢ not differentiated from the rhetoric of change

Consequently, with no consensus about what exactly was expected, the next chapter opens with a more

detailed exploration of the literature relating to transformation, ICT and teachingamhb.
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2 Chapter 2: Literature Review

The literature supporting and influencing this work falls into five broad categories:
2.1 Transformation, ICT and Teaching and Learning
2.2 Government Policy
2.3 The Marketisation and Commercialisation of Educatiol
2.4 Theories of learning

2.5 Teachers Professional Development

Although there is some overlap (particularly with the area of policy making), it is toesepts that have
influenced the design of this study. As is to be expected, the bulk of this section relaieamnal libw this
might lead to transformation of teaching and learnkgBSF was a Central Government policy it is
important to explore its evolution in the context of the political backdrop. Another m#igence within

BSF waghe involvement of the private sector and so it is necessary to explore thislastdrbelieve
important to include current thinking on how learning takes place if it is to bédrarezl and in what way.

My earlier work and the new evidence gathered here indicated the primary importance dfi¢totinen
teaching workforce had the capacity to embrace change. Consequently the evidence of howtbHaCRe
(Continuing Professional Development) relating to the use of ICT has been and how BSF resptigled to t

significant.

2.1 Transformation, ICT and Teaching and Learning

The new electronic information communication technologies emerging at the end of ter0ry were

about to change our lives dramatically, possibly more so than anyone could have imagined (Edwards, 2012,
p.2). By the end of the first decade of the new century, cheap and powerful processing power and its
associated electronic devices had become part of everyday life. Ofcom (2011) report we‘AeNativa

Addicted to Smartphones’ and a whole host of other digital technology (p340). Similar conclusions are to be

found by the International Telecommunication Union (ITU); they note that internet use greviréortoerh
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rather than the exception in daily life (Figure 2). By 2011 25% of the population of the Ulsextces

broadband solely from a device other than a desktop or laptop computer (2011).

Internet users per 100 inhabitants. Source ITU

120

100 —62

80

60

Developed World
== \World in General
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Figure2: ITU Report on Telecommunication

Common activities (including learning) and objects acquieedr ‘i’ as a prefix, common functions (even
reality) couldbe ‘virtual’, business wasall ‘.com’ and people and places becamé @’ if they wantedto be
anywhereMoore’s Law?® (Intel, 2011), is readily used by the popular press (Strickland, 2015) to illustrate how
much more computer technology can offer in ‘bangs for bucks’ terms resulting in computers, infrastructure,
and devices making technology more an everyday feature of the lives of individuals in everpfaspatt
they do. Amazon, iTunes, On-line Banking, Smart Phones, Gdglglee, eBooks, Twitter, Facebook and
‘The Cloud’ are just a few innovations that could easily stand up to being described as transformational in
their own way. Put them all together and ICT can be credited with changing matsyofaszeciety beyond
recognition.This draws Bijker to comment that ‘Social order in modern society can only be explained by
reference to technology’ (2010, p.72) Consequently, radical change to all human activity, much of it
transformational, has been inevitable (Woolgar, 2002) and will continue to be so as we all liearimtthe

‘infosphere’; as long as the batteries last (Floridi, 2007).

3 Moore's law describes a long-term trend in the history of compbtindware whereby the number of transistors that
can be placed inexpensively on an integrated circuit, and with it associatedging power, doubles approximately
every two years.



Page 13

Some of this transformation can be viewed as positive, particularly vtheme break down international
inequalitiesthe so called ‘Arab Spring’ of 2011 and its dramatic (if short lived) effect on international politics
werelargely orchestrated ‘on-line’, and not without innocent casualties. No better illustration can be found

than that of the social unrest of August 2011. Closer to home, what started as a peaceful fretsisbating

by police of Mark Duggan, escalated into looting and lawlessness on an unprecedented scale in many of
England’s major cities that lasted for three days. The fact that the police found their normal method of
controlling these situations ineffective was put down to the prevalence for gang leadersaelysvéilable
encrypted social networking systems to communicate and organize themselves unlike any nexiious s
exposing the lack of law enforcement agencies capacity to deal with the power of new techritxagiely,

not all of the impact of ICT is welcomed when put to criminal use (Cooper, 2010, p.1). Similarlgetbé r
‘globally networked capitalism’ (Selwyn, 2013, p.29; Fuchs, 20i2)not always welcomed as illustrated by,
for example, the seeming ability for large international organization to avoid taxa) @®12).

Ganes observe® would seem to me that internet-related technologies have directly altered the patterning of
everyday life’ (2005, p.475and reflecting on this Selwyn sugge&te development of digital technology
represents a distinctly new and improved set of social arrangements in redgiroceeding pre-digital

times’ in what he callsdigital mediation’ (2010, p.7). He adds education as being one of the wigaificant

sites of reconfiguration’ and observes thafor many people the primary concerns of education as resonating
especially closely with those of digital technology (p.8) thus highlighting the paltefthe impact

technology could have on the structure and organization of education.

2.1.1 Rhetoric or Reality

As a key function of modern society, education has obviously meotdi#e to avoid being caught up in this
technological revolution. As Edwards refle¢t®day there are few aspects of teaching and learning that are
free from the influence of technology in some form or other’ (2012, p.1).

It is unsurprising therefore that writing about the potential of technology to impact catiedymlicy and
practice was identified as soon as the computer technology was available (Singer & Phelpsyrdrad8ag F
late 80s onwards devices and prices became sufficiently accessible for schools to begin to itheistges

increased the expectation of impact grew from being a tool for teaching individusatdaske of the potential
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of the now much talked about transformation of teaching and learning. However, move forward 20 years
2006 and theres confusion as to exactly what transformation brought about by ICT in a teaching and learning
context would look like, with the rhetoric being more embedddte literature than was the reality within

the classroom. At the time BSF was being established, observations from two authors only servérte under

the over use of transformation rhetoric;

The word transformation is frequently used in connection with modern educational change,
particularlywhen such change involves new technologies and education for the ‘information society'.
However, closer examination reveals that transformation as a descriptaarafe is used in ways
which are at best multifarious, are often unclear and inconsistent, and are sometimeantedar
(Fisher, 2006, p.293)

and

‘Education is on the brink of being transformed through learning technologies; however,gehas b
on that brink for some decades noylaurillard, 2008)

Despite this uncertainty, transformation features heavily in all the Government outpiatesswith BSF
(Partnerships for Schools, 2008). Two quangos, British Educational Communications and Technology Agency
(BECTA) and Partnerships for Schools (PfS), are (or were astbreyboth dissolved in 2011) the main
conduits for policy delivery and monitoring of the ICT element of BSF. Over time | believe, tioé thee
term ‘transformation’ has simply become part of policy rhetoric that only serves to underline the ambiguity
its meaning. This view is supported by Hargreaves when he write;
Transformation has recently become the language of educational policyimkagand and other
places. They seem very comfortable with the term though | am not sure they know wha¢ they a
talking about. When virtually every development is allegedly transformatigevital to ask what the
termreally means. For transformation has to mean more than just continuing improiféneto
be more than a rhetorical device for selling the latest educational initiative. Traatstmm implies a
profound or fundamental change, a metamorphosis that involves some radical innowd jiast,
incremental innovation. The differenceiigortant’. (2003)
No matter how often some reports (Becta, 2006; Conde, 2009; Crook et al., 2010) extolled the virtugsof ICT
the magic bullet that could revolutionize years of traditional pedagogy they have difficugathering
reliable data, in fact Buckingham suggest it is easier to see negative outcomes;
‘Such predictions about the transformative potential of technology have a very long history, not just
in education; and in retrospect, it is easy to see how theyitvaely failed to come true’.
(Buckingham, 2005, p.1)

In looking for evidence of the anticipated impact of computers in education, the title and condtikizmg

Cuban’s study ‘Oversold and Underused: Computers in the Classroom’ offer a skeptical view (2003). Higgins
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records the impact of ICT onlwroducing relatively small improvement’ while other strategic changes, such
as peer tutoring and reciprocal teaching he sugdests ‘greater than average impact’ (2003, p.5).
Unsurprisingly thente gap between hopes and reality of ICT impact have been described as ‘optimistic-
rhetoric’ (Reynolds et al., 2003) with a sense of lack of impact despite investment (Somekh, 2004). Time and
time again authors warn policy makers of the dangers inherent in the simplistic assumptiperthagson
equipment will equate to change (McCormick & Scrimshaw, 2001).

So, a significant amount of the research evidence around the use of ICT reports comenlyetlity and
rhetoric, Gleaves refers to this as@ark contrast’ (2001). When Williams notedThe value of ICT in

teaching and learning has been a subject of contention for some time’ (2000, p.307), he encapsulated the
contradictions in the published evidence to that point. His own reseamthcasstions of ICT use that would
sound naive today. Indeed the quality and reliability of research into ICT and education had come constantly
into question (Cox & Marshall, 2007). The United Kingdom Research Assessment Exercise of 2801 (RA
2001) had, as reported by Underwood in a review of 2004, highligiie@ concerns about the quality of
research into the educational use of information communication technology’ (Underwood, 2004, p.135).
Barriers to the successful use of ICT are often identified and are explored in eaigmfoportion of the
literature, although much of it focuses at teacher level rather than the systemic (Bingd@Rs Indeed a
BECTA review of the research into these perceived barriers (Jones, 2004) only comib patceived

blocks at two levels; teacher and school. It failacknowledge anything structural to do with, for example,
the curriculum or assessment methodology. This | think illustrates a problem with theeeligrolicy

makers on large scale generalised studies that miss the detail that can be provideddoglimesearch

project that gather context specific evidence, evidence that may have some answers, losgiaghtagor

generalisatiof ‘summaries’.



Page 16

2.1.2 Links with Attainment Outcomes

A thread does begin to develop in matching ICT rich schools with improving attainment outcomes. The
collecting and analysis of such data (such as GCSE point score) is well established and readhly freail
schools’ RaiseOnline (Reporting and Analysis for Improvement through School Self-Evaluation) document.
Having invested £34m between 2002 and 2006 on the ICT Test Bed Project, the final report (Somekh et al.,
2007) reports many positive findingsignificantly, the first ‘key finding’, ‘as technology was embedded,

schools’ national test outcomes improved beyond expectations’ links success to established examination
measures; interestingly they note this is truer of the primary than secondary Beeiofinal observation on
teaching and learningSome changes to teaching and learning strategies were inhibited by tensions between
the priorities of different government policies and agencies with regard tq2007, p.5) is particularly

significant and will be discussed further in section 2.2 below.

The BECTA review of 2005 included signs of doubt about impact on attainment;

‘There is a growing body of evidence relating to the positive impact of ICT on learner attainment and
other outcomes, but we need to develop further our understanding of effective ICT pedagogies and
how they can be supported’,

and alludes to what might be the real issue,

‘There is evidence that high-quality educational (ICT) content enables the realisation of learner
attainment gains, but only if accompanied by pedagogically informed practice. (Hunt et al., 2005,

p.4)
However, trying to closely tie the use of technology to improved measurable outcommelyiattampted, at
least when supported by real data. The BECTA review cites 49 references, almost athafomte from
themselves; work, as Convery brings to our attention, they or other government agencies have commissioned
‘For example, the UK government has invested heavily in ICT and has established a partner to
promote the use of technology in education. BECTA tend to commission research that is conducted by

those who enjoy a fundamental familiarity with the ICT world, and whose prior techrrasegrch
has been shown to meet their needs’ (2009, p.39)
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thus supporting my observations that the quality of the research used to report on the impads &ri@om

robust, reliable or even valid.

2.1.3 Where is the evidence?

If BSF was to use ICT as a primary tool in its quest for transformation, one keiogwesuld be how much
notice was to be taken of the research evidenpeira discussed by Sutherland who also makes reference to
other key issue addressed in this work; the lack of evidence based policy making (see 2.3) ane tbie natur
learning (see 2.4).

‘Research has not systematically been drawn upon by policy makers when developing curricula and

guidelines for teachers on how to use ICT in the classroom. There is a tendency to think thablC

‘new’ that its use will be accompanied by ‘new’ pedagogies that will somehow transform teaching

and learning. This utopian vision often leads policy makers and practitionerote igeneral

theoretical perspectives about teaching and learning, which in our view are cenifdg¢aoning,

with or without ICT’. (Sutherland, Armstrong, et al., 2004, p.413)
Wider reading shows that the views in the literature are split as to whether ICT is orhis not t
transformational tool it had been expected to be, despite the seemingly obvious assumptionughat i
(Reynolds et al., 2003). Warnings were also sounded about the risks in assuming that ICT would make a
difference simply because it was new, there and in use in some shape or form (Okan, 20048; ANatibn
Office, 2009). A considerable amount of the evidence for the (successful) use of ICT in teachéagrangl
comes from relatively small scale finite projects such as PELRS (2004; 2006), often carligd out
enthusiastic innovators (Cogill, 2003). Transformation is a theme that is exploreda@icame but
limitations on its success are clear, referring to a need for more fundamental changeste investment
can offer.

‘Nevertheless, PELRS work has also shown that transformative learning requires a more

fundamental transformation of the structures of schooling than is possible by mearsvafive

work by teachers and pupils pnl(Pearson & Somekh, 2006, p.537).
The ‘structure of schooling’ is a key issue in this work and will feature heavily in both its observations and
findings.
Sutherland et al (2004) looked to investigate the dissemination of good practice in the usaalteaching

and learning tool, particularly iBnglish and mathematics. ‘Transforming teaching’ while explicit in the titles
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of some of the resulting publications (Sutherland, 2004), is hardly mentioned in the text, and thd@thonly

the caveat of ‘somehow’, or as part of ‘complex’ systems at best (2004, p.413) with ICT as an enabler;
‘Humans are expert at creating tools to transform practices and knowledge. |@astaoithis
creative production. Knowing how to use these tools to transform learning in schoolsas not
straightforward (p.424).

Even when successes are recorded, clashes with government imposed ‘National Strategies’ and the lack of

real evidence of the contribution ICT was making were also part of the findings. kbufsarthe all-important

‘context’ was found to be the key (Triggs, 2004).

Two publications from the eastern hemisphere illustrate the search for understanding @ivthg gotential

of ICT was not confined to the UK. A comprehensive review, undertaken in Australia, of the international

evidence (Newhouse, 2002) warns of the need to understand the complex (and unproven) link between

improved learning and ICT, while in Hong Kong, although seeing positive signs to justify ireasiment

and reform, Lee still asks questions similar to his western counterparts (2010).

So, the lack of independent, peer assessed research is, in my view, stark. When the lookffablkguanti

outcomes of the impact ICT has on teaching and learning was given serious trespgicted researchers

found flaws in the reliability of the data (Harrison et al., 2004), indeed the very nateseafah design and

the conflict between types of data was also brought into question (Gardner & Galanouli, 2004). The

‘optimistic-rhetoric’ is again cited by Nichol as it finds its wayto becoming fact through ‘flawed research’

(Nichol & Watson, 2003).

.One inherent problem in the literatuse | believe, that the small studies report on what is often detailed

classroom practice that can get to the heart of teaching and learning, an insight lost in thenaragve

papers; yet it is the latter that seems to gain most attention, particulargtedgtievel.

2.1.4 [Issues of Pedagogy and Structure

Even before the new millennium began, Seymour Papert, a respected American commentator on new
technology in education argued that transformation (he uses the term diversity) wilegmnbssible ifwe
break away from the idea that the computer is there to serve an already adtiquatu/um’ (1999, p.1)

indicating that the clash between the agendas of accountability and transformatiomgaseatialocumented
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on both sides of the Atlantic at an early stage. While new technologies were developing at a pasre that
transforming many aspects of life, the reluctance to set schools free from compliandertogrere

indicators with increasing state control, was if anything causing pedagogy to retren@mggyiz005).

School leaders will be reluctant to make a change in pedagogy on a large scale if quantifiable outcomes are
perceived to be threatened. Coupled to that is the embedded school organisation and pedagogy of almost
Victorian design (Gillen et al., 2007).

So no matter how much central government heralded their reforms as transformational (Officecof Publ
Service Reform, 2002), the irony is that the associated target and accountability systdragsanagduced

the potential for success (Wallace, 2008). This is not a new observation as even before the technology
explosion of the Z1LCentury the potential impact of ICT in schools was seen as needing to be part of a bigger
educational picture. As early as 1995, it wasifed out that ICT was no ‘silver bullet’ but needed to be part

of a ‘coherent school wide agenda’ (Means et al., 1995, p.69). Government commissioned research noted
when and how ICT was (and was not) motivational (Passey et al., 2004) and argued the need for proper
integration into learning process&®r new technologies to make a difference they need to be employed
where student, teacher, school, leadership and pedagogy all work together to facilitade(®Blelmymick &
Scrimshaw, 2001; Garcia-Valcarcel, 2010), and be designed to support learning; such convergergt scenar

are hard to find, particularly in the secondary sector.

Although | have painted quite a sceptical picture so far, there are many examples of ftesiis@eICT to

be found in research literature. In their review of pedagogy related to ICT, Webb and Cox (2004heeport
most success in ICT enabling a (positive) change in teachers’ practice was when they allow learning to be

pupil centred, where the learners’ independence is facilitated. Bottino makes even grander claims when he
says‘ICT tools can influence and transform learning by fundamentally changing the way in which a content

can be taught and learnt’(2004, p.566) and is supported by Sutherland in his observation that ICT can provide

the creative tools to ‘transform practices and knowledge’ (2004).
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2.1.5 Comparable Projects

In looking for an example of a central government initiative comparable with BSF, the stioey of t
introduction of Interactive White Boards (IWBs) into British classrooms does, | believe,teerpurpose.

The literature published as a result shows how it mirrors all of the tensions explorsdiorth Late in 2002
Charles Clarke, the newly appointed Secretary of State for Education (he moved to be Home Secretary in
November 2004) stated ‘Every school of the future will have an interactive whiteboard in every classroom,
technology has already revolutionisedring’ (Arnott, 2004). Perhaps he failed to notice that much of the
evidence for this claim was not paekdiewed and ‘often sponsored by the manufacturer of the equipment’
(Higgins et al., 2007, p.218). This initiated a national pilot to install IWBs into 200aass in 80 primary
schools in 6 local authorities in England; their use was to be targeted at the Natienaalylaind Numeracy
Strategy. If the stated aim of the National Strategies was to raise attainment in English andhtitathben

by default the success (or failure) of the IWB initiative would be judged by its impact orektS2dults. The
potential for evaluative studies was huge and the literature output reflected thisopke Bude summary on

the impact of ICT in schools was carried out in 2006, withredominance of UK researctiBalanskat et al.,
2006, p.55)that observed; ‘In terms of evidence of ICT impact UK stadprovide the richest picture’

(2006, p.18); studies into IWB use dominate. Among the work reviessnedummary of the impact of the

IWB initiative in which Higgins notes thdthort and medium term indicators were positive’ (in Thomas &
Schmid, 2010, p.97) although he finds only scant evidence of improvement in attainment, none of which is
maintained over time. Remarkably, in the European review this is translaie@agl the evidence base

(actual and perceived) shows ICT has a positive impact on attainmenteieléject related performance’
(2006, p.56). Pedps the key word is “‘perceived’ as much of the evidence reports positivity from both

teachers and learners about their engagement with the new technology (Thomas & Schmid, 2010b, p.97;
Gillen et al., 2007) . That is not to say ICT could not have an impact on those basic outcomes, ftiikwing
publication of the ImpaCT2 study (Somekh et al., 20@&)ison et al did produce empirical evidence of a
positive correlation between ICT use and attainment;

‘It has to be acknowledged that the overall level of usage of ICT was lower than some analysts may
have wished to be the case, but it is nevertheless clear that statisticafilgasig findings were found
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positively associating higher levels of ICT and school achievement at each KS, antish, Bfaths,
Science, Modern Foreign Languages and Design Technology’. (2004, p.336)

Indeed, Hartley points out that the literature almost exclusively reports success stories wid of ICT
(2007, p.56), but does find a collection of less positive papers in The British Journal of Educational
Technology, Vol. 36 issue 4 from July 2005.
As mentioned above, most of the evidence comes from small scale projects and at the micro level. When
research looked at individual classrooms, it became obvious that the technology was noisthigekey
Goodison compared two classes (and therefore teachers) with identical technology, in the same school and
was able to describe how IWB use both supported and hindered learning (2003) depending largely upon the
teacher by whose hands it was deployed, thus indicating context is all. In the Futurelab report on IWB use
Rudd (2007, p.11) comes to similar conclusions and cites a report on the London Challenge IWB initiative
(Moss et al., 2007) that suggésie teaching profession should engage in a broader discussion as to the way
in which IWBs can be used to extend and transform existing practice’. Helpfully, in the same document Rudd
does offer a definition of transformation:
‘...which iswhere the technology is used to ‘add value’ to the whole learning process. Teachers use
and create a range of other resources that enhance the learning process through a more enquiry-
based approach, with learners becoming centrally involved in its use and wheretitredy a
construct knowledge through interaction.” (2007, p.5)
This contrast with observations (I offer three here) on the use IWBs that turn them into nathérityan
what I have referred to as ‘Pay Attention Technology
‘In fact some would claim that pupils’ active involvement with the board during whole-class teaching
reduces the pace of the lesson and can cause botg8onith et al., 2005, p.95)

‘Learners are expected to sit still and to be captivated by lessons that invgltleef their
proficient languagé (Brand, 2010, p.114)

‘...they can also reinforce traditional approaches to learning and teadidgards, 2012, p.93)
Interactive White Boards were one of, if not the technology around which classrooms (or learniay space
were designed and constructed. Given that the schools involved in BSF already had IWBs installed in most
classrooms in theisld building this supports my observation that BSF was simply ‘updating the present’ and

asls the question of how much thought was given tdEhén BSF.
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2.1.6 Was the Technology Provided by BSF Right?

The root of the above observation lies in the factlitatactive White Boards along with other ‘educational
technologies’ (e.g. PowerePoint) (Selwyn, 2013, p.6) have their developmental origins far from the classroom;
they have been imported and are no more than ‘pretend’, ‘fabricated and ‘inauthentic’ manifestations of
applications and devices first seen in the world of business and commerce (Bigum & Rowan, 2008, p.249). As
such these technologies ignore the positive and empathetic relationships between teacher anerpupil w
good channels of communication (Schmid, 2006, p.60) are crucial for effective learning and ignore simple
issues important in learning such as face to face contact (Cooper, 2010) and the princgpiegudtivism
(see 2.4 below)Bijker’s observation that perhaps we spend too long ‘exploring how technology is made and
used rather than what it essentially is’ (2010, p.74) is very relevant here and leads to the development of the
concept of the ‘Social Construction of Technology in which technology and it uséevelops through an
organic or evolutionary process rather than the result of a linear mindset’ (Edwards, 2012, p.10), so rather
than schools be provided with existing technologies installed to set plansafigrle, IWB’s were installed
at the front of all classrooms, 1.2m from the floor) they should be given time to shape and custonagaa thei
environments, although when looking for successful outcomes of this evolution in an educatitxal con
Sutherland et al warn of the inherent complexities.

‘Humans are expert at creating tools to transform practices and knowledge. |@astagiecreative

production. Knowing how to use these tools to transform learning in schools is not so
straightforward’. (2004, p.424)

One author was to point out that the use of ICT in schodl$ailed to ‘achieve lift off* largely due, it was
felt, because of the reluctance to embrace change (Watson, 2006) and also accept the complexity of what

educational technology really is, for as Selwyn npted

It is not a single, homogenous entity. Insteadycational technology’ is deceptively neat shorthand
for a diverse array of socio-technical devices, activities and practices. (2013, p.6)

He also joins those who lameatpaucity of critique’ (p.11) in academic study
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2.1.7 Change

The literature on * barriers referred to aboveite ‘resistance to change’ in their list (Mayya, 2007, p.11)
(Becta, 2003), and often lay this inertia at the feet of teachers. However, throughout his work ooreducati
change Fullan takes a much more systemic view when referfidgivers’, both positive and negative. This is
his list of ‘wrong drivers’:
1. Accountability: using test results, and teacher appraisal, to reward or punish teadrsrisals
vs capacity building;
2. Individual teacher and leadership quality: promoting individual vs group solutions;
3. Technology: investing in and assuming that the digital world will carry the daystugtion; and
4. Fragmented strategies vs integrated or systemic strategies.
(Fullan, 2011, p.1)
BSF could well be a study bringing all these ‘wrong drivers’ together thus limiting the potential of change
and if that was the case then obviously any chance of change (or transformation) would get fttdta di
start.Fullan’s inclusion of assumption about technology (item 3 in his list above) are worrying and his
observation offragmented strategies’ in particular could describe the political landscape as the first BSF
contracts (including the one involved in this study) were being designed. Indeed, Waltldsrtsis support to
this thinking as he points out;
‘A narrow managerial focus on compliance to performance indicators and the formularization of
pedagogy are resulting in a redefining of the professional status of teachers aerd égcation,
and this is happening at a time when the anticipated needs for the citizen of antlofoSuoaiety
will be flexibility, creativity and originality’. (2005, p.319)
and
‘There appear many contradictions within the DIES between the desire for a new openness and
flexibility and a reluctance to let go of existing constraints on the curriculum and practices of school’.
(2005, p.335)
At the start of new millennium, Clouse and Nelson (2000) cite decades of the quest for school improvement

being wasted on tinkering with an instructional delivery model that has ignored improved amgiegsdf

how learning takes place. They encourage those intent on education reform in American public sefrools (th

state sectQro embrace ‘constructed learning’ (See|2.4)) in their planning as they try to integrate ICT. The
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potental of ICT to change the organization and methodology of teaching, in linking ‘new technology’ with
‘new pedagogy’ (Sutherland, Armstrong, et al., 2004) and observations that technology can be used to learn

‘with’ not ‘from’ (Jonassen et al., 1998; Howland et al., 2013) point to transformative potential.

This review begins to identify conflicts in the published literature and the aspirations of i&®For no

detailed reference was made during the planning and roll out of BSF as to exactly how the planned new
environments and the technology within them were to impact upon teaching and learning let alone transform

it; there seemed to become an accepted wisdom that transformation would occur because schools would be
physically different, modern and technology rich, and of course huge amounts of money would had been spent
(National Audit Office, 2009)The next section attempts to explore one of those tensions; that arising from

different areas of government policy making.

2.2 Government Policy and Review

Education in the UK has become highly politicized; from my own perspective this trend began in 1971 when
Ted Heath’s education secretary, one Margaret Thatcher, used theEducation (Milk Act) 1971 “to abolish free
school milk. As a fresher involved in the protests |, like most others were unaware of aghat @ome.

Until Thatcher progressed to becoming Prime Minister in 1979 the post of Education Secretary haa not bee
perceived as a cabinet post of significance or a platform for higher office. Her ited@r®owning Street
changed that landscape forever. Not only was the profile of education policy elevated, her adionmsistr

heavily politicized the statutory requirements that were to be imposed on schools.; tinalNadiwiculum,

Local Management of Schools and Ofsted are just three examples (Gillard, 2011). FollowangiT lzat
succession of premierships from Major to Blair, Brown and Cameron (entering his secondreniviay

2015) have seen 16 different and high profile Secretaries of State for Education, eachb trnyakg their own
mark in some shape or form. Through legislation impacting on everything from training daysgfundi
curriculum, examinations, accountability and the designation of individual schools in redetinairt_ocal
Education Authority the trend has been to continue using education policy (and therefore schoolsxhs a vehi

to embed political ideology (Pearson, 2011; Henderson, 2013; Merrick & Rentoul, 2014).
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2.2.1 Education, Education, Education

In a perceived need to rebuild or refurbish all of the 3500 secondary schools in England by 2023, the Labour
government launched BSF in 2004 with a potential budget of £55bn (Mahony & Hextall, 2013, Thé45)
departing Conservative government of 1997 had invested little in schools (Hills et al., 2009, p.2yeand th
was no legacy of an IT (without the C at this point) strategy for education (Wild & King,. TH89)

Stevenson report of 1997 was held up to prove ‘the state of ICT in our schools is primitive and not improving
(Stevenson, 1997, p.4) and insisted this situation be rectified as a matter of national @oelgction, New
Labour set about embracing the rapidly emerging concepts of the ‘information superhighway’ and the internet

in a large proportion of their thinking and policy making. The use of technology was a threau) tinoiigh
public sector reform in areas ranging from health, legal, welfare and government (both local and national)
services. Education was at the forefrofia ‘social justice agenda’ (Mahony & Hextall, 2013, p.857), the
approaching new millennium provided a milestone to hang policy making around; in fact it vas in t
formulation of Labour Party policy prior to tH®97 election that they put the ‘Communication’ in

‘Information Communication Technology’; ICT was born.

Consequently the era of New Labour, with its mantr&dfication, Education, Education’ heralded in 10
years with schools and all those in themcptiat the forefront of government policy, under the scrutiny of
any group or individual who felt the need to offer an opinion. The spending of £5 loilihe country’s
schools ICT infrastructure alone underlines the importance thatlaasg pn ‘educational technology’,

although it is worth pointing out, as Selwyn does, that this is ‘not a single homogenous entity’ but ‘deceptively
neat shorthand for a diverse array of saei@ical devices, activities and practices’ (2013, p.6).

The scope for innovation was potentially huge. As tifeantury opeead, business was preoccupied with
launching into cyberspace and embraaiizgdotcom’ boom s0it is easy | think, to understand the pressures
that lead to an explosive evolution in education technology. National Grid for Learning JN&d.
Opportunities Fund Training (NoF), e-Learning and other strategies became part of theealleaidscape.
The scale of the government agenda was ambitious and expensive (Laurillard, 2008).

Despite many of these strategies being saddled with targets to justify the taxpayer and lottery players’

investment, the evidence of real impact was, for some, proving hard to findtonkdeet of ‘spin’ fuelled the
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fire of the sceptics who looked for the gaps between policies and effect (Gewirtz et al., 20@})ciundied
that actual change was difficult to quantify. Specific research on key aspects of ICT impact siedr@ag-|
(Pittard, 2004) were more positive but still not uniformly so, leading me to further dibeusssearch

evidence on which policy could have been in the next section.

2.2.2 Evidence of Evidence Based Policy Making

‘There is nothing a government hates more than to be well-informed; for it makes the process of
arriving at decisions much more complicated and difficult.” (John Maynard Keynes 1936)
The Government had indicated its willingness to increase the use of reseafomtdlire drafting of
legislation (Davies, 2004), through an Evidence Based Policy (EBP) making approach (Cabinet Office
Strategic Policy Making Team, 1999), the only question was the nature and reliability oftiecevibase to
be used (Davies, 2004). Healthcare may have been one area where EBP was proving effective (Cookson,
2005), but a similar situation was far from clear in education contexts, where even the naifficseoft types
of research methodology were contested (Davies et al., 2000). Indeed, the framing of the qimstiams a
education research can be seen to influginceonclusion of ‘what works’ and is highly‘context dependent’
(Nutley et al., 2003, p.3). More recently Wallace obseri@durprisingly, government politicians
marginalize theoretical knowledgand in the same papécomplex educational change is contextually
dependenit(2003, p.9).
From the early day of the National Grid for Learning (Selwyn & Fitz, 2001) to more later assessments
(Selwyn, 2008;Younie, 2006), there is a considerable amount of evidence that government initiatives around
ICT and education have a mixed track record. Although this is far from a recent perception aherisaeit
or confined to technology7here is a growing concern that almost 20 years after the 1988 Education Act,
top-down, large scale reform has stalled’ (Barker, 2008, p.669).
As if to underline the legislative imperative to embrace ICT use in education and exposk tielanifying

strategy in the UK, the Scottish Executive (headed by the First Minister of Scotland Henry McLeish)
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commissioned a task forée recommend actions that Scotland could embrace the ‘Knowledge Economy’
(Scottish Executive, 2001). A core outcome was to ensip@vasiveness’ of embedded ICT where;
‘..accessing and using new technologies is as familiar and comfortable to students, deadheis
and lectures, as the use of blackboards/whiteboardsais’ (p19).
Reviews of the successes and failures of ICT projects offer conclubadrthis chapter suggests were mostly
ignored by BSF, for example;

‘It is clear that introducing a new technology into any learning situation in any country requires a
great deal of thought and planning, and a good deal of development testing’. (Hartley, 2007, p.56)

If this is a valid observation, then surely BSF was missing major steps in both its planning and
implementation and far from evidence based. Indeeédvernment’s own regulator, OFSTED, was

providing evidence that spending alone was not enough. Their assessmegeiref Worth of investment
reported an improved use of ICT that was patchy at best@apebving slowly’. They list a range of

‘barriers’ associated with embedded pedagogy, teacher skill sets and the need for even more investment
(OFSTED, 2004, p.55). One year laiteia Becta commissioned reflective summaryirtbsual upbeat tone
was tempered bgnobservation of the need for a ‘unified strategyor ICT in Education’ because there was, as
yet ‘no definitive road map for ensuring technology implementation will deliver desired change’ (Hunt et al.,
2005, p.43). By the end of the decade Yang is still unable to find clear evidence of transformation (2012,
p.103). BSF began with an almost myopic positivity and the top down delivery model (vision statements
excluded) that ignored research evidence and excluded input from those expected to.deliacliiers)
leaving stakeholders disenfranchisedas Shackel observettarely do the frustrations of end users get aired
anywhere but the staffroon2004), and of course it is in the classroom where all the policy initiatives

emanating from central government are ultimately felt and delivered.

2.2.3 Policy Stream Conflict

Throughout this work is the recurring theme of the clash between the need to improve standamsls that a
measured as GCSE outcomes published in league tables, and the wish of BSF to be innovative and

transformational. The OECD had pointed this out when stating;
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‘schools are under increasing pressure to conform to precise, standardised outcomes, wtolbe an
innovative learning organisation means being able to experiment and take riskbgwiecessary
corollary of occasional failures’ (2001, p.105).

There is also the potentially cynical view of the futility and superficialityafernments trying to reform
schools while entrenched pedagogy and structures remain. Cuban uses a maritime metaphor agian.illustr
“The surface is agitated and turbulent, while the ocean floor is calm and serene (if a bit murky). Policy
churns dramatically, creating the appearance of major changes... while deep below the iidaes, |

on largely uninterrupted” (Cuban, 1993, p.2).
Almost no government policy, BSF included, has a significant impact on school organizatiamticimar
the two key areas of assessment methodology and resulting school accountability measures gablished v
league tables. If anything, recent legislation has further entrenched both. The resulting téwsien be
innovation and accountability agendas was not lost on some in parliament.
The complexity of the school accountability and improvement system in England is cieebtinger
to genuine school improvement based on the needs of individual schools and their pupiler{(Child
Schools and Families Committee, 2010, p.98)
International comparisons also p@&dbut that the UK’s testing regime may be a barrier to school
improvement. The 2011 OECD Economic Survey (2@dd9drts on ‘Reforming Education’ (pages 85-97) and
comments that increased spending on schools has produced only limited improvement in outcome and cites
‘the extensive focus on grades’ as a‘cause for concern’. These two observations are explicitly linked in the
text and recommendations suggest re-assessing the focus on examination if we areth¢dikK’s slide
down the Programme for International Student Assessment (PISA) scale. Observations on theeimggeativ
of testing on the breadth of the curriculum are not new but that has not stopped the relemilesiseris
importance of examination result to judge pupils and schools (Mansell, 2007).
Schools dealing with the BSF transformation agenda were still left to fit in with tleetaxpns of the Ofsted
school inspection framework and summative performance judgements published in RaiseOnline (and the
response of every national and local newspaper). Sditbuntability measures too politically sensitive to
reform, BSF funded schools were potentially in a situation that would inhibit chances dafrirat&in in a
number of waysThis is what Wallace calls ‘policy pathos’ and is caused by the distance policy makers find

themselves from the contexts in which they expect legislation to have an impact (2008, p.[gtotedis

would appear, rarely take account of what happens to tleeiningly common’ reforms as they are
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‘refracted’ through the'micro-climates of schools’ (Goodson, 2001, p.49). It was Head Teachers who would
be at the focal point of that refractias,Moore et al put it, they were again to ‘negotiate, accommodate,
resist, and mediate mandated policy and the impact that such responses may have ompgreeexistional
valuesand vision’ (2002, p.176).

This ‘new orthodoxyof central governments ‘fop-down reform’ in education (Hargreaves et al., 2001, p.1)
on schools has generally been noted as having redefined the work and lives of teachers and school leaders
both intended and unintended ways, that sugdgstsavery policy initiative there will be unpredicted and
unpredictable resultgFink, 2003, p.105). With something on the scale and ambition of BSF with a distinct
top-down approach, there was the potential for outcomes and pressures other than transformatioat, sbme t
the time had not been thought of; for example, future technologies, the rate of technologica addanc
simple refresh of devices. The logic was that the use of the private sector and MSPs would shift concern

around these issues away from schools; the reality was somewhat different.

2.2.4 Going Private

The enforced use of the private sector that permeated BSF was a significant newar fdeidls to face.

Local Education Partnerships (LEPs) with their 3 partners of LA, builders and ICT providerdhevere
strategic management of BSF projects. Schools, having become increasingly autonomous (particularly
financially) now found themselves thrust into the world of contract negotiation and nades,fa situation

that had its gestation under the previous administration but was now being embraced by the current one.
In order to overcome the perceived inertia suppressing the rate of change, the private sector wseseen as
potential catalyst. As Tony Blair put it in his 1998 address to local governfifgniz are unwilling or

unable to work to the modern agenda, the government will have to look to other partners to take on your role’
(1998).As a result, the pressure to outsource the ICT component of BSF was accepted and embraced.
However, it appe&dthat the Government failed to link evidence of the relative success (or failure) of
outsourced ICT projects from departments other than education as it embarked on BSF, accordierg to But
the problems were deep rooted and systemic.

‘There is a major software engineering challenge to deal with the inexorable rise in capability of
computing and communications technologies
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and

‘Britain is failing to produce software engineers and managers with the IT and project management

skills to commissiomnd execute complex IT projects’ (2004, p.1).
Consequently, by the end of the decade the UK government had becomeddaleader in ineffective IT
schemes(Margettes, 2011).
In a parallel example from the NHS, an £11 billion ICT patient records systdied(Lorenzo) expected to
create a patient database by 2015 was, in 2011, deemed destined to fiaildasaray’ after the first £2.7
billion has been spent (Guardian UK, 2011). Development pressed on and a furtheraE&pent until the
end of 2013 when the project was scrapped. A principle expectation of the NH8nswlas onlyto make
patient records available, any transformation of health care was expected tavbeedeh surgeries and
operating theatres by health professionals. With spending on ICT within BSRutongsta project of similar
proportions to any of those in other public sector areas, PfS insisted that B&Fggo to the market (on an
fragmented LEA by LEA basis) to seek an ICT solution that would not orlyedéhe infrastructure required
but also the strategies and design that would lead to the transformationhoidesmnd learning and in doing
so putting the control of a main tool of pedagogical change in the hands of commercial companies.
Central government itself was challenged directly by at least two review bodies on the outco®EsTidy
support the Head Telrs’ views on two fronts; those of the process itself and its success in an educational
context.

‘It is too early to conclude whether BSF will achieve its educational objectives. To date, over-

optimism has meant the programme could not live up to expeet’. (Public Accounts Committee,
2009)

‘The Department and PfS were overly optimistic in their assumptions of how quickly the first schools
could be delivered, leading to unrealistic expectatigiNational Audit Office, 2009, p.6)

With observation such as these the need to investigate the impact of BSF was initiated.

For me one obvious result of engaging the private sector was that BSF designs became politieised in th
considerable costheir ‘kerb appeal became crucial in reinforcing the concept that what was taking place
inside, by association, had to be as radical and modern (Selwyn & Facer, 2018p¢eil(jing the ‘power

of artefacts (Matthewman, 2011, p. 5). Imposing entrances and receptions, curved glass walls and atria



Page 31

abounded, not one of which had an impact on the schools core buSneds Wins’ were as much about

spin as they were about children.

2.2.5 A Rush to Show Impact

It is not difficult to see why the whole BSF process, other than its building programgtie,hrave had little

measurable impact on the majority of stakeholders if, as Mahoney and Hexall point out;

‘The purpose/objectives of BSF were unclear’. (2013, p.854)

Although this work gathered data as the first BSF schools were opening there was already evidenpesof fail
and problems with heating, lighting and ventilation along with design errors beginning to emerge. Woolner
reflects on similar examples from recent history.

‘The history of school building programmes warns us that the interactive whiteboard and the atrium
could be the typing suites and flat roofs of the middle decades of @2y . (2007, p.63)

When these early criticisms of the misdirected focus of BSF were being recorded. Rudd affgesthi

‘The BSF programme has received criticism because the relationship between theigdalégign
of infrastructure has not been adequately linked to the wider issues around theamabdipproach
to learning and teaching that will occug2008, p.5)

He also observes that even the physical results of BSF may be not be as transformational stsajpyegeir

‘It is easy to forget when we are talking about new buildings, new materials, new ¢egidmaind so
forth, that the future can be, and often is, just an updated version of the present, whage nothi
changes significantly. The ‘gloss of the new’ is equated unproblematically as innovative or
transformative but usually is little more than a means of increasindfitierefy of existing systems
and processes or new ways of doing the same thing. There is a real danger thateaprogdcts
arising from BSF will suffer thigaze’. (2008, p.7)

The observation that increased efficiency may be misinterpreted as transformation is #ratdsui reflect
on in Chapter 5. However, Rudd does at lsassome BSF schools beginning to succeed with the teaching
and learning agenda.

This is encouraging, and visits to local authorities and schools going through the BSF pregram

reveals they are now recognising the broader educational transformation potghealthan
engaging in merely a building programingn Page, 2008, p.9)
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So, as BSF began to be put under the political spotlight it is unsurprising that when being questioned by
members of a Parliamentary Select Committee about issues surrounding the demise of BSF, Tire Byles
outgoing chairman of PfS admitted the claim of transformation had possibly been overstatedrasstript
illustrates (Parliamentary Select Committee, 2010).

‘l want to go right back to the inception of the project overall. What did you regacdiasg your
organisation's mission? Was it about building just schools for the future or chanuoadjreg for the
future? Ask Damien (Q5).

‘Building Schools for the Future is a very ambitious programme to contribute towards what was

defined as educational transformation. It was not to be educational transformationptovide
environments where bullying is designed out of school design and having spaces thatmaspire a
engage young people alongside teaching and learning, school leadership and encouraging the
involvement of parents.” Replied Byles.

‘In retrospect, would you have rather had less emphasis on the phrase about transforming education
and all the expectations that it inevitably raised in something that wasteliraacapital programme
to build new schools? Hinds continues (Q6).

‘At the risk of sounding like Sir Humphrey, it is not my job to question that. We are argeligency.
The Government set the policy for us, and we then delivevititever the policy may be’, continues
Byles. and'We therefore set about trying to make sure that what is a complex system is delivered as
quickly and effectively as possible when compared with other similar approaches acevssngow.
Quite a lot of data show that Building Schools for the Future is best in class/atidglwhat are
defined as complex procurements’.
| realise that you will say that understandably, for some schools, it is egshadd too early to
measure, but would you say that, for schools that have been part of the BSF progiduoatigre
has been transformed as opposed to schools having been transformed? Hinds delves further (Q7).
‘Yes’. Concludes Byles, ‘We have seen quite a lot of early information. It is right to say that we
cannot test it absolutely at this stage. We have seen leaps forward in performahoels Sbe
(sample school) refurbishment scheme in Sunderland went from 19% to just over 60%, including
English and maths, in two yearsame school, same teachers, same pupils, but there was a real
impact’.
This last statement refers to my own school. Mr. Byles has | believe, encapsulateentineadihat was a key
that helped stimulated this work. It appears to be the case that he believed BSF could taked#oimenay
school’s rapid improvement in one performance indicator, and by association this was due to transformation
brought about by BSF, even though he was unsure what transformation was expected of BSF when he took his
post. This is, | believe a classic case of a politiciaking possession of the new technology image and
offering it to the electorate as a talisman’ (Somekh, 2007, p.93). What Byles did not know was the context of

these outcomes; in particular the details of our curriculum and staffing changes, planned and delivered over

the previous three years that were the real agents of improvement and that the BSF upheatwa) ydales
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of building refurbishment work, was if anything a negative foBydes’ attempt to imply cause and effect

without any evidence at a parliamentary committee resulted in a range of unrepeatable respomsgs f

senior colleagues that illustrated their strength of feeling and another example of myopiityposit

In fact, the BSF schools surveyed by PWC reported much weaker outcomes than our own and cited the
negative pressure going through BSF had exerted on their schools; my own school was the only one to report
improvement. Another vehicle of Government accountability, the Public Accounts Committee hadspyeviou
pointed out thatthe Department (DfES) had not explained what success (of BSF) looks like’ (Public Accounts
Committee, 2009, p.5), while almost in their own defense, PfS had stated that BGFeaalst and

enabler for change, but not itself the change’ (Quoted in Mahony & Hextall, 2013, p.354).

| have explored the conflict between the wish to transform and the structures of accountability that emerges
when the impact of different strands of New Labour government policy and investment are reviewed together,
what Whitty refers to a& combination of misdirected expenditure and ideological confusion’ (2009, p.274).
Some even suggest that, for a socialist parti tiecation policy was ‘neo-conservative’ (Hill, 2006) and
Whitty’s observation of; ‘ the significant continuities between Conservative and New Labour policies in terms
of the drive for an essentially markidsed education system’ (2008, p.165).
Jon Coles, former head of standards at the DoE makes an observation which | think offer a perésibiconcl
to this section.
‘More recently, successive governments have moved away from that originédagpng tables as
part of the Citizens’ Charter) and used the tables as a policy implementation tool. Sometimes with
dramaticresults’. (Coles, 2015)
In order to deliver BSF on time and budget, government policy to involve the private sector referree@to abov
opens up a need to investigate further the literature relating to the concept of a puickcfaeed with the

principles and values of the market place. This will be explored in the next section.
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2.3 Marketisation and Commercialisation of Education

In 2013, Selwyn recorded that the global market of selling technology to education was (coms$grvativ
estimated at $5 trillion per annum and rising (2013,, jaiR2) as such demands ‘close scrutiny (Selwyn, 2010,
p.70). Schools had always sourced their ICT provision from the private sector; BSF was tistalsteh
further as full public/private partnerships became the only strategy available detiitery.
As Mahony et al point oUBBSF is located in the wider policy context of New Public Management (NPM)
adopted by governments during the 1980s’ (2011, p.342) in which the public sector draws both principles and
investment from private sector. This trend of involving the private sector wasmi#dded by 2004;
‘New Labour has pushed marketization and privatisation forward at least as zealously as the
conservatives did’ (Marquand, 2004, p.118),
‘and had gone beyond the provision of services into the realms of strategy; Private sector

organisations are increasingly involved in both policy formation and policy mepietior. (Ball &
Youdell, 2008, p.59)

Specifically, Private Finance Initiatives (PFIs) in the building of schools were a ntatidef NPM and

had an inevitable influence on BSF and the ICT provision in particular.

Years earlier the Education Reform Act of 1988 was watershed legislation in the deligateafducation in

the UK. It introduced, for example, the National Curriculum and Local Financial Management (LFM). It was
seen as the event that began opening up, what until then, had been a very state run closed shop, immune from
the world of market forces and commerce (Ball, 2008). Schools were to feel the pressure of ntaketfor

two fronts. Firstly, LFM made each school budget an individual cost centre whose income was directly
dependant on pupil numbers. Consequently, they had to compete for their intake while the open publication of
performance league tables allowed families to ‘shop around’ for the best school; an explosion in glossy school

brochures and marketing open evenings were two highly visible out¢bmesi¢, 1998). Secondly, central

and local government funding was reduced and schools were charged with financing their own cagatal proj
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or bidding for resources from limited ‘pots’ of money. At the same time Public-Private Partnersingé

(Hodge & Greve, 2009) had become a feature of some large capital projects (The Channel Tunnel for
example) and were now being applied to investment in public sector capital projects in the féim of P
Consequently, since 199RFI projects hag been used in school (and prison and hospital) building projects
throughout the UK including BSWNot all BSF projects were PFI in nature but most involved the setting up of
Local Education Partnerships (LEPSs); effectively 3 way PFI partnerships involving bulldeand ICT

providers (Accounts Committee, 2009, p.10). The Managed Service Provider (MSP) model used by BSF for
their ICT programmes was essentially one of outsourcing in which BSF partnershipd bagdtheir ICT

systems to private providers to procure, install and maintain; the theory being that sahddlbenefit from

a known fixed cost and ICT being theh utility’ (Partnerships for Schools, 2011).

This work has obtained data from three sources that can add to this area of debate. One schookirckhe rese
sample is a previous PFI build with BSF gsadreshi. Another school had experience of managing,

unilaterally, a full BSHCT programme before having a MSP imposed upon it. The other had relatively poo
ICT infra-structure and BSF was their chance to make major transformational improgemtensummary of

this final report will endeavour to comment upon whether or not involving an MSP, working to a business
model, helps schools focus on the transformation teaching and learning.

The use of PPPs had started to be problematic after 2007 as the financial crisis begédah &bongfavith the
reluctance of banks to fund programmes such as BSF became clear (National Audit Office, 2010). Also
unfolding was evidence of the legacy of debt schools and LAs were being left with as part of PRhasd if
involved saw any benefit from the business partnership, what the journalist Watts referred to as ‘The Bonfire

of the Private Finances’ (2011).

On the first weekend of June 2011 both the TES (TES, 2011a) and Sunday Times (2011) published reports on,
in the opinion of journalists, the excessive prices charged by IT providers and architectsvedgpkaing

the first wave of BSF. This editorial theme continued and later that month, the TESsiate t0 it also

highlights wider concerns within education about the increasing role of private cespaofiting from

public services’ (TES, 2011b). Following the phone hacking scandal that closed the News of the World in July
2011, writing in the Times Mathew Parris listed the “Next 20 Scandals’ waiting to be disclosed, at number 15

he includes “The public sector is chronically incapable even of understanding, let alone managingl large
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projects; and private see contractors are guilty of daylight robbery” (Parris, 2011). A National Audit

Office report was to warn of the spiraling cost of BSF and the inherent flaws in the procuressessp

largely caused by the interface between Local Authorities and private partners (NatidindDffice, 2009).
There was a clash of cultures when the education sector and private sector companies werevask¢al

the agenda BSF ha@t The danger was that the integration of ICT into schools would be addressed at the
superficial level of hardware procurement and installation and as such not recotirasihg role of ICT in
schools is much more complex than that of a service, reducing it to the same level as heatimgahghti

furniture is to underestimate its importance in teaching and learning.

‘The proliferation of technologies has complicated the teaching-learning process amglthediest

ways of integrating technology into classroom practices is one of the challengesdkat@fy

teachers face. Effectively integrating ICT into learning systems is muchaooygicated than

providing computers and securing a connection to the Inte{Aéshari et al., 2009, p.96)
Fifteen minutes in to his first of 4 Reith Lectures, Sandel reflectsMsaket incentives erode or crowd out
nonmarket incentives’ (2009). Applied to the BSF context this theory could suggest that the pressure on the
MSP to deliver a solution within budget and make a profit left little room for thaéteiching and learning
discussions to have room to breathe. What is evident is that the lessons learnt wecargigmifiugh to be
noted in parliamentary committee discussion.

‘We believe that ICT is a vital area for the development of education over the coming years, but that

does not mean that each school needs to have a bespoke system created for it which differs from

systems in all other schools. We recommend that information about systems in use is made widely

known amongst authorities in later waves of BSF so that they can take adwafritegexperience of
those which have already procured their ICT’. (Public Accounts Committee, 2007)

ICT Managed services can now be added to the other PPP styles of provision in need of valid nadneyfor
(VfM) analysis. Hodge et al suggest this has yet to be done in any depth or quality.
‘The veracity of the analytical studies underpinning evaluations assessing VfM for PPPs has been
low, and the data being used for these studies have, to put it politely, been dirty’. (2009, p.38)
Schools were right to question the value of a managed service at multiple levels. The supposed transfer of risk

(Ball et al., 2007, p.307) to the MSP seemed not to have materialised asrtheis seere constantly ‘down’
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or failed to match up to expectations, resulting in teaching and learning being disruptedeaattestianced.
Although reliability and functionality did improve over time, a legacy of lack of confidencaimsnThe
‘risks’ that Mahony et al refer to are largely commercial;
‘It seems reasonable to suppose that the intermeshing of public and private spheres remains a
potentially high risk strategy’. (2011, p.353)
As the production of most technology sold to schools comes from the private sector it has always been a
‘commercial affair’ (Selwyn, 2010, p.68), although there is nothing surprising in that. What is to be
guestioned is whether schools were able to purchase what theadioesdkre sold what businesses could
provide, so exerting a shaping influence on school technology (Selwyn, 2010, p.70). An illustrative case
would be the growth in the availabilitf ‘edutainment’ products in the late 90°s early 2000’s, aimed not only
at schools but also at parents and families, so further increasing the size of the market
‘The sales pitches for such material rely on an obsessive insistence that learning is inevitably ‘fun’.
These new forms of edutainment are therefore offered both as an acceptable esyeguit, and
as a glamorous alternative to the apparent tedium of much school work. Childsaypidally
argued, will gain a competitive edge on their peers - and yet they will not even knolethaté
learning’ (Buckingham & Scanlon, 2005, p.7)
| believe the marketing dtdutainment” was a commercial opportunity that established (publishing) and
newer (software) business organisations found too good to miss, regardless of the proven tugility of
product. A PricewaterbuseCoopers report of 2002 entitled ‘Market Assessment of the BBC’s Digital
Curriculum Proposition’ which is referenced in a number of works (e.g. Buckingham, 2013) but is no longer
available, estimated the annual UK market at £350 million without any sort of evaluatieir ofahworth.
Edutainment or entertaining education is a new field of education reality. The evalofat
edutainment projects must be based on qualified monitoring of the ratio between the educational and
entertaining activities related to the target group. Not all the products of the eingriadustry
available on the market contain enough educational features. Often the entertainprg\zid
which is based on the marketing point of view, is more attrac{ivémec & Trna, 2003, p.9)
Interactive Whiteboards (see 2.1.5) proved to be another exampleiaftiafaceted policy opportunity for
business’ (Ball, 2007, p.49) in which a product developed for the Board Roasmarketed at the classroom
(along with presentation software) with such evangelistic vigour that LEAs felt compelj@dvide them

for schools out of central fund§LE’s are a similar case in point; ‘Blackboard emerged as a market leader in

over 60 countries and reported revenues of over US83#402009 (Selwyn, 2010, p.72). Despite some
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attempts to develop the use of ‘open source’ applications for use in the education sector (Selwyn, 2013, p.64)
the reality has been the ever increasing growth of private sector providers. Balhisitas the dominant
form of private sector interest in the school market (2009); Selwyn goes as farragstilbol ICT provision
‘privatised’ (2010, p.69).

Therefore as each BSF project went to the market to purchase and build its own solutioss|tthasa
fragmented picture with no two solutions being the same. An opportunity for PfS to use itsciefiaiehe
procurement stage to standardise provision and use economies of scale were lost, adding to the costly
procurement process.

There are two other relevant outcome of this situation. Firstly, staff development timensiabnsoaked up
with simple ‘how to use’ sessions; secondly, teachers moving schools can find the skills they have acquired

and the resources they have developed useless.

None of the literature reviewed above on the use of ICT, government policy or the prassuiteefbusiness
sectors seems to make any reference as to how learning takes place and how their product/paireyiniti
going to impact on it. The next section will therefore offer a brief summary of learning tredhow ICT

may have an impact.

2.4 Theories of Learning and ICT

In order to understand how ICT may or may not promote the transformation of learning, this work wid need
take time to reflect on the very concept of learning and the theories that attemptittedes&ome
established theories, for example Behaviourism@oghitivism, possibly downplay the importance of human
interactions involved, while Constructivism relates to the learner on their own, in coNlewier emerging
theories are described by llleris with this interesting observation in his introduction:

‘Learning is also a very complex matter, and there is no generally accepted definition of the concept.

On the contrary, a great number of more-or-less special or overlapping theera@matantly being

developed, some of them referring back to more traditional understanding, othersamsipépte
new possibilities and ways of thinking’. (llleris, 2008, p.1)
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Most of these theories evolved before the widespread use of ICT, however, many have evolved to adapt and
include the new technologies, or even see a direct relationdhlipmplementary relationship exists between
technology and constructivism, the implementation of each one benefiting the other, (Nanjamd, & Gr
2003). Constructivism is the theory accepted as that which embraces the learner at its nentre as
knowledge is built upon the foundations of prior experience. No single author can claim ownetistip of
theory’s origin (Lowenthal & Muth, 2008), it having evolved throughout th& @ntury through the likes of
Dewey (1916), Vygotsky, (1978), and Bruner (1992) to the present day (Sjoberg et al., 2007). Asyha theor
constructivism evolved, it became clear that learner interactions play a key role. &votest the idea that
learning is simply ‘computational” and suggests a much more ‘cultural nature of the mind’ (2009). This builds

on Vygotsky (1978) who evokes the importance of interaction between learners as they diestromn
knowledge, a scenario that the use of technology is repeatedly described to facilitate, thus soicialg

dimension resulting in th&ocial Constructivism’ of learning (Palincsar, 1998).

In offering an almost diagrammatic representation of the location of constructivism in the |gaotegs,
Vygotsky put forward the concept of the Zone of Proximal Development (ZPD) (Kozulin €C4d,,[239)

describing the point(s) at which learners, with the help of scaffolding provided by some eatiemzl,

advance their knowledge and understanding of particular principle of idea (Hgure 3). Thit fie cisallenge

the pedagogy of the ‘instructional’ model of teaching (Williamson, 2010). Moreover, it also supports how

ICT can enhance learning by putting the learner at the centre (Barbour & Rich, 2007).

Figure 3: Zone of Proximal Development

Learner Cannot Do

Zone of Proximal Development

Learner Can Do With Guidance
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‘An overemphasis on either inputs or outcomes harms the development of sound educational policies,
whereby educators and students benefit from the construction of teaching and learnorgremiis

where they can express their opinions about social and individual needs, and havetieeirsco
addressed (Coupal, 2004, p.595)

There was even thought given to the design of learning spaces to promote constructivism (witholdgygc
10 years before BSF became real, indicating that an holistic approach to the learning emtivoasnalready
documented (Honebein, 1996, p.6).

As theories of constructivism develop to embrace ICT the concept of Cognitive Load Thebeghasfered
asan attempt to understand how memory assimilates information from multiple sources (Kijr2002er

This is particularly relevant when instructional design and learning utilize themadla environment (when
learners have access to multiple sources and samples of information in a range of text, audio and video
formats at the same time) ICT can provide. The concept of Activity Theory first proposed in 197re{l,eon
1977) offers a framework for understanding how individuals engage with their environment while learning
This sits well with some current thinking of modern students learning as ‘Digital Natives’ 4(Prensky, 2001) or
the ‘Net Generation’ (Tapscott, 1997). Others agree; Dede proposes the emergeéneemillennial’ learners
because of ‘theprevalence of interfaces to virtual environments and augmented realities’ (2005, p.8). Detailed
studies of these groups as they progressed their education found mixed evidence of the use afd@hpact
in learning (Bennett et al., 2008)deed they conclude the concept of ‘Digital Natives’ is flawed, with claims
being made without evidence and potentially damaging‘absitures economic and social difference in

young people’s lives (Selwyn & Facer, 2013, p.2), Bennett et al. (200&)the concept of ‘moral panic’ as

defined by Cohen (1980), when the popular media latch on to rhetoric that explains deviation from the norm

4 The concept of ‘Digital Natives’ is controversial and discussed throughout this work. However it does help as an
adjective in describing individuals and populations born into a world richtedtinology from the late 1980s onwards;

that would make them in their late 20s or early 30s.
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and assist in its propagation until it becomes accepted as fact (Thompson, 2013), a theory supported by
Selwyn (2009, p.371However, the term “digital native’ is useful in the context of this work (and others) in
describing those whose whole lives have been lived in a technology rich world, particularly atntté/éor
stages.
In trying to find a physiological answer to how learning takes place, increasingly impsrtia@trelationship
between brain development, learniag ‘neural plasticity’, a phenomenon that suggests brain cells and
neurons have the ability to alter their structure and connedtiansponses to ‘external and internal
pressures’ (Kleim & Jones, 2008). If learning involves, as it must, physical and chemical changes to the
synaptic connections made at the level of the neuron withibrsin€s neural cortex, (Caine & Caine, 1991)
then the part that the use of ICT plays in teaching and learning in influencing those changes must be
commented on.
‘Neuroscience is beginning to provide evidence for many principles of learning tiea¢targed
from laboratory research, and it is showing how learning changes the physical strutherbrain
and, with it, the functional organization of the brain. Neurocognitive research haibctea
evidence that both the developing and the mature brain are structurally altaneplearning.
(Committee on Developments in the Science of Learning (Ed), 2000, p.4)
In work on neurobiological science and moral development Narvaez et al explore the balance between the
maturation of the nervous system armavlit may be influenced by ‘practice’ in that the brains of ‘experts’
assimilate stimuli in their ‘domain’ more quickly and use less energy in doing so (2008, p.303). Hinton et al
alsopoint out ‘recent advances in neuroscience heighten its relevance to education research’ (2008, p.87)
They explore the ‘genetics and experience’ debate and see a false dichotomy in ‘nature versus nurture They
agreewith the latest evidence from neuroscience research that the brain develops through ‘a dynamic and
continuous interaction between biology and experience’ (2008, p.88)or as Smith points out ‘all learning
changes the brain’ (2010, p.4)Friesen notes that potentialy ‘a mature science of learning will soon discover
its neural underpinnings andentify the internal mechanisms that govern learning across ages and settings”’
(2013, p.31).
It may be thalf ‘digital natives’ do exist they are a product of living and learning with new technologies
from childhood with brains whose connections have been influenced during growth and development. On the

other hand, it just may be that some learners would always have been more comfortable in the multimedia

environment that ICT offers, given that the world in which we evolved was largely a non-text based multi-
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sensory environment. Mayer and Moreno certainly accept that we cannot ignore the need to mfestigat
the impact multimedia environments have on learning.
‘The relation between psychology and education is a two-way street in which psychologitastheo
can lead to improvements in educational practice and the challenges of realistic learning

environments can help cognitive psychology build better theories. The study of multimediagea
offers a potentially fruitful venue for improving both cognitive theory and educational practice’.

(2002, p.117)
This leads me thow the theory of ‘Multiple Intelligence’ (Gardner, 2006) relates to the use of ICT. He
describes how students have varied ways of navigating learning and how different topics might require
different approaches. While dissecting and describing the teaching process as a whole he dccepts tha
‘understanding’ from the learners’ perspective very much depends upon a complex interaction of factors,
many stemming from the previous experiences and ‘biological and cultural backgroundf the learner
(Gardner, 2009, p.107). If we are all different and complex in the methods we prefer to use when learning
effectively, then the question arises as to whether or not ICT can enhance learning in sonsealedmieder
it in others. Similarly, if it has been accepted that the design of technology (@HDomputer Interaction)
has to take into account a cultural dimension (Young, 2008), then surely we cannot accept thaha unifo
design to Learner Computer Interaction (my interpretation) is going to suit all learner

‘A richer account of changes in adolescent learning, and strategic and social behaviour requires a

multi-disciplinary approach that recognises the complex interaction betweeticgebrain
structure, physiology and chemistry and the environment’. (Blakemore & Choudhury, 2006, p.308)

So, rather than reflect learning theory, the use of ICT may well be both expanding our thinking amglighapi
structure. This view is supported by Friesen, when in referring to the work of Biesta ((2006, p.17) Vesobser
‘Certainly within educational technology as a field, this trend (establishing nevwetheblearning) has
exercised the strongest influence on discourse as well as priorities and p26t&: p.22). Selwyn also
observes the need to update theories of learning with a theory ofctigizne (2010, p.15) first presented as

a ‘Learning Theory for the Digital Age’ by Siemen when he observes that traditional theories, while valid, do
not take account of modern developments in technology.

Behaviorism, cognitivism, and constructivism are the three broad learning theories mostilofezh
in the creation of instructional environments. These theories, however, were developeckimiagim
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learning was not impacted through technology. Over the last twenty years, technology has
reorganised how we live, how we communicate, and how we learn. Learning needs and theories that
describe learning principles and processes should be reflective of underlying social egnironm
(Siemens, 2004, p.1)

Interestingly he uses the term ‘reorganised’ and thus avoiding ‘transformed’. He also offers a complex

definition of connectivism but summarises it as:
‘.....the integration of principles explored by chaos, network, and complexity and self-otgamniza
theories. Learning is a process that occurs within nebulous environments of shifting core elements
not entirely under the control of the individual. (2004, p.3)

This development of learning theory has met with some acceptance and is helping to re-define it.
Learning is the creation and removal of connections between the entities, or theajofthe
strengths of those connections. Alearning theory is, literally, a theory describing lsew the
connections are created or adjusted. (Downes, 2012, p.9)

If the principles of learning apply to any individual in the process of acquiring new tamtding, knowledge

and skills then in the context of this work members of teaching workforce must be consgdenas in their

own right. If we accept that teachers atwital immigrants’ (Prensky, 2001), the difficulty of (particularly)

long serving professionals to embrace the potential of ICT may well have been overlooked, pgritearl

considering approaches to their professional development.

Sothe learning of teachers needs to be added to the debate, faced with having both to use these new tools

within their professional lives while at the same time coming to terms with their dkendgficit (Davis &

Loveless, 2011). This work will review current evidence of both pupil and teacher experiences and add to it

data from a BSF environment intended to allow all stakeholders to benefit from the positivedfnpact

abundant ICT resourcing.

2.5 Teacher Professional Development and ICT

It must be said that BSF did attempt to, and largely succeed in, addressing some of the main hwgdles in th
wide spread use of ICT in schools, but these were largely those relating to infrastrucipreeatjand
reliability (Pelgrum & Law, 2003). Given the sums of money involved, both in capital and revenaetatm

is the least that could be expected. Appropriate CPD is essential if teachers were to takgeadvaeiv
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resources and this was recognized, in principle at least, in the need to include the profissdom@ament of
teachers as a key focusBiSF projects, underlined by the dedicated CPD funding; a step in the right
direction.
Training teachers is a very expensive activity and hence, often much neglected sckege-
innovations. (Pelgrum, 2001)
There had been a realization that the teaching workforce had a skills gap with ICT as théugseodad.
The MirandaNet project had, in 1999 summarized the factors that both supported and prevented 16X use (C
et al., 2000). £230m of lottery money was earmarked to close that skills gap via the New Oppdrumdties
(NOP training initiative. However, there is little evidence that the design of thegmnoge with what was
often a ‘distance learning’” model produced successful outcomes (Galanouli et al., 2004). Ironically, there was
little thought given to the learning process in the design of what was, after all, an achittiggorogramme,
consequety there is no surprise in findings that suggest future CDP should embrace a constructivist approach
(Twining & McCormick, 1999) rather than the top down instruction model employed by NOF. This idea is
support by the findings of the Ripple Project ( Mansell, 2011) that describes the almost organjanaievel
of a training model built around the concept of sharing of good practice amongst peers.
Indeed OFSTED’s report of 2004 highlighted the feeling that the NQraining ‘continued to disappoint’
(OFSTED, 2004, p.4) but when schools provided their own training it was much more effectiveaganes
that unfortunately BSF structures seemed to miss or ignore. Becta commissioned reséiahed@ub
warning in 2004, just as they were beginning to advise PfS and participating schools thatctm#aence
needed to be addressed if the ICT element of BSF was to be embraced,;
‘A very significant determinant of teachers’ levels of engagement in ICT is their level of confidence in
using the technology. Teachers who have little or no confidence in using computers in theifllwork
try to avoid them altogethér(Jones, 2004, p.3)
and that this confidence was affectedidy amount of quality training’.
There was already a considerable body of evidence at the turn of the century (Mumtaz, 20G0gabout
barriers to teacher use of ICT along with clues as to what might work to remove them. When askieelywha
wanted, teachers rated local support that encouraged the use of ICT to achieve their own goals as key

(Williams et al., 2000). The MirandaNet report (Preston, 2004), while having a quality asforas;e
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reported some success, but only when the right chemistry of trainer type, school vision and committed
teachers were key components. Focus on pupils was reported as being secondary due to the fact that teachers
still struggled with their own skill set (Preston, 2004, p.51). Later reviews are littlecdiff®avis et al
promote an ‘organic’ approach that ‘supports an ecological view of the diffusion of ICT innovation in
education (2009, p.861). If, as is suggested by Haydn and Bartoritthating teachers through distance
learning in ICT proved to be more problematic than policy makers envisaged’ (2007, p.365), then the reliance
of BSF on simplistic training models seems naive, indeed some have describes théhdlpful’ (Haydn &
Barton, 2007). As if to underline that they were clearly aware that barriers ekisB)3 Becta had already
published a 4 page summary that cited 8 key issues the research suggested prevented teachers embracing nev
technologies. Along with reliability and access to hardware, again teacher confidence arsibpiifes
development figure highly (Becta, 2003), indeed the key role of teacher confidence in the change process was
a recurring theme in many research findings of the decade (Lewin et al., 2009; Somekh, 2009; Underwood &
Dillon, 2011).
These findings are not confined to the UK. From a Belgian study comes the conglusi@in the majority
of teachers, ICT training has only contributed to a lesser extent to ICT integration into the classroom’
(Tondeur et al., 2007, p.973) when a top down model is appli€®DP design. Although comparisons with
similar research from, for example, the USA are not easy to make as their understandingraj seathi
learning are somewhat different from our own, some concepts are international, like those of pedagogy and
the measuring of success.
‘Researchers must consider increases in teachers' knowledge levels and elevattigubdels and
confidence. Moreover, these constructs are tied not just to knowing how to use a partadanf pi
technology or software or to the belief students in the 2Ist Century must engage with technaogy
regular basis: they are also centrally tied to a teacher's understanding of pedagqugd@agogical
content knowledge) and to how these various technologies can facilitate learning iemeragt
among students and to how to assess the various outcomes of learning in these. ¢bateldss &
Pellegrino, 2007, p.596)
There is an early conclusion emerging that the BSF programme, although seemingly embraeed tbe n
teacher professional development, failed to take notice of two key evidence bases. Firstlchers tearn

and the barriers to that process, and secondly the often failed attempts at CPD prograner(@soeintf)

past. All too often staff training in ICT is dealt with in isolation ratiantholistically, and as Mainka relates:



Page 46

‘....leave staff feeling alienated and unable to apply the facilimtoerarchical PowerPoint slide
presentation to their own areas of practice’ and not ‘making staff development for technology an
integral part of academics’ lives’ (2007).
Too little about individual teachers is taken into account. Adding computer technolbgyaweeryday life of
professionals who already have considerable pressure being applied from internal and external ssesces ca
‘turbulence’ (Day et al., 2006, p.613) and is unlikely to lead to positive outceritksut ‘mediation’
(Subramaniam, 2007, p.1068). Adding to that was the fact that familiar old school buildings were to close i
July and their activities transferred to new ICT rich ones in September, a process amdlenieas added
multiple pressures to everyone involved.
Management consultants McKinsey were first commissioned to investigaterliiéswest schools to find
out what made them tick in 2007 (McKinsey, 2007); the report was updated at a later datesedichees
came to the conclusions that three features were common the top school systems:
1. getting the right people to become teachers;
2. developing them into effective instructors;
3. ensuring that the system is able to deliver the best possible teaching to each child.
Although the use of the term ‘instruction’ is value laden and implies a transmission approach to teaching and
learning, these three findings sit well within the structure of this work intteapports the need to look at
how well the teaching workforces was prepared for the delivery of the ideals of BSF, Haheyelere
supported as they moved into a technology enriched environment and how fit for purpose that environment
was. Interestingly;The Variations in Teachers’ Work, Lives and their Effects on Pupil$ (VITAE) research
commissioned by the Department for Education and Skills (DfES) and conducted between 2001 and 2005
concluded that less change and turmoil in teachers’ lives would improve their effectiveness (Sammons et al.,
2007).
Up to this point | have almost assumed an instructional approach to CPD that ignores tinetiole @ays in
learning as supported by current neuroscience research (Hinton et al., 2008) which, aloreywéih th
established principle (and the biochemistry behind it) that stress disrupts learciBgéh & Sapolsky,
1995). The reality was that a large proportion of teachers were not emotionally involved wiBRipedgect

and a significant number were stressed by the thought of the pressure to embrace their new teainology ri

environment, much of which they judged to be beyond their influence.
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Afshari et al (2009yategorise factors affecting teachers” use of ICT as ‘non-manipulative and manipulative
school and teacher factors’ (2009, p.79). Non manipulative factors are;
‘..factors that cannot be influenced directly by the school, such as age, teaching experienter; compu
experience of the teacher or governmental policy and the availability of extappairsfor schot”’
(2009, p.80),
while manipulative factors refers to;
‘the attitudes of teachers towards teaching and ICT, ICT knowledge and skillsh&frtga
commitment of the school towards the implementation process and availability of ICT support’,
thus inferring that teachers use of ICT can be affected by internal and external factfeseimcing a report
from the USA (NCATE, 1997) they offer the observation;
‘that teachers with fewer years of experience were more likely to use computers ahatsssis than
teaches with more years of experience’ (2009, p.80).
This conclusion pre-dates the digital native debate but does in some ways reflect its prethisenthd
generation of teachers may be more at home with technology in the classroom that their predecessors.
Burke illustrates how teacher training ancsénvice training was a “critical element’ in post war (1945-1974)
developments and uses the term transformation (2010, p.69) although within a grounded approach to
incremental change, a time and capacity luxury teachers in BSF schools were largely deniedstdraatdea
been since the opening of their new schools and the publication of this work. What was lacking then (and
remains so) are the systems and resources to allow for the development of formal and infoessibpedf
networks that are so important in the professional development of teachers and educations lehders. As t
educational historian Cunningham points ot still need to account for human intercourse and activity in
the promotion of education reform’ (2001, p.433).
The observations of Somekh are also worthy of note and should give teachers some comfort;
‘Rather than teachers being somehow to blame for the lack of pedagogical transformation when ICT
is introduced, (this chapter will argue that) the failure lies with both polieiers and evaluators
who have little understanding of the process of technological innovation’. (2009, p.450)
Starved of funding for CPD from the considerable BSF capital, schools constructed theintesnal i

‘communities of practice’ models that had served them well through other times of change (Preston & Cuthell,
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2007). Rarely did they go beyond the boundaries of their own organization for CPD and never was funding to

support it obtained from the BSF budget.

So, | believeve still have a poorly defined structure for teacher CPD that is yet to embrace the requirements

and systems of the 2tentury (Leask & Younie, 2010). It is unlikely that any top down model will succeed

without taking account dtontextual inertia’ and sensitivityto ‘teachers’ personal mission’ (Goodson, 2001,

p.53). Certainly CPD on the use of ICT leaves teachers feeling at best disappointed and eit adcovst |
However, based on what we do know about professional development programs in this area (ICT)
is highly likely that the quality of the training offered to them leaves nutie tdesired. (Lawless &
Pellegrino, 2007, p.578)

So, without putting the expectations of the use of ICT in their teaching into context gudtadeaining to

support its use teachers simply acquiteappropriate level of proficiency’ (Edwards, 2012, p.86), what |

will refer to later as their ‘comfort zone’, leaving little change in established ‘teacher centered’ pedagogy

(Gibson, 2001, p.413nd going against the hope of ‘the integration of ICT (being) associated with a shift

from instructivist to constructivist philosophies of teaching and leariiifghari et al., 2009, p.98).

Collectively, this literature review appears to highlight more questions thanri afiswers or explanations.
In fact | would argue that a recurring theme is one of conflict between agendas and ideolagigswhat is
still to be resolved is the educational conflict between traditional practices and tratgiorrsecondly
comes the difference in principles between those of the market versus public serdlethbiclash between
published research evidence and the detail of government policy and legislation and lastly thisgonflic
pressures on the capacity teachers have to respond to a constant stream of new expectationsate thfe clim
accountability.
To further quote Afshari et al and their concept of ‘manipulative factors’:
‘Teachers must have opportunities to study, observe, reflect, and discuss their prdeto®itioeir
use of ICT, in order to develop a sound pedagogyitleatporates technology’. (2009, p.84)
This highlights the need to consider teachers as learners, specifically here in thedIseAafduch their
ZPD (on page 39) in this context needs to be a concept around which CPD is designed in ordarysasg Nyi

al state, to allow for ‘scaffolded guidance’ without which success will be limited.
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‘One primary observation arising is that without a strongly supportive social component the potential
for learning (or ZPD) for both the individual and the group, was radically undermined’. (1997, p.516)

3 Chapter 3: Research Methods

3.1 Research Background

As a student of Zoology at Newcastle University | was drawn to the study of animal behaviour and was the
only undergraduate on the Newcastle University 1974 Expedition to Kenya. Our group of 3 was to study the
behaviour of a family of social fish species living in coral heads. For this we dived twiceraalay

conditions. While | wrestled with the current research methods, | cannot help reflect that renprobtems

I have experienced will match trying to make objective observations (and write them down) whilghabbi

and down in a sea swell, one mile from the shore, in water that had recently recorded the catching ief a 2 met
tiger shark. Although we spent hours recording behaviours in quantitative categories, it latesakiening
(qualitative) conversations, when data was discussed and observation were shared under mosaaito nets th
added the colour and detail to the final report. | was left with the firm belieit thas possible to observe the
most complex social interaction in diverse situations, and using the right methodologiescmipiairal

evidence and make sense of it.

It was twenty years later before | was able to pick up another research opportunity. | was dn&@wn to
Newcastle University Centre for Evaluation and Monitoring (CEM) initiative that had developed

guantitative tools to assess school performance at the pupil level that took, fastthiméir prior attainment
data and plotted that against future attainment. With country wide data sets they couddeca&tional

norms and compare those with individual student, school, subject or teacher outputs. Although krtbevnot

it at the time, the road to school league tables and contextual value added measures was undé&srconstruct
Through myMaster’s Degree work (Haw, 1996) | was able to renew my acquaintance with statistics and
broaden my understanding of research methods. In choosing to study the impact of OFSTED on school

improvement from the perspective of the classroom teacher | got close to the feelings tdnpescas all of
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our local schools went through their first inspections. | designed the research on the impadtsdfrtumél

of Ofsted inspection using a quaative instrumentbut it was the ‘open’ responses and un-planned
conversations that provided the most insight. For the first time | was beginning to openkimgtto mixed
methodologies. | graduated with distinction.

Currently working as a Deputy Head Teacher in the evaluation of teaching and learning ahd schoo
improvement it is clear to me that while the analysis of performance of school that grimhgee tables

gives details of value added attainment, it is the observation of teaching and learning and cors/eritiat
teachers and learners that really explain what is happening and why, such is the complexity ofpelnat hap
in the classroom (Wragg, 1999).

Inevitably my previous experiences have had a major influence on the planning and implementason of thi
work. | believe there is a clear need for educational research to be sufficientlyantustiable to influence
education policy and practice whenever possible. The title and intentions of this work@eaprogression
from my previous research; the impact of the first wave of Ofsted inspections on school improvemient. Ag
intended to look at the impact of a major piece of government legislation and investment on school
improvement, from the perspective of those in the classroom. The problem here was scoping a project big
enough to achieve meaningful outcome while keeping it manageable; BSF was a massive projedt with hig
expectations, delivered within the context of an increasingly turbulent education sectorsPsttapd not

even have entertained the idea considerifigg more programmatic a change, the less comprehensive an

overview is feasible since no individual can share the experience of everyone involved’ (Wallace, 2008, p.7).

3.2 Research Question

Deciding upon specific research questions was not without challenge. Prior to Building Schoeld-tdute

there were many studies on the impact of ICT on teaching and learning adding to a growing body of evidence
around the use of ICT in education that goes back over 20 yeavever it has been an uphill task for
researcherto keep up with the pace of change, both in terms of education and technology. For example,
Perry summarised the impact of handheld devices (called PDAs then) in secondary schools settings (2003

and, as we have seen, Passey et al. (2004) studied the impact of ICT investment on intermexiiegs, dutc
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particular pupil motivation. Not surprisingly they were both able to find many examplesitifgeffects

However, this and many other studies were conducted prior to BSF in areas of limited investment wher

expectations werata much lower, localised level. Transformation of teaching and learning on the scale

expected by BSF was certainly not one of them (Hennessy et al., 2005) perhaps because the focus was on the

technology not on the teacher and pupil. Amongst the work on school environments are many references to

ICT and in particular its role in engaging students (John & Sutherland, 2004; Newhouse, 2002; Passey et al.,

2004; Underwood et al., 2008).While some authors do try and consider the impact on learning, the output

measur

es relate largely to basic attainment statistics (Somekh et al., 2007). AseybiasHeeen little

published material on the transformational use of ICT in projects of the size of BSF.

The firs

Annual Repoyt evaluating BSF produced by accountants PricewaterhouseCoopers was published in

2007 (PricewaterhouseCoopers LLP, 2007).| The Literature Rpview from the Technical Report is also

availabl

e as a separate document and runs to 6 pages. They conclude with 5 lessons learned:
Learn from best practice and share information;

Effectively consult all stakeholders;

Ensure appropriate resources in terms of finance, time and people;

Provide and make effective use of appropriate guidance and information; and

Ensure greater involvement of educationalists.

Two subsequent BSF reports were published (PricewaterhouseCoopers LLP, 2008; 2010). Each tried to

gatheri
access

by how

nformation on the impact and successes of BSF. Having been part of their data samplesand grant
to the full reports before publication and although cannot disagree with headtimel aghs struck

generalized were their conclusions, so it became my intention to use my unique mositiestigate

the impact of the ICT component of the BSF process from the point of view of teachers and.[Hausghe

main re

search questions of this work evolved to ask:

To what extent and in what ways has the investment in ICT made by BSF helpddrinaeaching and

learning and what are the perspective of this from the three main stakeholder groupgattiosge those

teachin

g and those learning?


http://www.teachernet.gov.uk/docbank/index.cfm?id=12318
http://www.teachernet.gov.uk/docbank/index.cfm?id=12364
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3.3 Research Methodology

‘It is incumbent on qualitative researchers to document their research procedure in detail for
reliability to be calculated’. (Basit, 2010, p.70)

3.3.1 The Research Landscape in the Context of Education

Designing a long term research project in any education context can prove challenging as the landscape
continually changes. This project had the potential to be a classic example of thatweéhlityl2 months of
the beginning of this work a new coalition government cancelled the BSF programme, almost overnight. Of
the schools | had selected to work with, unfavourable OFSTED reports and changes of Head Tewscher al
the priorities in 5 of the schools. Adapting the project to respond to these external pressu@es pr
challengedo its very existence, a situation that is reflected upon later in this report. A ftintbat was to
follow. The first 18 months of the schools’ contract with the Managed Service Provider were fraught with
issues of poor functionality that left schools feeling at best disappointed and ditigayes. Payments were
withheld, refunds offered in compensation and legal teams engaged. None of this helped schools to feel
anything other than let down by ICT, considering the visions they had been encouraged to write. As Wallace
points out:

‘Visionary rhetoric is especially vulnerable to semantic irony. There is a designed-in disjunction

between the lofty aspirational rhetoric and the more humdrum organizatiorigy tieat is
experienced.’ (2008, p.5)

Consequently, expectations were high and promises had been made, but very little was dotesatly.da

this climate any approach asking questions about the transformational impact of ICT ghiciteg@plies of

little use as research data. A crucial block to the success of ICT in schools, thabiityelas to have been
addressed by MSPs. Instead Head Teachers felt that far from teething troublesjdbevsesrfundamentally

flawed in its design and hardly fit for purpose. Teachers felt this and pupils were ablert@ amskarticulate

their teachers’ frustrations. This caused me to reflect on how much of an under-used resource pupils are.
Perhaps we should all use them more as researchers rather than passive recipients (Goodson, 1999, p.295). A
a result of poor functionality it was 12 months into the programme (and this research) befGe the |

provision was considered robust enough to have an impact. However, those early experiences cast a long
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shadow that hung over the Partnership, ended aftef" itedr. Teaching and learning had, if anything
suffered rather than felt transformed as teachers vociferously reported diffittuttagh both formal and
informal channels. Such was the concern that the CEO of the MSP paid us a personal visitisedpolbg

poor quality of key parts of the service. Shortly afterds he ‘moved on’.

3.3.2 Evolving a Methodology

Too often the education process itself is treated as a series of blas{®Gokan, 2013, p.8; Black & Wiliam,
1998), where we only measure the inputs and output. In this study there would be the need to get inside a
number of those boxes, be they schools, classrooms or the heads of individuals. Far from being controlled,
controllable and predictable the changes expected (and to be measured here) are more likely to be governed by
complexity (Wallace & Pocklington, 2002, p.25).

‘One of the most profound results of complex system research is that when systems are highly

complex, individuals matter(Bar-Yam, 2005, p.10).
In order to conduct research in education we need to ‘conquer enormous complexity’ (Berliner, 2002, p.20)
and as such a whole range of research methodologies must be embraced.

‘Therefore, ethnographic research is crucial, as are case studies, survey research, time series, design

experiments, action research, and other means to collect reliable evidence for engagetteirednf
arguments about education issues’. (2002, p.20)

BSF’s thinking was clear from the start, ICT would transform teaching and learning (Fig.1, page 9),
consequently it should have beengiols to design a project to investigate it as a simple ‘cause and effect’
model. A positivist approach to the research could deliver findings to back it up (or reftestwould

require an objective view of evidence based on ‘before’ and ‘after’ observation, there being no potential for a
control group. However, this would result in a study that resembled the much criticised OFSTED model
(Alexander, 2013; Fielding, 2001; Shaw et al., 2003), in that a lesson, once observed, being graded with
‘transformation’ scores and ultimately schools being given summative grades. So a positivist approach sits

very uncomfortably in this context (Cohen et al., 2007, p.11) where as a post-positivist, tingerpre
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methodology that accepts ‘social reality is constructed and it is constructed differently by different

individuals’ ( Gall et al., 1995, p.19) would be more suited.

Approaches to research methods in education have long been debated (Cohen et al., 2007) with what seems

like a permanent conflict (Onwuegbuzie & Leech, 2005) between the values of two polarized methodologies,
‘Throughout the 20th century, an uncompromising rift has prevailed between quantitative and
gualitative researcheigOnwuegbuzie & Daniel, 2003, p.5)

a division fraught with the ‘politics of legitimacy’(Hughes, 2006) that | believe, is a symptom of an

underlying lack of confidence in qualitative methods.

Such a division seems counfebductive if the aim of research design is ‘scaffolding’ to ‘provide

researchers stability’ to do ‘their own building” (Crotty, 1998, p.2), and yet the research community seems to

anguish over the relative merits of different methodologies (Adams & Roulston, 2006). Surely a mor

pragmatic approach to research design would be more produdffieell, ‘epistemological purity does not

get research done’ (Miles & Huberman, 1984, p.21).

The merits of quantitative methods have long been established as ‘scientific and objective’ (Hughes, 1997)

and its statistical methodologies alone considered as synonymous with re§&atehih then as it comes to

be known publicly, is a synonym for quantitative research’ (Bogdan & Biklen, 1998, p.4). The reality is it is

just as possible for researchers to design and carry out quantitative research with fundamertairftgaws

1988) Mark Twain credited Benjamin Disraeli with the phrase ‘lies, damned lies and statistics’ in the 19"

Century. Onwuegbuzie catalogues a number of typical errors in quantitative research methodology and

ponders on how much ‘published educational research is invalid’ (Onwuegbuzie & Daniel, 2003, p.35).

Meanwhile, the status of qualitative design has been represented by opposingnvm@s;aar it was seen as

‘mature and thriving’ (Denzin et al., 2006, p.778} ‘in quite a state’ (Wright, 2006, p.793). The struggle

appears to be around validity, reliability and triangulation (Winter, 2000). Thankfullgfined these

concepts as ‘trustworthiness, rigor and convergence from multiple sources’ (Golafshani, 2003, p.602) has

moved the debate on. However, even after offering tables of validity criteria and techniquesndrhiet al

still conclude ‘further development of validity criteria requires ongoing dialogue’ (2001, p.535). Creswell and
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Miller offer 9 “validity procedures’ (2000, p.126) to help researchers like myself feel confident that their work

will stand up to scrutiny.

The reality is both methodologies have their strengths and weaknesses, they are ‘different but one approach is

not superior to the other’ (Carr, 2008, p.716)f we put aside the dichotomy and embrace an ‘epistemological
continuum’ (Onwuegbuzie, 2002, p.518), then it is possible to see how quantitative and qualitative
methodologies can be complimentary and combined in one study (Onwuegbuzie & Leech, 2005).

A significant proportion, but not all (Symonds & Gorard, 2010) of those researching in scaialesci

contexts accept a ‘mixed method’ or ‘mixed design’ as a valid and powerful approach (Hammond, 2005)

where qualitative and quantitative data are seen as ‘complimentary’ (Brannen, 2005, p.12nd ‘provide a

better understanding of research problems’ than either approach could on its own (Creswell & Clark, 2010,

p.12) even though there are issues to be aware of (Bryman, 2006). As Johnson and Onwuegbuzie claim,
‘Mixed Methods Research: A Research Paradigm Whose Time Has Come’ (2004, p.14).

The reality for me therefore was that a mixed method (Hakim, 2000) (Onwuegbuzie & Leech, 2005) (Basit,
2010, p.17) would best serve this work, although qualitative data was to form the major part. Glis ol
increasing belief that only by gathering the detail of individual experiences is it passibiderstand the

lived experience of stakeholders. Such an approach has rapidly gained support and credibility inesoxsal sc
research.

‘All human and social activity is contextual, and that the context is fundamental imidétgrthe
nature of any phenomenon which is investigatdéiodkinson, 2002, p.450)

The notion of ‘telling better stories’ as described by, for example Hodkinson, (2004) and Elliott (2005) clearly
challenges the fact that sampling and analysis should be the prime mover in a context were saeibirallt
emotional values predominate and affect outcomes. This resurgence in both the value of, and confidence in,
gualitative data is further developed by Gardner & Galanouli (2&@#3llows Creswell to claim ‘that today
qualitative research is legitimate in its own right and does not need to be compareédie exdpectability

(2007, p.16). However, it does need to be rigorous in its own way (Creswell & Miller, 2000; Winter, 2000). |
a different but parallel publication he also supports the use of mixed method in ardprotee the ‘overall

strength of a study’ (Creswell, 2008, p.4).



Page 56

The result was | felt | needto develop a methodology that, while embracing some of the scientific method
and the collection of empirical data, would include a strong interpretivist dimensiayathats and describes

individuals’ behaviours within and the understanding of their world.

3.3.3 Design

This sub-section is crucial in understanding how external pressures determined the dessgmarkihi

resulting in a mixed method case study, conducted by an insider, with action research potentialléfige chal
was to design a manageable project with enough scope to generate data that would stand up to tests of validi
and reliability (see 3.4.5) with a methodology that took into account both the complexity and ursigpienes

this situation; in a volatile landscap®hile offering ‘Ten Steps’ to follow in research design I was

particularly drawn by Chenail’s advice to ‘keep it simple’ (2011, p.1717)

A fundamental need at the outset was to construct the cosfCehsformation’ and evaluate it (se¢ 1.5 and

2.1). This was possibly the most difficult task of all, to further quotepBirand Nicol, ‘Transformation is a

perception, and stakeholders seldom shd®itaper & Nicol, 2006, p.1). It was unlikely that this concept
would be viewed or understood in the same way by those asked to participate in this work and yet it would be
by their understanding of it that responses to questions would arise.
Is it better? What do we mean by better? Are my lessons better? Who is the judge ofithat? Is
different or very different? Have | learnt more? How will that be teskéai® | enjoyed it more? Has
that enjoyment lead to improved attainment? In this population? Compared teviloeipr
population?
The possible questions are endless. So, what questions woulcebaadko whom would be key
(P3,4,5&9.
However, | was certain of one thing; at a national level transformation would contihaenteasured using
instruments already in place. Attainment data, attendance figures and league tab\aluésfded)
statistics and the size of the NEET (Not in Education, Employment or Training) populatiehwais figure
strongly. Indeed the Guardian newspaper of July 2012 reported such findings that had not been made pubilic.
‘The report, which has now been disclosed under Freedom of Information legislation, says that

schools rebuilt under BSF showed "significant” improvements in exam results and decliaimgy't
(Vasagar, 2012)
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3.3.3.1 From the Inside

Having been seconded to work for the LA, for two days a week (P4.2) to assist in the traishairpetcess
there was an expectation that | would work with schools, teachers and learners. Consequently @acdhat surf
least, access as a researcher was not an issue; neither was my opportunity to stay eligdded. A
professionals | contagedl for this work knew me well; they were familiar with my own situation. | had (and
still do) workedwith them in a variety of capacities over a number of years. As part of the secondment | had
delivered INSET (P4.3d offered support around the implementation of the BSF programme. | was an
‘insider’ at every level.
The issuesor researchers working within their own ‘society’ have long been documented. Burgess (1984,
pp.21-22) reflects on the nature of studying a too familiar setting. The positive andveeagiiects of
working as a researcher from ‘the inside’ had to be accepted as a key influence on this work (Sikes & Potts,
2008) Smyth and Holian note that research from within is ‘different not worse or better’ and ‘worthwhile and
special’ offering ‘a unique perspective’ because of the researchers’ ‘unique perspective and knowledge of the
history and culture of the people and institution involved’ (2008, pp.3537).
Robson goes further in the advantages accorded to the insider;

‘You don’t have to travel far. Generally you will have an intimate knowledge of thextaf the

study, not only as it is at present but in a historical or developmental perspémtiwhould know

the politics of the institution, not only of the formal hieraréb: also how it ‘really works’ (or, at

least, an unexamined commonsense view of this). You will know how best to approach people. You

should have ‘street credibility’ as someone who will understand what the job entails, what its stresses

and strains are. In general, you will already have in your head a great dealrohtidorwhich it
takes an outsider a long time to acqui(@011, p.297)

However, as the insider | would need toabk to maintain a ‘critical distance’ (Drake & Heath, 2011, p.5).

With insider research there is always the need to consider the complexity that ethicadsisuneglanning

and executioyparticularly in this case when ‘personal and professional relationships will need to be

sustained’ (Floyd & Arthur, 2012, p.9). Ethical issues related to insider research are well documented (Floyd

& Arthur, 2010; Taylor, 2011; Unluer, 2012)d as such | needed to be fully aware of their implications
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throughout this work, particularly when conducting interviews with my own colleagues and obsleeitng t
lessons.

The secondment had put me right at the centre as a key player in the change process relating to BSF and IC
and required a close working relationship with the participants. The least that those vitiedotioe funding

and time would expect was feedback on how they could best use ICT investment, wherever their resources
were to come from in the future. In fact as the contract with the MSP reached its halfmdywas already
involved, at a Local Authority strategy level, on the assessment of its success and ptanmhrag happens

in 2014 when the current contract expires. | will potentially remain an insider long édterattk is complete.

This study could have baseen as moving marginally into action research territory and in many ways the
original plan was very much embedded there. Cohen et al (2007) list teaching methods, leatagigsstr

and CPD amongst key areas in which action research can have an impact. In the same text (p299) they quote
from Hult and Lennung (1980) and McKennan (1996) and list 22 characteristics of action reséarch tha
almost match exactly the fusion of my secondment and this research. Unfortunately, the canoé g

removed the potential to engage with schools officially in the next phase and use the findings frontohis one
complete several cycles of research and action. However, | remained involved at Local Authagy strat

level and the potential of making professional impact remains intact, particulaghation to my own

organisation.

3.3.3.2 Towards a Case Study

In trying to distil all of this evidence into a coherent practical plan | was mindfsilwafrman’s observation
that beginning researchers can teo ambitious’ (2006, p.30). Helpfully, Creswell takes what he calls a
‘baffling number of choices of approaches’ (2007, p.6) and distills them to 5. This work falls clearly into his

description of a ‘case study’.

Case study; an issue explored through one or one or more cases within a bounded system, setting or
context’ (2007, p.73) .
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Case studies, according to Stake, have ‘become one of the most common ways to do qualitative research’

(2005, p.443)although Yin, in his introduction suggests their design is the ‘weak sibling’ the use of which ‘is

one of the most challenging of all social science endeavours’ (2003, p.1). However he does, in later work offer
advice on design that this work embraced (Yin, 2008).

If, as Gillham describes a ‘case’ as:

e a unit of human activity embedded in the real world;
e which can only be studied or understood in context;
e which exists in the here and now;

¢ that merges in with its context so that precise boundaries are difficult to draw;

and can be ‘an individual, a group, an institution, a community’ or’ multiples’ of these (Gillham, 2000, p.1)

then this work can clearly considered to be dhe.context is crucial here and therefore defines the ‘case’.

Although there were BSF projects taking place all over the country, there was little attemptherinkp in

any way except at the highest strategic level, they all developed at a local level, one outcoitie whwh
criticisms of the huge amount of money wasted on procurement and design costs alone. Each operated as an
entirely separate entity. There were three neighbouring LAs in my region alone at vaagies) ct BSF
development. Not once were they encouraged to talk to each other or share their experience; each ended up
with completely different solutions. This fact helped to define the boundaries of this work. Evienowith

own BSF project individual schools became autonomous once the MSP had been appointed. This drew my
research boundaries even tighter. However, considering the reliability and validity issuesdistuse, it

became important not to design the work around only one school. Varying amounts of data were collected
from three BSF Partnership schoai®nsure ‘credibility and trustworthiness’ (Creswell & Miller, 2000,

p.126).

However, my own school would be the primary organisation at the centre of this work. A succed€ful 11-

state comprehensive school in the North East of England, it grew from slightly below average size (970
pupils) to above (1025 pupils) during the timescale of the study. Pupils were described as ‘of broadly average’

ability on intake but leaveith attainment levels ‘well above national averagesing school league table
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measures. Statistic record #uhool as almost universally “White British’, while the number of pupils with
‘Special Educational Ne€ds above the national average, largely due to the school’s inclusive education
policy and a provision for pupils with physical disabilities. Ofstestidbe the school as ‘good’, and
particularly comment upon the quality of teaching, leadership and curriculum provision. The school’s
‘Inclusive Ethos’ is recognized and applauded.

The final design was therefore based on case study principles employing mixed methods ofdstancoll

carried out by an insider, with the potential for action and improvement in the traditiaosaof research.

3.4 The Plan

Despite the dramatic changes to the local BSF landscape since the original research plaposes, the

basic research methodology of the original proposal remained unchanged. The collection of quatiative da
through a series of semi- structured interviews with all stakeholder groups (Head Teaekbesst pupils

and ITT students) was conducted over a period of 2 years.

There was little, if any, evidence collected on what the impact of ICT was in these scho@$Bis#or

Schools would also go through a transition and development period during and after BSF, there would be no
specific ‘end point’ to collect data, although repeated attempts were made by PFS (PricewaterhouseCoopers

LLP, 2010).

3.4.1 Early Exploratory Research

In 2007 | had devised a questionnaire based sitidhe early stages of BSF implementation, 12 months
before this work was proposed. It ran with some success and was the seed that germinated into this work (P2).
I began to see it retrospectively as a ‘pilot study’.

‘It (data gathering) begins before there is commitment to do the study; back-grounding, acquaintance

with other cases, first impressions. A considerable proportion of all data issigristic, picked up
informally as the researcher first becomes acquainted with thé ¢8tke, 1995, p.49)

However the outcomes proved to be little more than a training needs analysis and lacked the insigght req

Thequestionnaires gave a large number of data items but what they gained in quantity they may have lost in
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depth and detadsthe ‘individual gets lost’ (Black, 1999, p.8) or there is ‘an inability to infer meaning

beyond the results achieved through statistical analysis’ (Castellan, 2010, p.12). Consequently, although the

2007 work was never really intended as a pilot study it essentially becaraedss@will be referred to as

such in this work (see 1.3 above).

The flow of development of this work is set oy

t in Figure 4: Development of Re

search.

3.4.2 Instruments

Three types of data were used throughout the research: Interviews, Questionnaires and Lessoro@servati

each offering a different perspective on the research question and helping in issues ofyraimbialidity.

In doing so | am drawn to the work of Draper and Nicol and their observation of the importance of

stakeholders.

‘To understand important transformative events, we must identify enabling conditions as well as
precipitating triggers. Cases and considerations such as these implicitly show the iniraiasge
of designing evaluations that see through the impressions of stakeholders (whetheroddrzted
bowered") to deteahange of real substance’. (2006, p.1)
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3.4.2.1 Interviews

The main research instruments were setmietured interviews. Interviewees were asked to ‘give me half an
hour’; in practice many ran closer to an hour. As well as having the important ‘face to face’ element
(Opdenakker, 2006) they allow for flexibility, sensitivity and for the collection gelamount of reliable
detail that it is possible to analyse, all be it not without challenge.

The World Health Organisation recommend the use of semi-structured interviews in the neestigaitey

medication use and, | would suggest, thane of their weaknesséesgsearcher needs to know something of

the local culture to capture the interviewees real megnisgactually a strength of this wotklardon et

al., 2004, p.28)Having accepted the value of a post-positive interpretive methodology, it would seem

logical to embrace a technique established as ‘useful for investigating complex behaviours, opinions and

emotions and for collecting a diversity of experience’ (Longhurst, 2010, p.112)Although interview records

represent recollections or interpretations rather than records of what abiygtigned, they at least gave

more rounded findings from a (small) sample and give a chance for reflection; they giviglatnimms what

people do and think.
‘We interview people to find out from them those things we cannot directly observe.....We cannot
observe feelings, thoughts and intentions. We cannot observe behaviors that tookgaee at
previous point in time. We cannot observe situations that preclude the presence of an observer. W
cannot observe how people have organized the world and the meanings they attach to what goes on in
the world. We have to ask people questions about those things. The purpose of interviewing then is to
allow us toenter into the other person’s perspective’. (Patton, 2001, p.340)

Although | understood the need to test both interview technique and structure it was diffiestithe tHead

Teacher interviewasthe pool of participants was small. As such | was careful to select as my first school

leader a colleague who | knew would have the time and patience to help me revise the structuveeof inter

as it progressed. | interviewed him in his own home; we had more time. The teacher questions were tested and

revised following a trial interview; to allow for some triangulatianodelled the questions for both pupils

and ITT student on these. All interviews were recorded digitally and transcribed (P5.1-4).
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3.4.2.2 Sample

The choice of participants used for interviews was from those whose roles were already edthpltsleir
membership of an identifiable group within their organization. This made access and dayaasier. This
non-probability or ‘purposive’ sampling, ‘selecting interviewees or focus group participants by virtue of
characteristics thought by the researcher to be likely to have some bearing on treptipes and

experience’ (Barbour, 2007, p.52) | hoped, would improve the quality of data collected.

In my initial telephone calls | explained the context of the meeting as part of this reseactbffdrdio

follow that meeting up with further work in their school should they request it. Howes@u|d never be

seen as an independent observer and researcher having already played a key role in the change process;
impartiality was not an option. This raised issues of both ethics and confidentiality. Indeed, dati@ing
largely qualitative methodology increased the risk of ethical problems. So, while followingrtbeal

principles of good qualitative research (Mason, 2002, p.45), participants who provided data were to
understand clearly the use of what they provide would be put. De Laine (2000) records evidence where a close
relationship between researcher and participant are exploitative if the purpose of the wsgkised in any

way. The way in which | was (and still am) perceived by participants was influenced by theiriparoépt

my role and the ethics of our professional relationship during and after the rethedricheeded to be fully
aware of (Floyd & Arthur, 2012).

Data was collected from:

e 4 Head Teacher interviews (P5.1)

Gaining access to Head Teachers for research purposes is not easy. Of the 8 available within thesladundarie
this study (the BSF schools), half were likely to remain out of reach due to the situatifouttegyhemselves

in; poor Ofsted reports, budget difficulties and moving to new post among them. | knew the other faur well
had worked with them on many occasions. Two were from one school, the substantive Head who was on
secondment to the LA and his ‘acting’ replacement. They readily accepted my request for an hour of their

time and confirmed they were pleased to help. My second interview was the first with addeadrTat his

school andvas my first attempt at gathering data for the whole project. The semi-focused style was, | thought,
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was well planned and explained. However, two things transpired to reduce the value of the ethgitheFirs
Head insisted we ‘walk and talk’ as he wanted to show me his newly opened school. The use of my digital
audio recorder was not appropriate. Making notes on the move was not a skill | had practiced. We only had a
short final conversation. Even this proved problematic when | discovered my new technology had failed to
record. | learnt a lot from this process; from the need to clearly state | wanted an interthevehecking of

my recorder. I came across some simple and practical advice about ‘technical issues’ too late for this first

encounter (DiCicco-Bloom & Crabtree, 2006, p.318). It was going to be unlikely that any ekseiteT

would be inclined to want to repeat the process. Subsequent interviews proved more productive. | was now
much clearer about the required outcomes of our interview. | emailed them the basic structure of the
interviews including the initial questions (P3.1) and explained the need to record tkeseation for

transcription (P3.2-4). This resulted in the interviewees arranging an approprate jpwcation for the

interview and allocating me a suitable amount of time.
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e 6 teacher interview (PR3

As a senior leader in the school, organizing teacher interviews was never going to be diffietitvas to be
crucial was the selection of those to be interviewed and the validity of the responses given ngmaideri
substantive role and the associated ethical issueswafigrobably the data item where ‘researching from

within’ (Floyd & Arthur, 2012) was a potential threat to its validity. As the senior leader witbrrsigility

for ICT at all levels (from the stability of the infra-structure to its role in tewrhnd learning) | ran the risk

of interviewees telling me what they though | wanted to hear. This made it imperative that | @aadieec!

context of the interview and the importance of honest responses that would support school improvement. For
this reason the teachers were taken faarastablished ‘Teaching and LearningrGup’. All were main scale
classroom teachers with full timetable commitments. The gsotgbe was to monitor their own teaching and
that of colleagues to seek examples of best practice and share that with the rest ofttivels§affCPD. They

had all been awarded small bursaries to carry out action research projects of their own. ébiysdugir

focus was on all aspects of teaching and learning and they had an embryonic interest and understanding of
research, although this alone could have set them apart as atipieaiver, | believe this did help address

the power relationship inherent in this context. My interviewees were fellow reseanciespathy became

a powerful player as we were mutually awaf@eur ‘moral integrity’ in ensuring research data was both valid

and reliable (Floyd & Arthur, 2012, p.10).

A pilot teacher interview collected a good set of data and the structure requiredtéitéiah for the final

set. The test interviewee also tested the questionnaire to check for compatibility.

3.4.2.3 Focus groups

The value of focus groups in qualitative research is well recognized (Longhurst, 2010) as they have their
flaws, particularly when used on their own; that was not to be the case here.
In advice given to those using Focus Groups in the study of the use of medicines Hardon et al offer the

following summary:

The strengths of FGDs (Focus Group Discussions) are:
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» The method is quick and cheap

* A greater pool of expertise is tapped than in individual interviews

* The contribution of one person often triggers others to share their views and experiences
The weaknesses of FGDs are:

* A skilled moderator is required

* The success of a group discussion is a bit unpredictable

* [n some cases one or more participants dominate; the views of others are not recorded and so are
under represented

* The depth of information may be limited. It is hard to probe one person’s ideas, as others also have
to be given a chance to speak

* Analysis of the information gathered is demanding

(2004, p.30)

For the purposes of this work they were structured in a way compatible with the-one-interviews

(Morgan, 1996), but providingway of ‘collecting data relatively quickly from a large number of

participants’ (Wilkinson, 2004, p.180). Both types of groups also had pre-evolved group dynamics. They had
met on numerous occasions before, and were used to free flowing discussions and exchange of ideas. Again
there are potential flaws in this design. | had obviously not selected a random sample (PSU, 2007), however,
their background did also offer benefits; there was little need to allow group dynamics tgpdevelallow

time to explain the context or concepts involved. The important feature wasethadeth able to ‘consider

their own views in the context of the views of others’ (Patton, 2001, p.386).

o 2 Pupil focus group interviews, 10 pupils per group (P5.2)

Student voice now plays a key role in both school self-evaluation and Ofsted reports (Jackson, 2004). Schools
therefore already have structures in place to garner the opinions of pupils, schools councils beingtan a
universal element. For the purpose of this work therefore these bodies provided establisheddipsus gr

With the many positives of using such groups (established group dynamics, meeting schedules and familiarity

with their roles and responsibilities) comes the fact that membership does not reptesetoss section of
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the population. While characteristics such as gender are obviously balanced, that of academgratdiility i
School Council members are by nature articulate and literate (at least orally) witli-tenfidence to act in
such a role. They therefore have attainment levels above the average of their peers. Tédwe dles Views
of the academically less able largely unrepresented. Certainly a potential flaw herevethiimixed ability
groups had been created the views of those less able to express their views would have been slippressed.
WHO advice accepts this potential flaw:

‘in some cases one or more participants dominate; the views of others are not recorded and so are

under-represented. The depth of informatiaty be limited. It is hard to probe one person’s ideas as
others also have to be given a chance to speak’. (Hardon et al., 2004, p.30)

Arguably then my approach sacrificed the group being a true representative of the population @ order t
achieve more complex and richer responses. Such ‘purposive’ or ‘judgmental’ samples, once identified, are

recognized and accepted as valid (Basit, 2010, p.52).

o AITT groups, of between 3 and 8 students each, from 4 HE institutions (P5.4)

Initial Teacher Training students are postgraduates on one year PGCE courses that incketehtiag t

practices or placements (DfE, n.d.). Students from all four of the HE institutions in the retiienstudy

undertook placements at the same time. Although they formed another group not selected by this researcher
they were from a range of subject backgrounds and educational pathways that would have been difficult to
assemble in any other way. The make-up of these groups was beyond my control, however it would have been
almost impossible to have constructed a better profile, in range of subjects and institutionsidicim sc

getting a’ bespoke’ group together would have been almost impossible. I felt they would offer ‘outsider’

views and also add to the comments raised by one Head Teacher who was pinning his hopes of transformation
on the next generation of teachers. Therefore, although not originally part of the retmatbleyprovided

an opportunity too good to let pass.
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3.4.3 Questionnaires (P5.5)

To help with triangulation and improve validity (Denscombe, 2007, p.134) a questionnaire was developed
with questions that related directly to themes coming from the interview analysis. Thstymdphad

consisted of a questionnaire (P2), largely to support the development of a CPD programme. Tihe atruct
this instrument was used as the basis for development of a new one to be used in this study. There was the
opportunity to use an on-line service for the one questionnaire set but this would poterdizdiieahose

who are less ICT literate (Wright, 2005), a group whose viewsatkdede captured; a printed questionnaires
was devised. The questionnaire required more amendments following its first test.i$be vevsion

received positive feedback and, having been reviewed by a teacher of English, had its use of punctuation
improved. It was issued to all teaching staff in the same institution, an 11-16 secoidaythat was the

most ‘mature’ in the BSF programme. There were potentially 70 respondents (the whole teaching staff). In

reality 67 were returned; maternity leave and long term absence accounted for the misging 96%p

coverage. Teachers who were interviewed were included in the questionnaire respondents.

In order to describe what ICT use that was tgldiace in lessons it was identified as ‘activities’, to indicate a
significant shift or change in what the teacher or the pupils were doing. An activities lisbmvpied to
construct the question as a result of the analysis of lesson observations. Teachers could t#tgr ver
suggestions other than those on a very predictable list. Most (95%) of the lessons obsereddvgoed or

better using criteria from the Ofsted framework,

3.4.4 Lesson Observations (P5.6)

Although they were included in the original plan, there developed a political backdrepda @bservations.
Teachers’ professional associations had collaborated to produce what they called ‘action short of strike action’
just as this phase of the work was about to begin. As this work develbped,observed’ became part of the
political football of the ‘work life balance’ agenda.

‘CLASSROOM OBSERVATIONClassroom observation includes observation during learning walks,

pupil tracking/shadowing, departmental and subject reviews, pre-inspection visits, dropeks, m
inspections and any other initiatives which involve classroom observation
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‘Instruction 1: Members should not participate in any appraisal/performance manageyoess pr
which does not conform to all elements of the NUT/NASUWT Joint Appraisal/Performance
Management Checklist and the Joint Classroom Observation Protocol

‘Instruction 2: Members should not participate in any form of management-led classroovatinser

in any school which refuses to operate a policy of a limit of a total of threevakises for all
purposes within a total time of up to three hours per YU T, 2012)

As a result, my original ideas for observing lessons had to be revised as it was not possible ta add ext
observations unless individuals volunteered. This would have not provided a valid sample as those who would
have offered their lessons for scrutiny would have been more likely to be both supportive of my philosophy
and positive in their approach to the use of ICT; they would likefgnthusiastic innovators’ (Higgins et al.,

2007, p.214; Cogill, 2003, p.8). My solution was to utilize observations conducted as part of the normal

review cycle through which the quality of teaching and learning was assessed across the sabiadlly itCr

was important to not just observe the ICT use in isolation. It was vital thatdesmsdneaching and learning

were seen as a whole, with the role played by ICT seen as one of many contributing featua¢éso fiklped

solve the ethical issue of the use of observation outcomes. The primary function of the iolbseashot

altered in any way by this research; the impact of the use of ICT was analysed separatelyrarssdrhere

without any impact on the individual teacher. The total number of observed lessons (107) is itgFigaet |n

ﬁard sample observation form in P5.6.
To validate my lesson observations | successfully comptete@ambridge Education 5 day ‘Effective
Classroom Observation’ course (Cambridge, 2014) where effective refers to the Ofsted criteria rather than

research validity.
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Figure 6: L esson Observation Numbers

Subject Area Number of L essons Observed
Art and Design 4
Design Technology 7
English 16
Humanities 14
ICT 6
M athematics 14
Modern Foreign Languages 10
Performing Arts 7
Physical Education 11
Science 18

Total 107
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3.4.5 Validity and Reliability

There are a number of important features of the design and methodology that were key to enslityng val
and reliability. Relying largely on interviews can potentially leave the research conslugieras

unfortunately there is no way of verifying what interviewees tell you is a true refledttbainthoughts and
feelings (Denscombe, 2007, p.200). All of the interviews were conducted by the researcher. This ensured
consistency and a first line validity check as | was face to face with the respondents, able to pickthp all
verbal and non-verbal associated with such situations. Those interviewed were all capahbhg glairgible
responses to the questions; their views would be valid. Transcripts were checked for accuracy with the
participant, however this simply checked at a surface level accuracy. Interview data veadledsed from

individuals whose responses could be checked against others from different institutions siopiafes

background (Figure(5). Interview transcripts were repeatedly analysed while listenivegdriginal

recording. This was particularly key if the original transcription had not been carried ouskif;neyrors in
transcription were detected and corrected. Themes that emerged were cross checked adtuss all of
interviews to ensure they were representative of the sample as a whole. In order to introduce a
‘methodological triangulation’ (Denscombe, 2007, p.135) the questionnaire was designed to check some of
the themes with a large sample (i.e. all of the teaching staff) from one interview groom(B2006, p.105)
Finally, the results of the lesson observations were used to validate findings from the interviews.
Consequently my evidence trail was constructed gradually, with themes being modified an@ addeatch

new piece of evidence was collected in a process of ‘analytical induction’ and avoiding any threat of

‘consensual delusion’, when ‘everyone agrees that more is happening with outcomes than really is” (Miles &
Huberman, 1994, p.261).

The design of this study and the analysis of the data collected do, | would hope address the issues of both

validity and reliability in the context of a mixed method study.

3.4.6 Practicalities

Not long into the transcription of the audio recordings of the interviesady lost my ’transcription team’ of
two NVQ students whose placements came to an end. Left to do if iiysded reading back the remaining

interviews into ‘Dragon Dictat€ to achieve a transcription. This technique needed some refinement but
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worked well enough to speed up the process. It seemed natural to turn to somg‘éomputer-assisted
analysis of qualitative dat§CAQDAS) (Silverman, 2009, p.252). Following a training session on the use of
‘Nvivo’, | decided this would be the tool of choice, as is an increasingly large section of theiggialitat
research community (Jones, 20ad)support the analysof interview transcription data (Gibson & Brown,
20009, p.176).

Already having usetKeypoint software for the construction and analysis of questionnaires, | continued with
it to automatically create and analyse results templates (P5.5). This negateédho use any third party

tool, although some of the graphs were manipulated in Microsoft Excel.

3.4.7 Evolving and Approach to Analysis

Using Miles and Huberman'’s three concurrent flows of data analysis, i.e. reduction, display and conclusion

drawing (1994, p.10) and adding the parameters of this project to it (Figure 6) gives an overview of m

timeline.
Figure 7: Data Analysis Flow M odel
Basic collection period
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Morse believes that all qualitative analysis, regardless of the specific approaciesnvol

comprehending the phenomenon under study

synthesising a portrait of the phenomenon that accounts for relations and linkhgegséspects

theorising about how and why these relations appear as they do, and

recontextualising, or putting the new knowledge about phenomena and relations back into the context
(Morse, 1994, p.26)

With 16taped interviews to transcribe and analyse, the ‘synthesising’ or ‘data reduction’ stage proved to be

the most challenging. This largely involved the coding of the interview transcripts. | was eddsgurhat

appeared to be a consensus among the research community that coding was the only route to take, ‘for coding

is analysis’ (Miles & Huberman, 1994, p.56y at least ‘a crucial aspect of analysis’ (Basit, 2010, p.145).

New to the process | obviously needed to ensure | embarked well informed.

Any researcher who wishes to become proficient at doing qualitative analysis magbleade well

and easily. The excellence of the research rests in large part on the excellence ofStoalisg, (
1987, p.27).

Although there was plenty advice to be assimilated (Saldana, 2012), | was still surprised to thecover
conflict in the world of research methodology persisted, even at this operational level.
But the strongest objection to coding as a way to analyse qualitative researdéhvisteswvot

philosophical but the fact that it does not and cannot work. It is impossible in praciicieer(R2011,
p.80)

There was a big enough body of evidence (Saldana, 2012) to convince me that coding was the right approach
to analyse the data and facilitate interpretation. That is not to say | was hoping to subsbnswue toa

quantitative approach. There is a danger that the use of an inflexible approach can lead to ‘qualitative

positivism’ and a ‘quasi-statistical analysis style’ (Crabtree & Miller, 1992, p.18). Indeed | was determined to

keep a strong ‘qualitative description’ facet to the analysis (Sandelowski, 2000) and resist positivist pressures.
How to approach the coding process was the next question. Some themes (e.g. transformation) were pre-

determined by the research question; consequently some of the coding template was determined by default.
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However, it its accepted logic that coding needs to develop as the analysisesppérticularly if ‘coding is
a heuristic’ (Saldana, 2012, p.8My approach was to start with some initial codes or a ‘start list’ (Miles &
Huberman, 1994, p.58Mat is those that arose from the research design itself and then ‘refine and modify’
them during the analys{€rabtree & Miller, 1999, p.167).

| concur with Strauss when he contends that coding:

Both leads to and follows generative questions.

e Fractures the data, thereby freeing the researcher from description and foteipgetation
to higher levels of abstraction.

¢ Is the pivotal operation for moving towards the discovery of core categories?
o Progresses towards ultimate integration of the entire analysis.

¢ Yields the desired conceptual density, i.e. the development of codes and the relationship
between them.

(1987, pp.5556)

Consequently my coding techniques largely followed those outlined by Saldana (2012, p.74estirdra
always coded (Saldana, 2012, p.55). The nature of the data and subjects involving pupil groupslar parti
meant coding was lgely ‘In Vivo’ or ‘literal’ (Saldana, 2012, p.74) although | was aware of the risk of over
reliance on this strategy limiting future, more detailed analysis. This approach wouldrsloading of the
data to support and keep the ethnographic and interpretive dimension of the work rattimetitan it.

The final coding template therefore evolved over time and coalesced into themes and theories.

Initial coding (Saldana, 2012, p.8%jarted with 5 basic codes (derived directly from the research title) and
plan, aother 6 emerged from the ‘first cycle’ (Saldana, 2012, p.45). This may have been the result of the
sequence in which the transcriptions were analysed. The interviews were not conducted (and therefore no
analysed) in category order; the subjects became available at different times over thietéitnphase that
was almost random in sequencieBubsequent impact on analysis can only be guessed at; my feelings are
that it was positive. New items added to the code template forced the re-analysis of aaslieipts; themes
started to evolve under whicldes could be categorized in an ‘iterative and reflective process’ (Fereday &

Muir-Cochrane, 2008, p.83ndeed DiCicco-Bloom suggests that analysis and collection should occur
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concurrently so that sgiting and questioning can be ‘informed’ (2006, p.317) and that this iterative process
should continue until no new codes or themes emditge majority of coding categories derived from
interviewees’ perspectives and beliefs; titles were therefore largely related to their ‘values’ (Saldana, 2012,
p.89) straying into dramaturgical (Saldana, 2012, p.102; Berg & Lune, 2011) territory, speaifioatly

working with data from teachers. Practically, the 6 stage process of data coding described by(Zed&jay

p.84) offers a cleefit to the strategy used heye (Figu1e 8).

Figure 8 : Diagrammatic representation of stagesto codethe data, after Fereday, 2006, p84

Stage 1: Developing the code manual or template

Stage 2 Testing the reliability of the codes

Stage 3 Summarising data and identifying mnitial themes

—
Stage 4: Applying template of codes and additional coding
Stage 5 Connecting the codes and identifying themes —
Stage 6: Conroborating and legitimating coded themes —

3.4.8 Data Analysis

There is no fixed approach to data analysis, ‘Analysis is a very personal act’ and ‘a rather intimate and

exposing process’ (Gibson & Brown, 2009, p.193). Data was initially analysed by interviewee group. This
approach allowed codes and subsequently themes to evolve. The transcripts were then re-anahytesl, not
original category order but from the perspective of these themes to ensure nothing washntiesedginal
analysis pass. Themes emerged throughout the process; some were merged or became sub themes. To
illustrate this, Figure 8 lists the first two coding stages. Themes frequexrscgrass referenced with the
sources in which they were identified (Figure 9); | have presented a discussion resulting frotadesthThe
‘group’ analysis is presented largely to explore their context; the ‘theme’ analysis attempts to draw together

the evidence from the different groups.
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Figure9: First codesfrom initial analysis

Initial codes

BSF
Transformation
ICT Infrastructure
MSP

CPD

Codes added after first analysis
Positive effects

Negative effects

Teacher confidence

Teaching and learning
Pedagogy

Communication

Future Developments

Figure 9: Theme Frequency

Code Sources Frequency
BSF 8 27
Communication 11 43
CPD 9 69
Future development 4 11
ICT Infrastructure 6 19
MSP 7 41
Negative effects 12 85
Pedagogy 4 11
Positive effects 14 168
Teacher confidence 14 74
Teaching and learning 13 121
Transformation 12 27

Figure 10 attempts to show the relationships of codes at a much later stage in the analysis and some of the
major themes that started to arise during what was primarily an iterative process. White pos

guestionnaire responses were linked to support validity.
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4 Chapter 4: Research Findings

In this chapter | will explain what the evidence | gathered from Head Teachers, teachers gt future)
and pupils from 3 schoola & “Wavel’ BSF project might indicate about the transformational impact of the
ICT component of BSF. | have outlined how | evolved my own methodology for analysis above, and now

offer an interpretation of the outcomes of that analysis.

4.1.1 Analysis by Interviewee Category

Deciding to perform an initial analysis by interviewee type was my first appraadbing this before the
theme approach would serve to gather some context for each group and to further develop titbahemes
could subsequently be ansfdin more depth. When quotations from interviewees are used, they are

referenced by category (HT, T, Pu or ITT) and numbered so as to distinguish individuals.

4.1.1.1 Head Teacher Interviews (HT)

School improvement was (and is) the main focus of Headship. Interviewees were steeped in this process and
its complexity. For a number of years they had been involved in a culture where the quality of teadhing
learning had become the accepted focus, driven by the school improvement agenda and Ofsted criteria;
consequently their observations of teaching and learning were (and still are) summarizsichagséribed

criteria meaning any classroom activity would have its impact judged against theifigangly, BSF took

place in this landscape, an environment of accountability based on headline measure outcomehbélétgely t

of pupils obtaining 5 good GCSE grades including English and maths) and OFSTED grading. This now
existed alongside the expectation of transformation and innovation, all of which they wererasgelysible

for. Consequently Head Teachers were locked into traditional organizational straciti®stems

determined by curriculum and exam performance pressures that they perceived to be at odds with BSF

expectations of being modern, different dramsformational (on page 8 abgve

‘We have a reality of an exam bound system and informative assessment system; often pegleon-hol
into subject areas and that’s going to take a significant time to change it; if there is a will to change
it. We seem to be moving in the opposite direction at the mintH&1)
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This illustrates an awareness of the tensions and conflict generated when trying to bentediosfal in
pedagogy while being measured against traditional outcomes as ‘different reforms neutralize each other’
(OEDC, 2001, p.105) (see 2.2 abpvEhey were also very aware of other key aspects (curriculum, timetables,
class size and examination systems) that were outside their influence, the non-manipulats/esfacted to
by Afshari et al (2009).

Significantly this group found separating BSF as a whole from the ICT component difficudlygsc¢tured
the project as an entity. They were able to discuss theiraotésctoricians and marketeerasthey
simultaneously extolled the virtues of BSF to both their internal (teachers and pmpgilekternal (parents)
markets (Hartley, 1999, p.311), while shouldering the burden of responsibility for the prieticdldelivery
of their BSF projects in their new found role of project management (Moore et al., 2002). tettiery
vision statements (P1.1) on the expectation of ICT they were, in reality both realistatizrsceptical as
having taken the BSF millions they were then faced with the task of delivering what BSF waiggxpect
without any ongoing help, guidance or support and in a particularly short timescale.

However, Head Teachers were naturally excited by the prospect of BSF investment. Theyenere abl

articulate that enthusiasimtheir ‘Vision Statements’ and accept the fact that ICT would have a role to play.

“...it (ICT) allows you to transform the learning environmie(T1)

In qualifying ‘environment’ they discussed their attempts to introduce modernity to the physical nature of
school buildings and ICT infrastructums| believe they saw the potential of ICT to change the way in which
teaching and learning was organized, although they never did articulated their idea$ amdetahsequently
the talk remained at a top strategy level, often withr¢hese of the language of their vision statements.
BSF as a whole was therefore seen as having massive potential as a change agent in helping schools move
forward, but without the detail.

‘l think we felt quite confident within the school that we had the vision, the ideas, anddtiegtra

knowledge to begin that fairly long term plan of putting in place a transformagdnaational
provision for young people(HT3)
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However, they were honest in describing the reality of the actual process as driven by &iSogused on
bricks, mortar and procurement, leaving them to deal with the teaching and learning revolution.

‘1 think, in essence, the BSF project was a building project and depending on the leadership view in
the $hool, they either grasped the transformational opportunities or they didn’t’. (HT3)

The concept of transformation was not dismissed; far from it. Consequently they touched @nrhei

definitions, significantly making learning relevant and engaging was a goal they couldcalbeti

‘The idea of transforming teaching and learning is something that you hear a lot abatgtitit
means really is making the learning experience of young people relevant to them.e/drat w
moving in to is an era where by how we can operate and deliver {HaB)

So, importantly a chance to use the technology to make the curriculum more contemporary and accessible was

perhaps shaping a definition of transformation rooted in the experiences of the children.

‘...transformation has got to be in what the children @4T4)

Evidently they wanted their new schools to be different and better, although the detail of how this would look
and work in reality remained elusive, a position that reflects the ongoing confusion aroundrtratisfor
They were able to consider that ICT could play a major role in the future of teaching anubl&artni

understood it was only part of a much bigger picture.

‘But it is not about ICT per se, it is about how we, as schools and school leaders, and much more
importantly teachers in classrooms, use that ICT to transform that learningeaggei(HT3)

In contrast there was also some scepticism about just how much over reliance was being placeteaft the ro

ICT as a transformational tool.

‘ICT is perhaps being put too much at the forefront of that debate about transforming learning
(HT4)
Theywere possibly beginning to identify technology as one of the ‘wrong drivers’ of change (Fullan, 2006)

and sadly, it was impossible to ignore their feeling of disappointment of the realignibeged after the
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visionary rhetoric. Practicalities dawned as the ICT systems they were promised wowddttieliplatform
for transformation simply did not live up to expectations, thus reflecting numbédfdlai’s ‘wrong

drivers’, ‘technology: investing in and assuming that the digital world will carry the(2ag1).
Consequently | was left with a feeling that as a group they had been somewhat naive from the start in

believing the faith that had been placed in ICT from the start.

it's not nearly been transformative ygHT4)

Worse still was the feeling they had of a negative impact of the ICT on running of theirssehddhe
classroom. Poor reliabilitggystems were regularly ‘down’ at crucial times internet connections variable in
speed) and functionality (VLEs were inflexible, software packages restrictivé)dafstaff feeling let down
and frustrated. In the days and months after opening it was felt that an opportunity had been missed,
consequently they were able to offer little hard evidence of any positive impact of ICT. Thazgedg tlue
to two factors. Firstly, the poor reliability of the service (See 4.1.2.1 below) had given stéats&econdly
there was the realisation that any real impact would take years to achieve, even whelicthesartually
did work as expected. They still held on to their vision statements that transformaibartdwould be
achieved but this remained at the level of vision rather than the practical; afteydilad written statements
of intent, but these were yet to be realized. This was evident when looking at the school fudtbest i
process (two years ahead of the rest), where the Head was beginning to see the benefit.

‘increasingly we see very good practice around using ICT to enhance the teaching and learning
experience for pupils in the classroamt is pretty embedded now’. (HT?3)

Interestingly he uses the term ‘embedded’, suggesting use that has become part of normal practice rather than

changing it in any way. This is the school in which the lesson observations took place; the @indlgsis

data|(Figure 2Psupports this this assumption.

The fact that the BSF programme became largely a buildings project has been discussed at nuntsrious po

this work. This was confirmed a number of times by Head Teachers.
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They all referred to the time and effort put into issues of construction in comparisatihing and learning,
again illustrating the clash of priorities and values between the schools and building ocm)tveth the
imperatives of the latter to deliver on time and budget coming out on top.

As educational professional they had little or no experience in managing large infrastrugaos jput were
thrust into the position of managing the interface between contractors and teaching and learnitign &qoosi
which they were ill prepared. As a result, | believe they succumbed to the pressures of dealirgy with th
practicalities of construction process procurement deadlines (potentially becaussigliscemake decisions
around the colour of door furniture) rather than the infinitely more complex ones around tleeofidiigr

future experiences of their staff and pupils.

The danger is that it all becomes about the building, the walls, the guttering and door ’handles
(HT2)

I am not sure if they even challenged PfS about this imbalance in managerial capacity. They @$ raise

matter of concern just was how much of their own capacity and that of their schools was soaktdtksg by
business values in comparison to their core business of teaching and learning. Any incnesaed t

expertise being devoted to the educational side of the divide would have to come from existing budgets. Over
a three year timescale these cost would be considerable (calculated at upwards of £150,000 in paadchool

meant some reduction in the final provision, ironically possibly fewer computers for sigitipiis.

On completion, the new technology environments were not universally welcome. Heads talked fondly about
the systems they had prior to BSF, the technical staff they had managed and the control they casld exert
previously their schools had been autonomous in all aspects of their ICT use; consequelathgehtsd

their loss of influence.

‘With BSF we've lost that, it's all distant. The managed service could not do anything as well as he
was already doing (HT4)

Again there was unanimity in the feeling that they had more in quantity but had not been matched in

functionality or quality of provision. | would also argue their understanding of how to tiess ther
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increased provision in teaching and learning was limited at best and that the MSP was infdrettedt.
This observation is supported by data from all the other sources in the discussion to follow.
For all but one of the schools, working with a private provider was a new experience, and ngtanitiall

positive one.

‘......managed service. I think that has held us back’. (HT3)

Thecomplex and expensive procurement process had engaged an MSP on a 5 year contract. The reality was

that once signed, the contract left little room for negotiation.

‘BSF forced us to look at a managed service and have to engage with what they werer affeeing
than what we wanted(HT1)

Schools were given little choice but to accept a ‘product’ misrepresented as a ‘service’, with a contract that
was detailed around what they would get rather than what they could ask for.
In contrasting their vision statements with the reality of what they had received, it was bignesto feel

their disappointment.

‘l think part of the problem was my expectations were too’hi¢HT4)

This is one occasion when a Head Teacher almost began tam#pology to explain perceived failures in
the results of aspects of his BSF projects, he even suggested it should havedweprise that there was

little in the way of expertise on the activities of classrooms coming from within BSF.

‘I don't think it was BSF''s job to tell us about the teaching and learning’. (HT4)

The result of this was schools tried to incorporate CPD around the use of ICT into their seotd
improvement work, resourced from their own budget and capacity, (as the capital funding $at thith the
MSP) in the hope that teaching and learning would be enhanced. As such there was a clash of prorities (se

5.5 below) between multiple agendas.
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Perhaps more perceptive than PfS, Head Teachers understood that at the heart of any charigg amtkach
learning was the quality of teaching, an observation that recurs through both litévétKiasey, 2007) and

my data.

‘...much more importantly teachers in classrooms use that ICT to trartsfattfearning experience
(HT3)

Teachers accepted their key role and understood it was up to them to make best use of the technology.

1 think it is overused in certain ways but | think it's more about the usetharse (T1)

Head Teacher were clear that in the right hands ICT was capable of being a major playeirng thalBSF
vision, and that was the most important factor, just like any other tool. Once again, good teahhbBes wit
right skills set were seen as essential in any change process (McKinsey, 2007). | believe #neai®fn
expertise that MSPs had little understanding of; yet they had been allowed to bid for school IC3 pyagect
government who either assumed they had, or were being driven by, their newly found faith in the private
sectots ability to deliver (Selwyn, 2010, p.73).

1 think it is capable of helping; you've actually got to have the staff who haveegaght skills and
the willingness to transform’. (HT4)

This comment from HT4 is significant as he touches on the complex inter-relationshipré&taeher
confidence, CPD and the conflicts within teacher professional lives. HT1 raised whigrtesir® as

‘possible unintended consequence’ of BSF. When talking about teaching staff readiness to embrace their new
environment he detailed how many experienced staff, getting close to retirement, brought the desiaidn f
and left, taking with them years of experience. Although the new younger staff who replaced them, he felt,
had much better ICT skills and could potentially deliver the change, he worried about the lossiefiexper
that would have been there to support them at the start of their career (Fink, 2003; Rice, 2@ff0) as st

turnover does not come without cost.
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The hidden costs related to the turnover of school staff that takes place eweiryryany schools
can also take toll on effort to sustain and deepen the implementation of any imprgvesgeamme.
(Hatch, 2000, p.9)
So, as strategists and operational managers Head Teachers did offer a comprehensive view of the big picture

and so touched on all of issues that follow in this analysis from BSF planning, building and the engagement of

the MSP to the nature of the teaching and learning that took place in their new schools.

4.1.1.2 Teacher Interviews (T)

Six teachers were interviewed from one school. All the teaching staff from the same school also filled in the
guestionnaire. This section sets out to analyse the interviews and reference will be madeotmgires
responses if they are relevant to particular points or comments made.

There was overwhelming acceptance of the indispensable role of ICT in the lives of thevites. The

guestionnaires supported this (Figurg 15) in that even those in the later stages ofdbeintae less

enthusiastic about some aspects, reported that they felt ICT allowed them to be more productive (P2.1
Q6&10). Efficiencies had been made in preparation, communication and sharing of resources. Access to a
range of commercial and free teaching materials that could be retrieved via networks and asstdonb

was labour saving. The production values, including multi-media content, were of a standard beyond that
which could be created by any one individual. However, teachers reported using suciesésoiwhole

class teaching’, giving them not much more than the ability to display colourful and animated teaching
resources as compared to their older more static ones. This was perceived as ttinsfdrim the early days

of the IWB (Brna & Cooper, 2003; Thomas & Schmid, 2010a, p.89) and it certainly featured as a positive
change from the perspective of pupils and teachers alike, but | feel it was more of a multimedia enhancement
to current practice when | observed lessons. In short it appeared that teachers had no more than a

technologically enhanced blackboasdvhich pupils were asked to ‘pay attention” (Brand, 2010), a

conclusion suppoed by my observationseachers” assessment of their own pract|ce (Figurg 19) and my

observationg (Figure 2@upport this conclusion. Display of all types is at the top of both data items,

indicating at the start of lessons at leagassive role for pupils; one teacher was very aware of this;
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“...well its counter intuitive to teaching isn’t it. Its people staring at a screen.’ (T6)

This seems rather dismissive, pupils ‘staring at screens’ is not how I would have recorded my observations as
‘staring’ seems a little extreme. There was certainly a lot of material displayed, some of it b&t&irhply

required reading but a considerable amount offered stimulus (artists work, results of experiraenis, lit

guotes, video clips) that required comment and discussion. Arguably all of this could have been done without

technology, much of it on paper (indeed some staff used both) but | have no doubt that classroorriateracti

were enhanced; pupils confirmed thég¢4.1.1.4 below).

More than one teacheiiked about the ‘comfort zone’ they had settled into

Figure 10) while one reflected on the value of digital displays in general. Once they had becomesiaaniliar

confident with enough of the new ICT systems to meet their needs, they stopped seeking any further

development of their skills (Gu & Day, 2007).

Q9. Tick all of the tasks you use ICT
for in your teaching %

Something else?
Accessing a school Intranet
Allowing pupils to complete learning...
Using purchased educational resources.
Displaying WWW pages.
Sharing pupil work for peer assesment.
Displaying multimedia resources.
Monitoring pupils as they complete...
Interacting with pupils via handheld...
Displaying lesson objectives.

0 20 40 60 80 100

Figure 10: Questionnair e respondents by teacher use

They could elaborate on how they could move from a passive role for pupils and describe how these displays

were being used to facilitate classroom interaction. There was a lot of evidence irattoestigiport this.
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“..... it’s really important the students can engage with work visually therefore videos are often shown
to students which they interact with’. (T3)

‘l use a lot of quizzes and interactive material using the voting pads at least aeek with each
class. | use it quite a lot for formative assessments. Other than that, even dihgroldss based
activities | would have some pictures or some keys words up on the board, just the colours and
everything’. (T4)

‘...stimulating discussion or stimulating understanding or provoking an emotion or response from
them rather than as a tool for them to use as a lot of what they do is hand wfittgn

Consequently, there are two almost opposing observations on the impact of the use of multi-media displays;
either they stimulate and improve engagement or they pacify and entertain. Thegeddtlthey do both, in
the hands of the creative teacher the former is more evident (and more frequent), used byttlzokeevert
skill set ‘pay attention’ and ‘edutainment’ are the norm.
The ability to offer a range of displays and quickly change between one and the next added the all-important
pace much praised by Ofsted that began to produce an almost a convergent evolution in lesson structure and
design based around 6 steps:
1. Objectives displayed
2. Lesson stimulus (image, video, text)
3. Tasks(s)
4. Sharing of outcomes
5. Outcomes matched grading/level criteria
6. Return to objectives
Obviously, my observations took place following agreed protocols and grading criteria (P5 lasanayt
well have pushed lesson planning into this direction. However, teachers were deliveringeywhhbtght
were their best lessons, matched against agreed expectations; whatdssthe wse of ICT in that context.
One significant contribution was the ability to simplify and enhance the process of peanasséitsm 4
above). The new (Ofsted) imperative to show progress in lessons necessitates the abilityate iusts or
grades of current work and how it can be improved. Written work was displayed via visualiserskart wo
photographed or scanned and performances videoed subsequently to be displayed and evaluated by the whole

class.
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‘l filmed a speaking and listening presentation and was able to show it back to dossessfreent
and peer assessment as a class’. (T1)

‘[ use it quite a lot for formative assessments’. (T4)

Classroom monitoring software, with its prime use having evolved into classroom contrdlgcking what
individuals were doing on their computers and locking them out of specific programmes or internet ®ols) wa
in the right hands, being used creatively to display work in progress and asses it colletigelge of
technology to allow instant formative feedback (Cooper, 2010, p.4) exploring current attainmentrantkthe
to the next level or grade (Looney, 2010) hinted at the possibilities of transforralitiongh of what was
arguably a very much tried and tested teaching and learning technique. This observation causetente to ref
on the possiblaced to introduce a ‘scale of transformation’, ranging from a low level use of technology to
modernise existing practice up to the high end of a radical change in strategy and process, &t idea | w
develop below.

Teachers were only really best placed to offer an end user view and in doing so were ultinggeigly la

content with their new environment and systems. There were however coming to realise that the ICT was
largely a ‘curate’s egg’ in that some parts of what was offered were welcome, others less so. As if to reflect

my thoughts of a transformation scale, there was more a feeling of modernisation rather than tramsformati
This is hardly surprising give the recurring themes of entrenched school organisatiomessesgimes and
pedagogy.

Indeed, the data collected indicates school organisation and classroom practice were ittt diffae new
schools in comparison to the old ones. This is of course because, although they may have been new or
refurbished buildings, management, staff and pupils were simply transferred (or iarisptanted) along

with existing systems, structures and pedagogy. As such, apart from assimilating the new envandment
making it work within familiar practice there was little pressure or need to change.€eHueRdcher’s

observation of ‘embedding’ is pertinent here; teachers took the new technology and used it as much as was
needed to allow them to continue as before. Some did respond to the catalyst and were able to develop the

practise as a result, most resorted to finding their level of competence and settled there.
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The inclusion of the questionnaires in this largely qualitative work aims to support theyadiditeliability

of the study| (3.4,

in sections throughout this report where relevant.

5) not least in the analysis of the teacher interviews. Individual questysisaméibe used

What the responses did show was there had been little staff turnover amongst (72) teachers isttlgy case

school since the start of BSF, the embryonic study and this work; very few had left. School growth had meant

an increasing roll, largely of NQTs (Newly Qualified Teachers). The staff profilelveasfore one of

experience and familiarity with the schqol (Figure 11

and Figure 12), with a relativelyyraumber of new

staff at the start of their career.

Figure 11: Questionnair e respondents by teaching service

Q1. How long have you been
teaching %
20 years or more
11-20 years
6-10 years
3-5years
Less than 2 years
0 10 20 30 40 50
Figure 12: Questionnaire respondents by servicein this school
Q2. How long have you taught in
this school? %

20 Years or More

11-20 Years

6-10 Years

1-5 Years

Less than 1 Year

0 10 20 30 40 50
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This gave a good opportunity for reflection on the progress teachers had made in using ICT and the potentia
to ask questions around chanNeny respondents and interviewees had ‘before and after’ experience to draw

upon.The ‘top line’ results from the questionnaire can be found in the portfolio (P5.5).

4.1.1.4 Pupil Focus Groups (Pu)

This group provided consistent reference to what they considered were the more positivefilddact o

Question: Is it making a difference? Answeéfes’. (In one voicg
They also prove to be very aware of the approach their individual teachers took to ICT wmeslpbvi
analyzing and discussing their methods on a regular basis
‘(they use ICT)...not @ lot, but a ltle..... It is about their preferred teaching style and what you are
doing in the lesson(Pul)
They were acutely aware of those teachers at the low end of confidence and skill and therefatteenesde |

of the technology;

‘Some teachers hardly ever use it. Not very often’. (Pu6)

The classroom is a stressful and high powered environment and the sources of that stresslyary great
depending upon a multitude of factors (Klassen & Chiu, 2010). Successfully managing that enviroament is
key to successful learning, though while it that may not be explicit on lessoritptaagriority for all
teachers. Consequently, including an element of a lesson that teachers are not confident with, or even worse
may not work, is unlikely to happen as it may lead to that all important control being lost.
‘The majority ofteachers’ first priority is to maintain order in the classroom and to have a controlled
learning environment. Any suggestion of adopting very innovative teaching technigues such as using
ICT is therefore seen as threatening this orderly pattern and therefore notldeSinake is a

genuine fear amongst many teachers about ICT and seepifGts value to their pupils’. (Cox et al.,
2000)

Pupil P6's observation above (and those of others) fit well with those outline in the literattiew|(on page

) What they are seeing is the end result of the effect of ‘manipulative factors’ (Afshari et al., 2009),

‘external pressures’ (Cox et al., 2000) andack of time’ (Preston, 2004). | have previously commented upon
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Bectds research evidence and their acceptancéhefsignificance of professional developnigtcrimshaw,
2004, p.5); the same report notesfavourable school level factors’ (2004, p.4)I suggest that ‘classroom

level factors’ need to be included as it is here that all of the influences and pressures become focused resulting
in the classroom experience of both teacher and pupils.

While pupils expressitheir frustration they also sympathised with their teachers:

‘If you think about it, everyone always struggles. If you get something new and you don’t know how
to use it, you re always going to struggle unless you know how to use it. (Pu2)

They were potentially seeing the outcomes of the training gap felt by their teachers, a phenomasnon | ha

edablished as not unique to BSF (Day et al., 2008)

‘I don’t know whether teachers get trained but sometimes they can’t do something on the computer’.
(Pu2)

Supporting findings detailed as a theme later in this report, they described teachers resthrtingcomfort

zoneé; using software that they were reasonably confident with.

‘l do think a lot of teachers rely on PowerPoint. | think it is what #helycomfortable and confident
with’. (Pub)

This they thought was not always a good use of ICT

‘...when you do PowerPoints it is not as beneficigtu2)

They talked about things being ‘easier’ for teachers and lessons being moéneteractive” (McLoughlin &

Oliver, 1995) because of the IWBs. Some talked of more independence when completing tasks and more

interaction amongst class members;

“....there is a lot wve class participation’. (Pu2)
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At first this observation is at odds with my own when I talk of ‘pay attention technology’ {on page 2L and 81

above), however, it simply further illustrates lack of clarity around the language used tbelekssroom

activity. Their description of ‘interaction’ may not comply with that of those who observe lessons for a living

but none the less they did notice a positive difference.

Their final recommendation to tineHead Teacher was to improve teacher confidence.

Pupils from the second school had had longer (about 2 years) in an ICT rich environment. This showed in
their responses. They talked about a much wider range of subjects and uses of ICT. However, there was still
an emphasis on completion of written tasks, internet searching for information and oVese coftware

by the same staff, not always to their benefit.

‘In Maths— I don 't think it helps at all’. (Pul)

As another important group of consumers the observations of pupils are, in my opinion never given enough
room in educational research findings and it could be argued | have not done a great deal to change that in this
work. However, the two groups of pupils provided evidence that almost on its own, encapsulated the whole
story of BSF and the impact of the ICT component, even accepting their limited knowledge and experience.
Excluded from the planning process (except from an almost patronising involvement in colour saigmes
furnishing), they seemed little affected by the implementation and upheaval it caused. The massise in

the number of devices available had a major impact, the use of online and communication platforms much the
same; their frustration at the inadequacies of some of the systems was palpable. Their observagons on t
range of teacher skills and confidence matcheddhiite teachers themselves and my observations. Were

BSF to have continued, the pupil voice resource would have been one of the first places topgioforimel
strategist as they planned tieases of BSF or ‘waves’ as they were referred to. The changes in the use of
technology, the rise of social media, the move to portable personal devices (or even wearabtgigcmeol

all shaping the lives of young (and not so young) people (Facer et al., 2003); consequenibwbeaiegd to

be sought. These changes will then need to be reflected in their time in school bnivdoige may become

perceived as increasingly irrelevant.
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4.1.1.5 Initial Teacher Training Students (ITT)

These groups were not part of the original research plan but were included largely duetontieats of

HT2 who placed a lot of hope on the next generation of teachers having the ICT skills to makesusewef hi
teaching environment.lfhough his initial observation was that this was proving to be the case he also
accepted their acquisition of the skills in dealing with current classroom issuesingir developed, the very
skills his departing experienced staff had. | wondered what the ITT students thought aboutttidse Ass a
readily available (and constantly changing) cohort of ITT students on placements in my own school, it seemed
appropriate to included them in the data set, therefore 4 cohorts of ITT students were interviawepsas g
This is however the data | am most sceptical about as the respondents had limited experience tcacall upon
what they did have was very specific to their own context. Significantly, not all ITT studemiSan age to

be considered ‘digital natives’ by default. Mature students can be (and were) coming to teaching as a second
career. Interestingly, as we only took students on their second placements, they all had at least one other

school to make comparisons with.

‘My last placement did not haany ICT and this is a huge improvement’. (ITT1)

Most acknowledged the ICT rich environment of their current placement and few had come across anything
better. One frustration was that the variety of ICT installations between schools wasimyessteep

learning curve in familiarising themselves with how, for example, different models of lgviB2d. More

than one was frustrated that materials that they had prepared for model x in their firseplaseuld not

work on model y they were now presented with. This is one of the outcome of the open market of ICT

provision for school$ (on page [38 above).

Detailed planning and preparation, an essential part of teaching practice, was a predominant fsatyre of

parts of the discussions. Lesson objectives and learning tasks were being planned well in advance and, in the
case of two students from different universities teaching the same subject, shared. Adaigtirad pnovided

by existing classroom teachers was saving time and giving confidence. Materials were destuibéd

date’, particularly those for pastoral and tutorial sessions.
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Variety in the range of Universities was increased when subjects and lecturers were #ukel@datoix, but
the overall response was that much of what they now knew was either self-taught or learned while
placement. Thiss of course how the ITT placement is supposed to work and the observation is unsurprising
when considering how little time they now spend in their base institution at the statrdG&CE courses or
ITT is taken into consideration. Interestingly their description of the variehedkill sets of their lecturers
mirrored those of the school pupils and their teachers. There was almost universahegpdribose whose
methodology was PowerPoint presentation of lecture notes that could have more efficientistidited
for reading. The experience of higher order skills came largely from Art and Design students. Here, the
development of their ability with specific software associated with creative processegelcomed.
However, only one could recall any specific sessions on how to best use ICT in their new profeaisipn; ag
this is not surprising as they were about to enter schools with a huge range and variety of provisiole A coup
from one institution recounted how they had booked a classroom with an IWB for themselves; a group of
them then held their own self-help session; in deimmoving into the world of sharing good practice seen as
a powerful tool in professional development (Mansell, 2011). Even the IT graduates expressed c@tcerns th
they were unsure about how to best use the technology available in the learning processcuhead been
on curriculum and content delivery not on how to use the technology itself in teaching and learning.

‘ICT can be very interesting but it can also fall flat same as every other sWgduave not been

taught the best way to deliver ICT or even use of IQTT5)

The overwhelming feeling was that ICT was now indispensable to them as they began theiy teaeki .
They also gave off a feeling of frustration in that they were convinced there was so much morelthdg,cou
if they had access to the right training. However, they were experiencing at first hdmg¢heariety and
range of ICT provision in the schools in which they were placed. There is no doubt that as a groupdhey coul
not envisage working in anything other than comparably ICT rich environments again. They were acutely
aware that they were yet to make best use of the provision and frustrated at the lack of soméyuafform
systems that would make professional mobility easier although result in the lack of any indepsciieniée
could have in sourcing the best solution for their own institution. The next generatiecluériewere
experiencing the impact of market forces and individual school autonomy, an environment that can only

continue to fragment as manufacturers and providers compete for business, each with a diffémnt so
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4.1.2 Analysis by Theme

I had established some initial themes (Figyre 9) for analysis from my original reading and reseéimh ques

Following the analysis above, these themes were developed and their relationshipgeadteRakitive and
‘Negative’ became sub-themes of Impact). | will also add some reflection on my own experience as both a
Deputy Head Teacher and the only remaining LEA employee present from the start of the BSFpeogram

when appropriate.

4.1.2.1 Building Schools for the Future and Managed Services

Although a key element in the title of this work, the BSF process was not particularly high on thecigenda
many participants, other than school leaders. It was the least frequent item in tigetabldi, occurring only

27 times in 8 interviews, with only Head Teachers really able to distinguish between the BB& & t

service. There was little if any reference to the physical upheaval caused by building renovation or
construction (although this was considerable). | did ask about this but those who lived through éidatiopear
have accepted that was what they had to endure to achieve the outcomes promised. Most of the references
were to the physical amount of new technology that had been delivered when referring to tarmgpble ©iut
Teachers and pupils were less inclined to dwell on the early problems of the BSF process. Indeed they quickl
got to see the positivity of the investment and the opportunities that their new schools d@irthielr
environment offered, particularly in comparison to the previous provision, Rudd found that in thesens

pupils felt increasinglyproud’ of their new schools (2008, p.28) . As far as they were concerned their
technological environment was better measured simply by quantity alone; theggbleysiironment had

certainly been transformediiere is (sic) more computers’ (Pu7). When asked if the amount of money spent
was ‘worth it” from their perspective, more than one pupil repliéginitely’, teachers (present and future)

knew they were now well resourced, with ICT at least, thus removing one of the barriers (&ng009;

Jones, 2004) to ICT use, that of availability. Another two of the barriers, relianlityechnical support,

were however only partially addressed pupils talk of things ‘not working’ and teachers record less than

100 satisfaction| (Figure 13 ard Figure| 14) ;the data from all groups indicated reliabditiunctionality
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issues, particularly at the start of the contract. Fixes were slow to materiaiezdaical support was stretch

or unable to provide solutions as the problems were systemic and beyond their influence.

Q25. How reliable would you say the ICT
infrastructure is?

Poor: | cannot rely upon it, it's just too hit .
and miss

OK: There are times when it is unreliable || NGTGTcTczczNIEINGNGNEEEE
Good: It works as expected most of the time || N |ENEGcNINGE
Very Good:It almost never lets me down || NN

Excellent: It always works as | expect

0% 5% 10% 15% 20% 25% 30% 35% 40% 45%

Figure 13: ICT Rdiability (Q25)
Q26. How would you rate the technical support?

Poor

Good

Very Good

Excellent

0% 5% 10% 15% 20% 25% 30% 35% 40% 45%

Figure 14: Technical Support (Q26)
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Consequently, despite the huge amount of capital investment feelings towards the BSF process, when
expressed, were far from positive. Head Teachers were obviously concerned that the ICT component had
failed to deliver; indeed according to some it may have had a negative impact due to the pregicustedi
issues of reliability and suitability. This feeling lasted well into the life af Work and left them sceptical
about future ICT projects (and the associated spending). Perhaps this was a good thing as they became less
likely to believe the evangelistic hype @le design, production and sale of digital technology hardware and
software’ that made schootsvholly dependent on commercial interests’ (Selwyn, 2010, p.70), and the
‘maintenance of the rate of profit’ (Selwyn, 2013, p.126). | know | was then, and remain so to this day as |
continue in my role as Deputy Head Teacher responsible for our ICT strategy post BSF. Witértied e
pressures of accountability Heads simply wanted ICT to be transparent in the delivery sifttbeis core
activities andsoreduced their expectations accordingly; they were no longer expecting transformation but
instead maintaied a sense of reality in their expectations of BSF. They could articulate their aceeptan
their important role as education professionals and distinguish this from that of buildeup plietrs.

‘Their job was to provide us with ICT that could then be used flexibly to do what we want to do.

(HT4)
My own experience was that project meetings were very practically focused around building desigjasl
costs. Furniture, flooring and paint colour discussions consumed hours of time, always with one eye on
budget. Significantly, ICT meetings were around device choice with decisions made on value and gyailabilit
by groups with educational professionals noticeable for their absence (Cooper, 2010). At thegivista
when spending decisions were being made, the crucial moment when BSF funding became tangible, reference
to the principles of teaching and learning and the evidence of ICT impact were not allowed to corhplicate t
need to procure work and goods on time and at the best price from what was on offer from a limited range of

suppliers (Selwyn, 2010).

Although this work has teaching and learning as its prime focus, it cannot ignore the influencesthe larg
Public Private Partnership relationship schools had with their MSP. The concept of a Mamsiged@e

ICT was new to all of the schools involved. This was potentially where the interfageebethe worlds of
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business and education would be tested and a clash of cultures exposed. As with BSF, the MSP was
infrequently referred to during interviews; in fact for many respondents they yesidbiem as one and the
same. However, when it was talked about the tone was again almost exclusively negative. ahe legal
contractual frameworks that set up this interface are beyond the remit of this work but the outcenaes hav
huge bearing on the transformation agenda and as such are reflected on in section 5.2 below. The contract
with the MSP was, based on my own experience, heavily weighted in their favour and allowesl Igtikool
room to challenge or modify the service. At a very basic level the MSP failed to understand bothréhef natu
the curriculum and the systemic organization of schools; or as one Head Teacher put it;
‘They're very nice people and they know their ICT and we want to do a good job but essentially it
doesn't matter to them in the way that it matters to us anduweswmething we 've got a timetable
for it that has a logic but if you're not in school you don't understand the logic $wuertyipowerful
if you are in school. They are detached from that’. (HT4)
He continued;
‘Yes I don't think they told us lies but they persuaded themselves that they could deliver more than
they were actually able to deliver and when it came to it they just could not cope. Téey nev
understood what the real needs of schools are. | was there during the process when we picked the
compuny and got it totally wrong’. (HT4)
This was not an isolated view.
‘Incredibly. I think the issue basically is our needs are not their (the MSP) needs and they don't
understand the pressures or the priorities’. (HT3)
This further illustrates how naive Head Teachers were in a world of contracts with budittgs type and
scale and so they made decisions that were ill informed, regardless of how many consultants attended

meetings (and there were a lot).

One teacher was quite clear things had gone backwards;

‘So for music pre BSF we were actually further ahead than we are (i@y
This echoes the comments in the published work referred to in the literature review (See 2.2 above
Frustration also emerged around the simplistic and naive firewall and web filtering fsdt@tqrevented

everyday research and delivery activities in a number of curriculum areas.
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‘If you do a random search, but trying to find information for a lesson and you find the pageinas be
completely blocked because there might be one website that is inappropriate. | think it waettdibe b
if you can’t get on that website since it is not letting you find any of the websites’. (Pu3)

PSHE (Personal, Social & Health Education) lesson on sexual health and relationships westelyompl

‘blocked’; pupils in curriculum areas such as Business Studies and Travel and Tourism were unable to

complete basic course work tasks if information on the likes of airline tickets, hotel bookipgsking

services were involved. Each issue took a seffiéchange requests’ to resolve.

‘It’s quite annoying when you 're trying to research — and the website is blocked. | understand some
things should be blocked but there’s some that it’s quite unreasonable’. (Pul)

Pupils consistently used their personal use of technology as a comparison (Kent & Facer, 2004). The
flexibility and control their private use offered and they expected was not a feathesr afew school
systems. User management and associated computer pwafite® complex that ‘logging on’ to networks

took so long that frustrations built, particularly with learners who constantly movecdlocati

‘It just slows it down. If it takes ten minutes to log on, it is ten minutes of the lesgor{Pu4)

‘The networks are really, really slawPu5)
| believe the MSP had put their own interests first to the detriment of the servigggritakimost, initially at
least, not fit for purpose. The excessive web filtering prevented the MSP having to explairgainiig
access to unsuitable material, it was simply easier to block almost everything as they sgbateeddrof
consequences if they did not. In order to manage roaming profiles for users but keep their staffing
requirements low (as low as one technician per school site) they introduced networkramdnesgement
software to manage profiles that depleted server and computer resources on start-up, hieggeghen’
problems. Although this issue resulted in repeated failure of KPIs (Key Performance Indicatpeshatties
imposed were so low (as little as £20 per month per sited) that it was not a financial irederdtiem to
find a fix. Issues such as this bring into focus the inherent problems in the MSP model when the answers to
the conflict between financial pressures and the provision of a service lies with the pamddet the

customer.
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Consequently, regardless of what was understood as the transformation fagenda (pn page i8 @hsve),

under threat from the start. The promise that the Managed Services would provide ICT sys&tiais@ss

‘the fifth utility’ (after electricity, gas, water and telephony) wasly true in the sense that it would be ‘on’

during working hours. Any part of the contract relating to transformation of teaching and leaasitgoken

as the MSPs were unable to deliver, initially at least, either the true reliabifitlpctionality essential for

schools to deliver some basic functions let alone transformational services. My own fealimixiure of

factors came together to result in some clear systemic failures. The pressure to build besjookes pl

resulted in over-complex solutions asmisystems, when applied, were unsuitable for schools. Even with the
considerable amounts of money available the MSP could not build the capacity in the time availaivierto del
any more than basic solutions based around products they already had, that ticked contractual boxes but did
not deliver the true spirit of what was really promised to schools. Over reaching thenasehebidding

stage became evident on delivery.

Therefore, because of this, risks were taken with teaching and learning. Not only wele exhected to

continue with their core business during their BSF builds, they were expected to be differemsesjaemce

of the disruption while still delivering outcomes that had not changed. Employing an MSP seems not to have
been the solution it was expected to be (Goss, 2001). More than one individual fronmeveigviee

category commented upon the mismatch between their expectations and the service as provided, they
reminded me of the quote from the author of ‘The Hitchhikers Guide to the Galaxy’, Douglas Adams

‘Technology is a word that describes sghing that doesn’t work yet’ .

4.1.2.2 Teacher Confidence and CPD

This a theme that runs throughout this work, every interview group provided data tha¢defied¢he

confidence of teachers and how CPD could have an impact. The teachers in the survey group were from a

range of backgrounds and experience (Figute 11). None rejected ICT use as part of their dday froes

it. Online shopping, email and smartphones are fundamental to the lives qf most (Fjgtifesl®puld tend

to indicate that they would be open minded about the use of technology in their professional lieeso@dm
not be considered as ‘digital natives’ but only 15% of the questionnaire respondents consider themselves

technophobes. While all bar one (T6) of those interviewed would not have called themséivel®tgc
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experts, all were able to talk about ICT use with confidence. As such they had largely accepted, and in most

cases, welcomed the presence of ICT in their professional lives.

Twouldn’t say I was in with all the “techies” but I do use it every day. From my iPhone to keep in
touch with people but as a work point of view I find it invaluable, I use it every day’. (T4)

Many went as far as to say it was indispensable and totally integrated into their planrteachinty with

only 5% reporting they have not adopted the new technology to any great pxtent. {Bjgukk of the data

sets provided clear evidence of this, there were 168 references to the positive impact ed€Tebichers,

ICT is part of everyday teaching and learning in the school now. Again, it would be an honest
response to say that the use of it is variable but increasingly we see very goar @emind using
ICT to enhance the teaching and learning experience for pupils in the clas@Aiddn

and teachers alike report the pervasive positive use of ICT,

‘ would say every lesson | would use ICT that had an impact on that lesson or aigdTidpf
‘I think it’s great just to have it there and for the flow of my lessons. (T3)
DH. ‘If you took IT away lessons would be very different wouldn’t they "?

T4. “Yes, not anywhere near the same standard

Figure 15: Teacher Personal ICT use (Q7)

Q 7.How interested are you in the everyday use of ICT
systems?

Other
I have a eReader such as a Kindle
I download music from sites like iTunes
I regularly shop online for books, holidays and...
I'would be lost without my home computer/laptop
| have a personal computer/laptop at home and...
I have a smartphone that is in constant use

| use a personal email account

| have a mobile phone but that's about it

I do not find the need use ICT as part of my day to...

0% 10% 20% 30% 40% 50% 60% 70% 80%
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Figure 16: Teacher self-evaluation of classroom ICT use (Q8)

Q8. Sdf-evaluation of ICT Use Frequency | Percentage
| accept | have to use ICT. | use it for what is
expected of me. | have no real interest in it as my 1 1%

focus is elsewhere.

I have some interest in the use of ICT. | try to use
| can although | do not use it as much as | possibly 11 16%
could.

| try to embrace the use of ICT in my teaching if |
can. | embrace whole school policy and departme| 30 45%
initiatives.

| use ICT as much as possible in my teaching. | hé
engaged with CPD and can see the benefits of 28 42%
improving my own skills.

| reqularly prepare material using ICT for my own

teaching and that of others. | consider myself an 26 39%
active user of ICT and have supported others.
Other 3 4%

However there was still a perceived skills gap. This was openly commented on by pupils.

‘l think some of them (teachersyuggle. If things go wrong and they don’t know what to do, they
have to get someonhgPu?)

What ‘things’ they mean are unclear as system failure in the early days was beyond their control, however my
own observations were that many staff rexbaelp with hardware and software use when systems were

stable. Pupils were supportive rather than critical;

‘ think it would be kind of embarrassing for some teachers though. Especially the older ones, the
ones that have been teaching longer because it is their thing and if they have studenitsgcitreact
all the time, it could knock their confidenc¢Pub)

The inclusion of age as a factor by a pupil here is obviously subjective but did have some research backing

(Cox et al., 2000; Afshari et al., 2009, p.80), although it is more the result of a decade or more of poor CPD
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that they were observing (see 2.5 above) (Williams et al., 2B0@jls even offered suggestions on how CPD
could be managed;

‘I don’t know whether this is possible but I think that teachers should do different sections and

everybody should get taught just how to do(Pu6)
What ‘it’ is was not explored, however I feel that pupils had identified generic skills gaps that data from
teachers confirms exists.
Teachers were also very honest about their own expertise. Even those that | would (subjectively) hav
consideredtonfident admitted that it was easier to ‘Staywithin my comfort zone’ (T3), ‘I don’t use it as | am
not confident with it’ (T5) and another confess ‘ir worries me sometimes that the children seem to know a lot
more than | do(T4). These three quotes serve to illustrate the conflicts created by the pressures on teache
on a daily basis and ultimately squeeze out any capacity for them to develop their use of ICT (or any other
skill). However, as schools settle into their new environments and the ICT service becamealnhit st
looked, particularly from a leadership perspective that the technology was being usededffeteachers
are skilled up to use the IGibw’ (HT2). This was again rather naive, as a closer look would have observed
that in fact there had been more than assimilation into normal practice with lititdnasage.

Importantly, the type of professional development training teachers need is very spebdiantdividual

resulting a low satisfaction rating of the provision provided by the MSP (Figlire 17), ahatffered was

generic, inflexible and unresponsive to need.



Q20. CPD; have you....... Frequency | Percentage
.....had enough to give you the skills to be able to

work with ICT? 17 25%
.....had enough to give you basic skills but feel likg 36 54%
you need more?

....only had the basics and could really do with ma 7 10%
specific CPD?

.....not had nearly enough and feel de-skilled at 5 7%
times?

Other 4 6%

Figure 17: Teacher perceptions about amount of CPD (Q20)
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This is hardly surprising considering the type and structure of CPD offered. beamecharged with

delivering many CPD sessions over the last 20 years. My experience has led me to believe any attempt at

collective or group irservice training (INSET) can only be deemed appropriate when simple ‘how too’ tasks

are being covered. Due to time constraints recipients, (as teachers become in this context) haweatedol

path or plan designed to meet group rather than individual needs. Any deviation into ‘one to one’ help

frustrates others within groups, slowing progress for all that leads to dissatistaatialisengagement. In a

profession crowded with multiple pressures (Sammons et al., 2007, pt@d9)s little time left for ‘follow-

up’ or ‘extension’ activities that ironically teachers would offer their own pupils as a matter of course.

Frustrations were easy to understand,;

and;

1 do take issue with the ICT CPD. In lessons you differentiate stuff so you ve got your very able kids
pushed, your weaker kids etc. but there’s just a level. I know there’s plenty of reasons for it but I go in
and | know it all and | think well maybe you could teach me something new but | haveilyetrgb
felt oh wow I've really learnt something . The pace is set at the slowest person in the room which

when it comes to IT skills in the school then variation is massive. (T6)

‘You want to be taught stuff that you don’t know. You don’t want to sit for an hour being taught stuff
that you know or being given a task that’s explained in such a way that it’ll take you 5 minutes but
will take somebody else 50 minutes bot: 've got to sit through the 50 minutes’. (T6)

These sentiments were common amongst teachers;
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‘I have had CPD around using ICT but to be honest it’s mainly focused on stuff that I am already
quite confident with’ (T5)

This all supports my observation of the flawed CPD model offered by BSF contracts; the one size model was
an inappropriate fit for almost everyone, no matter at which end of the skills continuum they foundvemsel
and had little hope of meeting the training needs of a teacher population of the size thatjeecimguded
(70+ per school) even before the timescale was factored in. Both frustrating and restrictive faasthat
the funding ring fenced for CPD was held and managed by the newly appointed MSP, a commercial enterprise
with little or no real experience of classroom dynamics. Schools had to source their framitige Provider
without access to capital funds for basics such as supply cover to release staff. This iresuick of
flexibility around training programmes and what was offered was largely determined My &hand centred
on how to use their systems, be it the MIS or Learning Platform. Obviously these platforms cewd hav
impact on teaching and learning but higher order use was largely left to the schools du@deachers to
investigate and develofonsequently schools started to run their own CPD, based on models of ‘sharing
good practice’, competing for time and resources from within training programs already pressured with every
other agenda schools had to address (Day & Gu, 2007).

The most crucial element wasn’t ICT, it was CPD. Continuing the focus on CPD, has to be the most

important factor in transforming(HT3)
Unfortunately then the CPD model supported by BSF was flawed to such an extent that the considerable sum
allocated and held by the MSP to deliver it were completely wasted. So little notice appeaeshedn
taken by PFS of the research evidence (on paperi&ffective teacher professional development as they
structured BSF that school leaders were given a model that they would never have embarked upon if they had
been consulted.
Rogers observeindividuals pass from the first knowledge of innovation, to the formation oftaunde
towards innovation, to a decision to adopt or reject, to implementation and use ofdea@nd finally to
the confirmation of this decision(2003, p.20), this takes time, and happens at a rate that is very personalised;
the potential to ‘reject’ is also significantf “attitude’ formed is a negative one. The CPD model took no

account of this.
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4.1.2.3 Impact on Teaching and Learning and Pedagogy

If ICT were to have an impact then it would be in the classroom where it would be &k, Ware by far and

away more references to the positive impacts of the ICT investment practice than any otheritheméq):

This is probably not surprising considering the scale of investment. Those in the classnsiderd
themselves ‘very lucky’ (T3). Head Teachersere keen to talk about ‘potential’ and ‘opportunities’ but were
less clear about actual impact. Pupils were much more emphatic; to the question ‘has the ICT made a positive
impact’ there was an unqualified ‘yes’ from one group and a ‘definitely’ from the other. This positivity was
largely around internet use and the independence that their own network storage gave them to work on

coursework and text based task without the need for paper and physical files.

‘ think it lets you be more independent with your wofRu4)

The innovation of access from home gave them the feeling of being independent learners wieiatr, how
defined, one would hope was a feature of any educational development fit for the future.
‘In a world characterised by the knowledge explosion, globalisation and the crucial need fer peopl
to be lifelong learners, the development of the ability to learn independently may be sesertis|
to the future of education, economy and soci€Meyer et al., 2008, p.28)
One Head ®acher said he felt pupils were ‘empowered’. The feeling of the learner being more in control was
clear; revisiting, reviewing and independent research were seen by pupils as being greatly enhanced.

You can learn at your own pace. You can re-read it, go through it. Rather than a tepmhérarn
at their pace. If you 're doing it on the computer, it’s more about you (Pu7)

Perceptively pupils were also able to talk about lesson pace.

“....instead of getting out bits of paper, it is already there for tameacher)’. (Pub)
‘l think lessons are a lot more efficient, the way they go quicieu?2)

The issue of lesson pace was seen as a major positive outcome of the new teaching environment

‘I think it’s great just to have it there and for the flow of my lesson’. (T3)
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In some respects these observations are contradictory. The ideas that teachers drive lessomepaice on t
hand while pupils have more independence on the other would appear to be a different ends of a continuum.
The resolution of this conflict lies in the context of tasks set for pupils either dassgns or for extension or
homework. Pupils found the technology enabling; software with which to produce their own work supported
by the internet and local online resources for them felt very liberating. For teacherspdce am lesson pace
was the outcome of a number of drivers coming together. Significantly they found planning more effidient
were able to build complex lessons away from the classroom; lesson that could make use of a wide variety of
resources and media. They could also share these in their entirety or as component parts.sdheselds
then be delivered without any preparation on the day and used repeatedly with different classeseat tmodifi
suite classes of different ability or age.

‘Apart from having all of the resources ready, the fact that | can switch between leddamsechko

do is click onto different folders in my area. There you are straight away farattie next class

(T4)
The BSF investment meant that every teaching space was identically equipped to enable deliaeitityR
was, if not perfect better than it had been, with technical support on demand should any ssues ari

An increase in ‘participation’ and ‘interaction’ by learners was noted from both sides of the desk.

‘....and there is a lot more class participation because you can actually see gdiagjiori. (Pu6)
‘... means it increases the interaction because it means you have everything résmgy@dd you
are using it as a tool for the lesson, so the focus is less on looking at materialrarabout
discussing (ITT5)
Whole school platforms certainly transformed communication. This was the one area that had yniversall
positive responses; although as more than one teacher pointed out, being able to be reached ‘24/7° did have its

drawbacks. Not all teachers were comfortable with their established forms of imeta@etioming of almost

‘social media’ design, with established boundaries of time and place removed.

‘I don’t know what we did before it. I think it’s much easier to communicate with colleagues’. (T3)

Email and'blogs’ allowed for all groups to keep in constant touch at multiple levels from ‘one to one” and

group discussion. Secure email accounts did, for the first time allow pupils to contatabkars without
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physically finding them in busy institutionsgithough potentially removing that all important ‘face to face’
contact (Cooper, 2010).
‘During the holidays, if we have homework and we want it marked, we send it by emaiyand m
English teacher will send it back marke(Pu8)
Unfortunately a lack of guidelines and protocols around the use of systems like email reshied in t
potential impact being diluted, either because of the ‘blanket’ email or the offloading of accountability.
There’s been quite I lot I think with communication with colleagues of people using it as an

accountability measuré-ve sent an email , there’s a record as if it’s some sort of legal document.
For colleagues, colleagues aren’t using it right. (T6)

Certainly the lives of teachers and pupils alike were different in many ways. The tiffsctd decide
whether this change was truly transformational or simply a modernization of existing pr@cticelear
positive was most groups felt that the ICT infrastructure had revolutionized communicdiiorging
schools and all stakeholders together into a connected world. Contact between school and home, teacher and
pupil, and indeed all other combination was one area that was described as transformed. thiwgsnoere
contemporary than before with less reliance on paper and post (HT1). A DfE review of the researuteevi
in 2010 supports this observation.
‘ICT can contribute to improved parental engagement by providing a convenient means for parents to
access upe-date information about their child’s learning. ICT enables parents to be more engaged

with their child’s learning, and supports more flexible working arrangements for staff’. (Goodall &
Vorhaus, 2010, p.6)

Figure 18: Do you communicate with your pupils? (Q16)

Q16.Communication Frequency | Percentage
| do not communicate with pupils using technology 19 28%
By email 48 72%
Through the VLE 4 6%
| have set up a Blog 4 6%
Other 4 6%
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However, seeing past the shiny new hardware was not difficult for some. Interviewees frampasl thought
the ICT was not the transformational tool it was expected to be and some actually thought itdsdive ne
effect. There was the potential that the new multimedia lesson material lacked substanaacas thet$
preparation was more about the material itself and not the teaching and learning expected. Thé spectre o
‘edutainment’ was, in their eyes, very much evident (Buckingham & Scanlon, 2005) and its value was
untested (Okan, 2003, p.263).

“...thinks less about the quality of what they are putting up whereas if they wamg t@do with

paper-based they might actually put more effort into thinking about exactlghtitdren are going to
be doing. (HT?3)

Q9. Tasks Frequency Per centage
Displaying lesson objectives. 55 82%
Inte_racting with pupils via handheld 13 19%
devices.
Monitoring pupils as they complete task| 39 58%
(e.g. using RM tutor).
Displaying multimedia resources (video| 61 91%
audio etc.) to stimulate learning.
Sharing pupil work for peer assessment 43 64%
Displaying WWW pages. 50 75%
Using purchased educational resources 37 55%
Allowing pupils to complete learning a1 61%
tasks.
Accessing a school Intranet 51 76%
Accessing resources on a Learning 33 49%
Platform °
Something else? 6 9%
Other 8 12%

Figure 19: ICT tasks used in teaching (Q9)

Three pupils commented that they regularly noticed the ICT ‘jwasthere for the sake of it’. The ubiquitous
availability of hardware meant it became the ‘fail safe’. A senior leader at a school I worked with on a CPD

session referred tihis as concept as ‘the new colouring in’.
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‘[ think sometimes, because they 've fallen back on the computers when they 've been short of ideas for
lessons and it’s just been boring no-one’s really learnt anything. They put a few pictures on a
PowerPoint and messed about with it rea(liju8)

Heap makes a similar observation when he obsetSe@ents know when technology without purpose is

being “forced upon them” for the sake of “keeping up” rather than for actually improving learning’ (in

Purcell et al., 2013, p.49).

A change in pedagogy, if recognized would be where transformation should be most readily idetfified; |
being used to shift the structure and methods of teaching and learning from its largeaVimtganization

still prevalent in English scho@Makitalo-Siegl et al., 2010, p.1). There was certainly evidence of this, some
of it already covered, however results from questions about the tasks that teachers undertdGK asang
largely digital versions of those previously undertaken with tradition materials andaesgiue. paper, pen,
books and blackboard)Display’ feature heavily, albeit that which is very media rich. Using materials from a

range of sources is also clearly evident, be they from a local server or the it 19

The activities seen in lessons were ranked by regularity of use (popukighificantly the use of ICT was
largely instrumental in giving lessons pace and structure while disseminating inGorn@oinsequently what
evolved was what | refer to as a move to‘thenfort zone’ where teachers expended considerable effort in
getting to know their abilities and find their limitation and on reaching the point at wiagtwere able to

function they simply fixed their level of competence and stayed there (Rigun®t moving into their ZPD

(page 39) largely | believe because of the impact of other pressures (accountability, curassksament

methodology, time) and CPD priorities that were misplaced, and the lack of expert assistaalcénire.

The only thing mine uses his computer for is to log on, mark the register and logs offftsdredgy.
(Pu2)

Possibly the obvious choice for lesson content display software, (such as PowerPoint) becanfierthe plat

that launched the majority of lessgns (Figurg¢ 19). Not that this was always a bad thing; useatiiabgthe

software becomes transparent to the learner and encourages engagement. However, at ggwvpdyst it

embodies the concept of ‘pay attention technology’, replacing OHPs and blackboards (Reedy, 2008).
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‘l do think a lot of teachers rely on PowerP qi(iPu6)

A simple count of the types of activities using ICT in the lessons | observed supported tHiSigiew 2(.

This along with data from my earlier work informed the structure of Question 12tile8gsults from which

indicate little change in the task set for pupils using |CT (Figﬂlre

Figure 20: Activities seen during lesson observations.

Activity Type No. Lessons Observed In
Basic Display 94
PowerPoint 76
Lesson Pace 71
Interactivity 35
Pupil Devices 6
Multi-Media 55
Other Software 20
No Use 9




SFigure 21: Ranked Popularity of Tasksusing ICT (Q12)

Q12. Can you rank the frequency of the tasks you ask pupils to do using ICT.

Something else?

Making multimedia output to demonstrate their learning.
Audio, Photo and or Video recording and editing.

Web page design.

Mindmapping and planning.

Selecting learning materials from a school intranet or...

Selecting learning materials from a VLE

Using online learning materials like MyMaths or Bitesize.
Completing online tests or assessments.

Making PowerPoint presentations to illustrate their learning.

Word processing text based tasks, reports, coursework etc.

Popularity Index
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5 Popularity is calculated as follows: Each option is given a score byttierranking value given to it away from the

number of options plus 1. For example, if the question asks résptsito put four options in order of preference, the top

preference (1) will be given a score of (4+1)-1 = 4. The lowest prefe(éhgéves a score of (4+1)-4=1. If an option is

not given a ranking, it is given a 0 score. This procedure meanththmore popular an option the higher its score. The

scores for each option are then totalled for all the selected responses to givecatet@rseach option. The total score

for each option is then divided by the total number of responsesd@giaverage score for each option. This average

score will lie between 0 and the number of options (0-4 in the example)aba popularity of 0 means no respondents

ranked the option; a popularity equal to the number of options means alhdesis gave it the top ranking.
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The pressures that prevented real change, innovation and transformation are thereftireuttabdind.

While BSF was at the fore front for those schools involved it was taking place on adwexekgf school
accountability at odds with an agenda of real systemic change. Teachers in BSF schools were stithfaced

the same curriculum, timetables and examination systems they had always had. In their busy and pressured
lives they came to grips with their new systems, increased their skills where necessary and then esntinued

before (see 5.3 above).

4.1.2.4 Transformation

Given the title of this work, investigating this theme is fundamental. However congitiee findings in the
sections above it is no surprise that transformation was a concept around which intervieweedglftficudt it
to articulate their thoughts and feeling (Draper & Nicol, 2006, bm the very start this work has come
across similar difficulties and after exploring the concept (see 1.5 and 2.1 above) | have come to the
conclusion that if Government ministers and educational theorists could not clearly defineibedescr
transformation, then it was possibly asking a great deal of my interviewees to try an@Fahen 2006;
Pearson & Somekh, 2008) hen posed with the question ‘has teaching and learning been transformed’ there
were some clear views.

‘Has it transformed teaching and learning? I don’t think IT is a thing to transform teaching and

learning, | think teachers do that. | think IT is literally is a tool to §luba(T6).
This observation reflects the themes running through section 2.1 in the literature reviewIpa®ne
individual did come close to amphatic ‘yes’ to the question. As a young teacher at the start of her career,
her ‘before’ context was her own time as a pupils up to the age of 18. With a four year gap at university ske
started teaching in odguick win” BSF school.

DH: ‘ICT was supposed to transform teaching and learning, are you delivering in a way that’s

transformational in comparison to how you were delivered to

T4: ‘Definitely, but | think teaching has changed full circle since then anyway. But Irdofitbin an

ICT point of view, from having a black and white OHP and a worksheet, from the pictarek of in

my lessons, | just think colours straight away. | think the visual side of sgrishelps to engage the

students

This concurs with Brand’s findings;
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‘there is a significant difference between the average attentions of a group of learners exposed to
technology during a lesson compared to a group not exposed to technology’. (2010, p.1)

This again (see page 88) contrasts witie of my earlier observation on the negative impact of ‘pay

attention technology’ and the positive impact of the use of multimedia content in lesson material that can
improve engagement (Cooper, 2010) and change relationships in the classroom, when for example in English,
art and music lessons | observed pupils demonstrating their own work and understanding to the rest of the
class (Figure 20

The confusion around transformation has its origins rooted at the start of the BSF proeaddewaith

Teachers were asked to write their vision statements, a long way removed from what was Buckene

argues that post war educational transformation and renewahwiaslated as a powerful force for change’

but in contrast BSF vision wdsnderstood less as a projection into the future and more as an act in the

present’ (2010, p.66). My own feelings are that BSF did in fact simply modernised the present; buildings an
technology were updated so physical environments were contemporary and technology, however it had little
real effect on the pedagogy of teaching and learning in this secondary school context. this asvif
environments were quickly assimilated into the lives of their population, who then continueifievéth |

before, unless of course, as Draper & Nicol infer, transformation was taking placecednoti

‘But is any educational technology transformative, or is transformation impmssieh though it has
been confidently predicted so often by so many? Can we be transformed without rtiqiag06,

p.1)
Selwyn suggest that a starting point in being able to see ‘digital technology for what it is’ may be achieved by
‘deconstructing the nature of the digital transformation’ (Selwyn, 2013, p.17), an observation that | think
offers a way forward. One possible practical solution could be to deconstruct the complefiitées of
technologies used in teaching and learning and investigate transformation on an issue by issue (e.g. VLE use,
classroom interaction etc.) or item by item (e.g. IWB, handheld device etc) basis and ask stakehddders to p
them on what | have called in this context a 2 dimensioraakformation index’ (Figure 22 rather than a
simple scale. On a matrix one could plot perception on any given item against two axes;somply
updating or modernising existing practice and potentially making it more efficient or bettet as, the

other for being innovative or totally new. Each plot would carry with it an explanation pdsition provided
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by the respondent(s) to help understand why they had chosen the position, with those in the top right hand
guadrant being eligible for transformation status, in that context at that time. This \Wowidoa the

comparison of impact on different stakeholder groups and could be used over time to see if chaatjedn pr

Figure 22: Transformation I ndex
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was radical enough to be considered transformational.
One example of this would be broadband connectivity, taken for granted now but arguablynaiishal
for those who could access it when it was new and innovative. Plotted on a transformation matrix us
evidence available at the time of its first use (Underwood et al., 2005) it was obvioustlecallyi faster
than dial up connectivity and therefore allowed for multiple users to gain access to a globalf naeglia

rich content.

Figure 23: Impact of Broadband Transfor mation I ndex
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Figure24: IWB TI Plotted at 2 different times
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IWBSs on the other hand could be considered to be an update of existing technology but only new in the sense
that they were able to offer multimedia content efficiently. This is certainéyof BSF from the evidence

from lesson observation, teacher and pupil interviews, presented here. However, their early usenarghe p
sector could have been seen as transformational at the time (Brna & Cooper, 2003). This gitexs Bl glo

dynamic dimension, plotting developments over time and as their use evolves.
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5 Chapter 5: Reflection and Conclusion

It would be impossible to argue that BSF did not set out in principle to address the majdedibatifiers to
effective ICT use in classrooms as it attempted transformation;

¢ availability of devices,

reliability and timely access to technical support,

appropriate software and content

and finally, teacher training

(Bingimlas, 2009; Becta, 2003)
BSF’s successes were almost solely in the first of these and then diminished rapidly, initially at least, over the
remaining three. Reliability did eventually improve and content was increased in both quantityléyd qua
over time, however the suitability of software and content remained much theSsahy@mproving the
skills of teachers was never addressed by any resources froim thétprogramme, largely due its capacity
being held within the control of the MSP (Managed Service Provadéris focus on ‘training’ rather than
professional development, with priorities stemming rom he classrhanndable intentions and huge
investment did have many positive effects. Schools were provided with a wide range of technological devices
attached to sophisticated networks, learning platforms and collaboration tools. This was adbieabdut
positive changes in the lives of teachers and learners. For example, communication, planningngnd sha
were all improved. Motivation was in many cases was also improved and learners felkeladggeae of
independece The frequency of multimedia elements that were perceived as engaging and motivational by
both teacher and pupil groups within lessons grew, replacing more static materials.
However, Building Schools for the Futureelievewas a programme whose strategies and design naively

built in conflict at multiple levels, and these conflicts undermined any possibiligabfransformation.

5.1 Conflict 1: Building schedules set against educational priorities

The time scale of the ‘quick win’ projects was, if anything, too shortsubsequent projects failed to meet any

deadlines and the programme was way behind schedule within a year. Pressure to complete building work and
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ICT infrastructure installation (to avoid costly overruns) was the driver; little br effort was given over to
revisiting visions around teaching and learning (P1.1) transform@&g&iconcentrated largely on the ‘B’;
projects became buildings exercise with huge amounts of moneygftime and energy spent on ‘kerb

appeal’ rather on the core activity of teaching and learning and its transformation. The procurement and
planning model was being questioned as expensive not long after the first schools were opened.
Commissioning bespoke buildings for every school alone added huge costs associated with architects and a
whole array of consultants. There was no time to see ICT as only one of many tools in a scimofarvis
improvement and use it in context when all of the evidence of success points to a confluencéngflenabl
factors (Passey et al., 2004, Fullan, 2011, A8)a reform designed at national level, BSF ignored the
current context of individual schools and their stakeholders who were firmly rooted in the climeité of
accountability. If reforms are ‘refracted through each school context’ (Goodson, 2001then BSF faced many

multifaceted prisms.

5.2 Conflict 2: Business priorities set against educational priorities

The meeting of the worlds of business and education was an uncomfortable inteiticegran conflict on
numerous occasions. Some of these were simply at a practical level during construction, but more
significantly at a philosophical level with Managed Service Providers whose conteaetsl@signed to make
a profit as well as offer a service (Selwyn, 2010, p.T)nsequently, the bureaucracy of BSF and contracts
with MSPs were a block rather thanenabler. Excessive project and contract managemennesed-

serving rather than serving education (Goss, 2001, p.15). The faith put in the PPP (RuatdédPRrtnership)
design of BSF in my opinion producédther evidence of the ‘unproven’ success of such models (Hodge &
Greve, 2009) and therefore were not value for money or relevant to teaching and learning.

ICT suppliers bid largely because they had to, as the majority of futlresp€nding from schools was to
come through the BSF model. Prior to BSF central government alone had spent an exttiofba hCT;
that figure could only increase. The added dimension this time was that iompgziching and learning was

an explicit part of the rationale for the massive investment, previously they had been alblestols@re and
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software without any real post sales accountability other than warranties anesu@lgppliers would now be
expected to offer solutions that facilitated the as yet ill-defined transformatigeatia.

It was my feeling then that such solutions did not exist to satisfy the requirements that schools’ ICT visions
were encouraged to request. In spite of this, Becta representatives who attengesctirement meetings
asked us to ‘think outside the box’ and challenge the market to deliver ICT solutions that matched the vision
statements we had written. In order to help they provided, for example, (animated) concept videos that showed
learners carrying mobile devices receiving assignments and feedback whiba ski# way to school, or an
alternative learning provider. Having analyzed current attainment, ‘push technology’ akin to Amazon and
iTunes informed the learner about what to do next and how to access it. Damtkers kept teachers @n
parents up to date with progress and alerts were sent in real time should any fordespee be registered.
None of this was possible then, and that remains the case now. It was, | suspect, expautettahforces
would pressure suppliers to developing such systems in order for them to continugo&bectom contracts.
None had the capacity or technology to do Bee question is, did BSF provide that ‘final push’; the big
policy that would pull all of the issues together, deal with the failings amaed fortunes of previous
attempts and galvanise all parties to produce the required solution? Regrattablygh the sums of money
were large in educational terms they were nowhere near sufficient to fundestetbpinents. The expensive
contract bidding process meant that companies, unsure of success, were rauctaesttin even more
expensive product development in advance. After all, the UK market was acjusilysmall in corporate

terms with financial returns on the same scale.

| have kept any reference to the revenue funding model of BSF till this point. Prior to the $tanpafdess

LA officers conducted an audit to establish the then current level of spending on ICT withehdbés shat

were to enter the BSF programme. Thisifigwas calculated at a ‘per pupil” level and presented to bidders as

a figure around which to base their bids. The result was a figure of £140 per pupil, or £140,000 per year
payable monthly for a school of 1000; fixed at the start of the contract, and to run for 5 yearssegéhwlle
change in pupil numbers. Due to local socio-economic conditions and variability in the birth rate for example,
one school’s intake fell dramatically by 80 pupils per year while another had an increase of 50; theiymonthl

charges remained the same, or eathcreased as Providers were guaranteed an annual above inflation
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increase of 4%. Schools’ annual budgets, based on their pupil numbers are calculated every January. Those

with falling roles were faced with a reduction in revenue without the ability to reduce cost.dBeetssvith

stable or increasing income were denied the flexibility to prioritise their ICT spendingoiot the monthly
payments to the MSP did not take account of any consumable costs, replacements or repairs other than those
covered by warranties; neither did it cover any further capital expenditure. In fact it magithihese

avenues that the MSP hoped to generate even more income as they charged schools for ‘projects’ deemed

outside the original contract. Consequently not only were schools unable to manage their own I@§ spend
they were faced with costs over and above those of the already expensive contract. As a result ICT
developments were severely limited for 5 years unless they fitted in with the provisions of the .cbingract

cost of ‘bringing in’ new software or devices to the contract was prohibitive even if schools had the funding

left to do so. Even more problematic was the inability of the service to evolve with technology without more
added cost to the school. The explosion in the use of smartphones and tablets began not long after the start of
the service. However, the design of the networks and their user and device management would not allow for
the connection of such devices (in fact this was specifically prohibited) without significantstlyccbanges.

So as the service came to an end in August 2014 schools were having to spend significant sums (upwards of
£50K) to modernize their infrastructure after 5 years of stagnation.

The continuing rate of technological advance was totally ignored by BSF. A review of the IWB/aitiat

pointed out the need to be aware of that initial investment was not enough with technology that was ‘not

standing still” (Smith et al., 2005, p.99). BSF did not allow for an almost constant reflection on what was

being delivered so that plans could flex to embrace technological advances. For example, wireless technology
specified at the start of the project was out of date before it was half way to dompkeho scope was

allowed for alteration to procurement and installation; what little local knowledge that existeéwveagiven

a forum to challenge decisions. As a result, the last school to be completed was being fitted withbeoon
obsolete technology. Worse still, five years on, with BSF a programme deleted from DfS history and MSP
contracts at an end, schools are left with a refresh millstone around their necks. Firstieteagdled with a

‘cost to change’ if they felt the need to terminated existing contracts and engage new suppliers. Project costs

(such as wireless upgrades and VLE replacements) of £30k were the norm. Secondly they had to deal with th

upgrading of 5 year old infrastructure and devices. Servers and backup solutions were out of warranty and
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devices at the end of their life. Virtualization (an innovative technology in 2008) was notaritlars server

design but would cost £50k to install, desktop computer replacement would be £400 per device with
multimedia projectors about the same. One wonders what would have happened if BSF had not been
cancelled. Wave 5 would have been ready to start while Wave 1 would need to be refreshed at the same time,

a scenario that would then roll on into the foreseeable future with huge associated costs.

5.3 Conflict 3: The Clash of conflicting government policy agendas

The imperative to generate political capital from BSF perhaps did not allow tiraeyaeal reflection or
evidence gathering on how to achieve the best outcomes from huge amounts of taxpageysand private
investment. BSF for those schools involved, was simply another top down initiative, although teéeconcr
and computers involved were more tangible than was typical of government initiatives.
So, the builders came and went (leaving an MSP behind) and schools simply got on with their coreibusiness
the same environment of assessment and accountability as they had before the bulldozers had arrived. They
then faced, in 2011, significant new challenges presented by a hew government and the education secretary
Michael Gove that, if anything were a move to a more traditional curriculum and testing veigfinfiétle
interest in creativity and flexibility in the opposite ideological direction of Nedvdur initiatives.

As a result, rather than contributing to substantial improvement, adopting improvememtpsogr

may also add to the endless cycle of initiatives that seem to sap the strengthitofisshiools and

their communities. (Hatch, 2000, p.4)
Head Fachers had accepted their visions statements were loaded with ‘semantic irony’ subconsciously
adopting visionary terminology and rhetoric, largely because it was what they had to do and their own
experiencef classroom technology was many years out of date. Firstly, their professional crediaditg
be judged by it, (even if they were possibly ill equipped with neither the experience or understanding t
underpin those visions), and secondly because the funding would not be released witholdde(\2@(8).
Also used to managing internal change, they now facedsas of positionality’ caused byonflicting

agendas withno firm ground to stand on’ while having to accept théto remain in the same place is to risk
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one’s position being changed nonetheless’ (Goodson, 1999, p.279During the short life of BSF there was a
change of government, Ofsted had at least 2 new ‘frameworks’, ‘floor targets’ set for schools were increased,
pupils were all required to make at or above ‘expected progress’ across 8 subjects at GCSE including English,
Maths, Science, MFL and Humanities subject. Vocational and creative arts subjects wereraikied from
those that counted in league tables or modified to include terminal examinations. This iy plosdlggest
conflict of all that sets one government policy against another, specifically here théogtrastsformation
set against an established and entrenched accountability framework too risky to experiment with aed becau
of this leadership and vision at local level were largely marginalized and professionatisrmined (OEDC,
2001; Mansell, 2007; Wallace, 2003).
I conclude this section with extracts from press releases and newspaper editorials that adduoemntar
While presenting my work at the BETT Show in 2012 (P4.4), | was able to obtain entry to hear the then
Education Secretary Michael Gove give his key note speech and state
‘Technology is already bringing about a profound transformation in education, in waygthan
see before our very eyes and in others that we haven’t even dreamt of yet.’ (Gove, 2012)
Further on in his address he observed,;
‘AVictorian schoolteacher could enter a 21st century classroom and feel complétmiyeat
Whiteboards may have eliminated chalk dust, chairs may have migrated from rows to groups, but a
teacher still stands in front of the class, talking, testing and questioning
| found this ironic at the time and even more so now considering the curriculum changes that were to follow.
The Cambridge Primary Review was concerned about the negative impact on creativity of thdomead n
curriculum (Alexander, 2013), although anyone looking for tiadrt today will get only'Not found, error
404: The page you are looking for no longer exists summative article about the report in the Independent
guotes the report and refetsMr Gove’s producing a ‘neo Victorian curriculum’ educationally inappropriate
for the 21st century (Garner, 2013). The same journalist reports on the written support CBit daretal
John Cridland received for his call thahools be allowed to’ move away from the exam factory model
(Garner, 2014).
Trying to form conclusions about the impact of BSF in isolation is potentially frautihtifficulty
considering its position in the overlap of the complex worlds of ideological trends in the dieokycation

and government policy, trends that began with the Education Reform Act of 1988 (Ball, B9GE)00 the
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relationship between education and state deasribed as ‘congested’ (Skelcher, 2000). Jessop sees a power
relation developing as government continues to exert an influence beyond previously understood boundaries.
‘Much will depend on the ways in which new governance mechanisms are linked to the pursuit of
changed state goals in new contexts and to the state’s capacities to project its power into the wider
society’. (2002, p.203)
Specific illustration of this can be foundHielding’s observation that the Ofsted process a ‘failure of
democracy’ (2001) as inspection schedules and judgment criteria become politicized and the introduction of
Education Action Zones (Gewirtz et al., 2004).
The principles of BSF with its transformation agenda and contemporary designs it couldduk efiected
the ideological position of those interested in leariifagert, 1999; Mékitalo-Siegl et al., 2010; Preston,
2000; Hoban, 2002; Laurillard, 2007) and in particular a pupil centred constructivist approach. Utdlyrtuna
BSF became almost a battle ground between this ideology and that of government policy driven by the
accountability agenda and the commitment to the use of the private (8adtp2009). Sadly, from my

current positions in both time and place the latter triumphed.

5.4 Conflict 4: Change

It would be difficult to argue that BSF was not a planned change. However, that planning took fplace we
away from the teachers who would be ultimately responsible for delivery. Not only was eactasahool
different stages of readiness to deliver what was expected, so were individual teachers.

A key issue from the start was the distance between policy makers and practitionersowleeldgee that
ministers had at a detailed contextual level of the schools they hoped to impact upon, wasteeryalnd
therefore the outcomes of the change process could not be assured.

These pressures are just those included in Fullan’s ‘wrong drivers’ of educational change (Fullan, 2011), those
of top down ‘imposed accountability’ mixed in with ‘fragmented strategies’. The obvious manifestation of this
was new buildings of contemporary design running 25 lesson week of a tralditioriculum with unchanged
accountability regimes on their openirig.an earlier work Fullan pointed out notes the confusion this can

cause.



Page 126

‘One person claims that schools are being bombarded by change; another observes there is nothing
new under the sun. A policy maker charges that teachers are resistant to chandesracteagains
that administrator introduce change for their own aggrandizement and that they keow what is
needed nor understand the classroom’. (Fullan, 2007, p.3)

5.5 Conflict 5: Too many things to do and not enough time to do it

Unfortunately, with already crowded lives, teachers had little time to embrace thetéumfigloof the new
technology, resorting to finding their own level of competence and sticking well within their own ‘comfort

zone’ (CZ); many embraced what they had to and stayed thengz Vygotsky’s ZPD concept (page 39),

Figure 25: Comfort Zone Applied to ZPD

Learner Cannot Do

Zone of Proximal Development:
Learner Can Do With Guidance

Comfart Zone

here seeing teachers as learners, it is possible to position the CZ within this model (

Figure 25). Teachers seldom ventured above the central zone in their use of ICT. Poor CPD dedlign and lit
access to any other source of skills development resultederirtiftrovement in confidence or shift in
pedagogy resulting, certainly in the secondary schools in this study, with updated but oldiaénasbeing

used largely as ‘pay attention technology’ where ‘Lesson Objectives’ and PowerPoint ruled. BSF may well

have been portrayed as a ‘triumphalist $mbolic action’ by politicians but it paid little attention teeachers’
personal mission’” and so the triumph washort lived’ (Goodson, 2001).

High hopes were placed on the next generation of teadkeperceiveddigital natives they were expected

to bring a new skill set to the profession. However, their level of expertise in techmasdimited to their
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personal rather than professional world. Confident with ICT they may be but their understangingefo
transform teaching and learning was no better than the ‘digital immigrants’ they joined on their first teaching
post. Givenlie fact that the ‘digital native’ concept is flawed and that pupils’ use of technology is much too
narrow (Thompson, 2013, p.23) and may serve to hinder rather than be fully exploited for eféectiirey] i
must be asked as to why much of the expectation of transformation (or blame for the lack of it) jpéaoeitg
at the feet of teachers past, present and future, surely thésrieedll learners (both teachers and pupils) to
be given the skills to make best use of the technology available.
The failure to truly deliver any real transformation ¢doelieve be put down to a complex inter-relationship
and conflict between multiple agendas explored above. There is ho doubt that teachers and pupils found
themselves in modernised physical environments with a huge amount of ICT equipment but theimadlucatio
context remained unchanged. BSF built capacity in the wrong places if transformation was eXpected.
was the obvious increased funding capacity and the resulting inanghasequality and quantity of
technological systems. The procurement, installation and support of all this infrastrecftware and
devices was enabled by a huge increase in management capacity through an MSP but no thought was given to
increasing the capacity within the workforce to best assimilate the possibilitiesgfiisi any real
innovative ways. The time scale was also too short and the centre of reform too far from thernlees
observation suppat by Wallace.

‘Once the irony is accepted that tightly controlled transformational reform is unrealistic, a more

promising alternative becomes promoting incremental improvement within broad conseanissiaf |

acceptable practice. Expanding the scope for teachers to make professional jsidgmembre
realistic approach to fostering educational improvemendévitrse contexts’. (2008, p.1)

Three years after Michael Gove opened BETT, his successor gave her address in 2015. Althougls she seem
less certain about how or where, transformation remains as part of the rhetoric.

I will be looking for ideas in a number of areas where | think technology can trarsierm

educational landscape.(Morgan, 2015)
| was not at BETT in 2015, but | did catch The Who on their farewell tour. | left with thieviinse of their

encore ringing in my ears;
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‘Don't get fooled again,
Yeah

Meet the new boss,
Same as the old boss,’

(Who, The, 1971)
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6 Chapter 6: Impact and Future Work

Early results of this work precipitate a major revision of my schools approach to CPD. [Finsityaged a
consultation to restructure the school timetable to remove a taught period of PSHE, incdnjsonatie &
registration period extended by 10 minutes each day and so create a 24 period week (P4.1.1). School now
starts at 8.40 a.m. and for pupils, finishes at 2 p.m. on a Tuesday: staff CPD starts at 2.15. In adding the
gained hour to existing directed time | therefore created a weekly 2 hour CPD session. Each member of staff
was asked to put &fCT and Teaching and Learning’ item into their performance management objectives, for
some that was to offer their support as ‘champions’, run CPD workshops (P4.1.2) and continue supporting
colleagues in building the scaffolding help them reach beyond their comfort zone; there was also one
structured session every half term. | proposed the creation of a new role, that of eLearning kanager
governors. They agreed and an appointment was made; staff now have a key person who has the skill and
capacity to support them, particularly in the creation of resources and use of the VLE. InUgpsohwgas
offered, the eLearning manager, an ICT technician or myself became ‘bookable’ to be in lessons with teachers
offering ‘real time’ support. | also continued to lead sessions on the impact of ICT on teaching and learning
(P4.1.3).The evolution of this was the creation of a ‘Teaching and Learning’ group with members from each
school faculty. Their task was to continue supporting colleagues and run small action res¢ecthqirtheir

own, many relating to ICT; it was from this group | obtained my teacher interviewees.

Much of this innovation was shared at an LA level (P4.2) and with partnership schools (P4.3). | was
recommended to present some of my findings at BETT in 2012. The acceptance of my submission was
accompanied with the offer to sih two seminar panels (P4.4). Much of BETT is an international trade fair;
my full audience was very cosmopolitan and | wondered what the vendors in the main hall below would make
of my message to delegates to spend little, return to their own country or county and be clear dltbaywha

want ICT do.

The cancellation of BSF had a major impact on this work and was hugely disappointing for those schools

whose advance ‘Wave 2’ plans were scrapped. For me it meant the originally planned impact of this work had
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nowhere to go. However, now schools are being encouraged (or will have little choice) in becoming
increasingly autonomous in managing their organisations. LA influence is being reducediag is

channeled directly to schools. The choice and nature of support services and advice is being ldfibofsto sc
to decide. It is expected that the majority of schools will acquire the ultimate independdaimiicstatus.

The expected reduction in prescription from the National Curriculum will allow each schdesign and

deliver content and teaching and learning as fudistthem. Ofsted (with a budget reduction from £266m to
£146m) have another new framework for inspection that will rely on historical data and 2 dagovisit
schools. Crucially, like the rest of the public sector, schools will have less money to spend.

School leaders will need to balance the requirement for improvement within all of thesaintmst

Investment in ICT will potentially be at the centre of the conflict between #ssyre to innovate and avoid
deficit budgets.

This work and its findings could therefore be crucial in informing schools where best to feicwesftrts and
investments. Explaining the difference between simplistic spending and resourcing ahasiorpacts on
teaching and learning is a lesson learnt from this research.

This is already happening. Only two of the original 8 BSF schools are staying with the MSE,y&@aon
contracts. | have been instrumental in planning our own exit strategy and reducing the cost to change to a
minimum while at the same time introducing improvements that address the legacy issues of 5 years
stagnation (P4.5). In doing this | have involved other schools in my planning and helped them with their own
processeshrough my membership of the ‘Way Forward’ group (P3.5-7, P4.9). Documentation and
specifications of mine were used by all in their own school’s process (P.4.10) as I organized and managed

both ‘soft market testing for the group (P4.6). Although this appears to focus on the mechanics of appointing

6 Soft Market Testings of organisations finding out about new ideas and service chaissibfe before they complete
tender documents. Organisations need not follow the idea they talk btwitetd providers present their possible
solution and ideas before the official procurement process begins.



Page 131

contracts, the reality was far from that. Throughout the process | continually stressed & thehoeed to

have teaching and learning as a focus and provide systems to support their aims.

This influence has reached beyond the old BSF cluster into other areas of the LA, includifig(&l it

Academy Trust) and the PRU (Pupil Referral Unit). Bringing in a neighbouring primary schoolramddg

our own MAT has enabled me to extend our ICT service to rapidly develop them to a position they could not
have possible achieved on their own, allowing teaching and learning access to better tools as a result.

| expect these types of developments to continue and therefore allow me to have more of an impact as an

individual than would have been possible within an LEA and BSF programme.

On reflection | started this work with rather naive and simplistic thoughts. | accepteaht$fermational

rhetoric (Rudd, 2013, p.148) without question, in fact | may have helped perpetuate it (P4.2) amigktheref

saw the BSF process and its ICT investment as the once in life time opportunity to maket has | put
together my literature review and began the collection of data, it became increabiviguis that much more
complex and insightful investigation was required. What emerged was a history of conflictSEhs¢dned

to sharfy focus, with myself placed squarely in the middle. This work therefore proved invaluable in

allowing me to offer informed arguments and make an impact at a strategy level when sitting aroingd meet
tables when national, regional and local decisions were being mddé&ipwever, | am proud to report the

impact | feel | have made within my organization, in what | believe is the true spiris afualification.

Further publications of my findings will also add to the knowledge base about ICT and learning and allow my
findings to be of wider use to the educational community and policy-makers.

Schools are complex organisations, and although BSF was a fantastic opportunity for my own, it added extra
expectations, pressures and conflict throughout its many layers, from classroom, to staffroeadersthilp.

This work gave me the confidence to mediate in areas of tension, supporting the schoitd teaethrough

the need to deal with multiple agendas, regardless (or in spite of) the answer to my @sgiadr question

and the title of this work.
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