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ABSTRACT 

This study has examined the management of planned change and 
considers, from the perspective of headteachers, the use of school development 
plans for such purposes. The purpose of the study has been to consider two 
complementary questions: 

" What effect does a continually shifting balance between environmental 
turbulence and stability have on the implementation of school 
development plans? 

" What factors affect the initiation, implementation and institutionalisation 
of school development plans as an innovation in the context of a small 
state? 

The study in addressing these two questions has sought to test the 
generalisablity of Wallace and McMahon's (1994) contingency hypothesis. This 
hypothesis states that to the extent that the environment faced by educational 
organisations is turbulent, a continual process of creation, monitoring and 
adjustment of plans is necessary. However, if the environment is stable, a more 
systematic and cyclic approach to planning may be possible. 

The evidence was drawn from an interpretive multi-site case study of five 
primary schools in a small state, with the headteacher of each of these schools 
being committed to development planning. Data was collected through semi- 
structured interviews with headteachers and education department officers of the 
small state and was supplemented with references to the respective school 
development plans. The data was analysed by using guidelines suggested by 
Miles and Huberman (1994). 

The key finding of this study is that in a small state where policymakers have 
sought to avoid the imposition of too many innovations within a restricted time 
frame, an approach to the management of planned change in schools based on the 
production and use of annual cyclical school development plans is sustainable. 
However, school development planning processes still need to be sufficiently 
flexible to cope with the exigencies of school management. Accordingly, it is 
necessary for headteachers to combine the continual creation and monitoring of 
plans with a more cyclic approach. As such, this study provides supporting 
evidence for the generalisability of Wallace and McMahon's (1994) contingency 
hypothesis. 
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Chapter One 

INTRODUCTION 

Schools around the world are faced with having to respond to the fast 

changing and accelerating demands. of a dynamic economic, political and social 
environment. Caldwell and Spinks (1992) and Hargreaves (1994) each identify a 

number of trends that appear to be leading to societal changes of international 

scope and dimension. Hargreaves (1994) argues that the difficulty in responding to 
these changes is compounded by their very nature and states: 

... their components and consequences are often ironic, paradoxical, 
perverse. (p47) 

Those involved in the management of schools, and headteachers in 

particular, have to reconcile the potentially conflicting and contradictory demands of 
both internal and external environments. School development planning has 

become a widely adopted approach to the management of planned change within 

such a complex organisational context. School development planning attempts to 

provide schools with a systematic and whole school mechanism for co-ordinating 
the management of planned change. Furthermore, school development planning is 

advocated as a facilitating mechanism to aid the impl ementation of the multiple 
innovations introduced into the education systems of England and Wales since the 
1988 Education Reform Act. 

In this study it will be argued that an approach to the management of 

planned change in schools based on the production and use of school development 

plans needs to be sufficiently flexible to cope with the exigencies of school 

management. Evidence will be presented to support Wallace and McMahon's 

(1994) 'contingency hypothesis' which states that to the extent that the environment 
faced by educational organisations is turbulent, a continual process of creation, 
monitoring and adjustment of plans is necessary. If the environment is stable, 
however a more systematic and cyclic approach to planning is sustainable. 

The evidence will be drawn from an interpretive multi-site case study of five 

primary schools in a small state. In this small state policymakers have adopted 

some, but not all, of the reforms experienced by schools in England and Wales. 



The reforms have been amended to suit local circumstances, initiated and 

implemented to a different timetable or not adopted at all. This is particularly 
important as Wallace (1994) argues that the most effective way of advancing school 
improvement may be for governments to guard against imposition of too many 

innovations within a restricted time frame and with insufficient resources. It will be 

argued that when policymakers have been unknowingly 'listening' to Wallace's 

advice, the subsequent relative environmental stability is one of the factors affecting 

the implementation of school development planning. Nevertheless, there will be 

occasions when rapid response and more continual planning processes are 
required. 

The remainder of this chapter will encompass: 

4, the rationale for the research; 

* an exposition of the operational definitions used in the study; 

*a brief summary of the origins of school development planning and 

subsequent initiatives; 

ea justification for locating the fieldwork in primary schools of a small state, 

and Jersey in particular; 

" the methodological underpinnings of the study; 

" the theoretical orientation of the study; 

"a summary of the scope and significance of the study; 

"a brief review of the limitations of both the methods and outcomes of the 

research; 

a an outline of how the study will unfold in the following chapters. 

RATIONALE 

School development planning is currently 'fashionable' and there are a 

number of 'handbooks' identifying both the benefits and processes associated with 

the approach (Hargreaves and Hopkins, 1991; Skelton et al, 1991; Davies and 

Ellison, 1992; and Rogers, 1994). Nevertheless, the use of a 'handbook' 

approach to school development is not without dangers and these are cogently 

articulated by Pascale (1990) within a business context. Pascale (1990) argues 
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that a consequence of a handbook approach is that managerial techniques become 

something that can be 'bought off the shelf'. This can lead to an over reliance on 

such techniques, insufficient awareness of the underlying assumptions and over 

readiness to discard yesterday's techniques as the latest'model' becomes 

available. The relevance of this critique is that it reminds both practitioners and 

researchers that genuine improvements in teaching and pupil learning are unlikely 

to be brought about by over simplistic and unrealistic strategies for the management 

of planned change. Accordingly, it is necessary to look at some of the key research 
into school development planning. 

Wallace (1991 a) and Wallace and MacMahdn (1994) have raised questions 

about the practicality of excessively prescriptive approaches to school development 

planning. In their study of six multi-racial primary schools, Wallace and McMahon 

(1994) doubt the usefulness of school development planning initiatives that relied 

over much on annual planning cycles. Such initiatives are based on the 

assumption that both internal and external environments are sufficiently stable to 

allow for the school development plan to be updated on an annual basis. Wallace 

and McMahon (1994) found that school development planning was institutionalised 

only in those schools which had experienced lower levels of environmental 
turbulence. This finding plus Wallace's (1991 a) findings from a previous study led 

Wallace and McMahon (1994) to develop a'contingency hypothesis' which states 
that: 

... to the extent that the context of schooling is turbulent, a continual 
process of creation, monitoring and adjustment of plans is dictated.. 
To the degree that the context is stable, there is more scope for 
reliance on a systematic cyclic approach. (p33) 

The current study is designed to increase our understanding of the effects of 

environmental turbulence and stability on the implementation of school development 

plans. The study, therefore, sought to test the generalisabilty of Wallace and 
McMahon's (1994) contingency hypothesis. Accordingly, the primary and secondary 

research questions for the study were: 

" What effect does a continually shifting balance between environmental 
turbulence and stability have on the implementation of school development 

plans? 

" What factors affect the initiation, implementation and institutionalisation of school 
development plans as an innovation in the context of a small state? 
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However, before the origins and nature of development planning are outlined 
in greater detail it is necessary to operationalise some of the key terms in both the 

primary and secondary research questions. 

KEY OPERATIONAL TERMS 
A definition for each term will stated, with each being subject to further 

'unpacking' in Chapters Two and Three. Terms associated with the methods used 

in the study such as 'interpretive multi-site case study' will be considered in Chapter 

Four. 

SCHOOL DEVELOPMENT PLANNING 

The Department of Education and Science (DES) funded a project led by 

Hargreaves and Hopkins which sought to provide advice on the practicalities of 

school development planning and led to the publication of two documents (DES, 

1989,1991). In the first of these documents it stated that: 

The distinctive feature of a development plan is that it brings 
together, in an overall plan, national and LEA policies and initiatives, 
the school's aims and values, its existing achievements and its needs 
for development. By co, -ordinating aspects of planning which are 
otherwise separate, the school acquires a shared sense of direction 
and is able to control and manage the tasks of development and 
change. A development plan is easily described. Priorities for 
development are selected and planned in detail for one year and are 
supported by action plans or working documents for staff. The 
priorities for later years are sketched in outline to provide the longer 
term framework. (DES, 1989 p4) 

Hargreaves and Hopkins (1991) stress that school development planning 

involves more than the production of a school development plan. The school 
development plan should not be seen as the end product of the development 

planning cycle. The production of the plan is an integral part of the process 
whereby change is implemented and actions undertaken. Hargreaves and 
Hopkins (1991) state: 

The production of a good plan and its successful implementation 
depend upon a sound grasp of the processes involved. A wise 
choice of content for the plan as well as the means of implementing 
the plan successfully will be made only when the process of 
development planning is thoroughly understood. (p4) 
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Hargreaves and Hopkins (1991) have identified four sequential processes 

that they consider to make up the development planning process: one, an audit, 

where the school reviews its strengths and weaknesses; two, construction, where 

priorities are identified and targets set; three, the implementation of such priorities 

and targets; four, evaluation, where the success of the implementation processes is 

reviewed and evaluated. 

Nevertheless, it is recognised that the successful implementation of the 

school development plan requires continued commitment and support from all of the 

'leaders'within the school. This will be particularly necessary when any problems 

are encountered, which will require the use of a number of tactics to overcome 
them. After the school has taken stock of the progress made to date the school 

prepares the next three year development plan, with the priorities of the second 

year of the original plan now coming to the forefront. It is recognised that this 

cannot be done without reference to the changing school, local and national 

contexts. 

TURBULENCE AND STABILITY 

Wallace and McMahon (1994) define 'turbulence' and 'stability' as follows: 

Turbulence refers to changes in information and practice relating to 
the internal environment of an organisation, and the changes in 
information about demands coming from the external environment. 
Conversel stability means the continuance of existing practice Y, 
within the organisation, uninfluenced by internal changes or external 
demands. (pl) 

However, the difficulty of trying to establish criteria for environmental 

turbulence is illustrated in the work of Dalin et al (1994) who were unable to come 

up with a set of specific criteria to identify the level of environmental turbulence. 

INITIATION, IMPLEMENTATION, INSTITUTIONALISATION AND 

REJECTION 

These four terms direct attention towards the interlocking phases of the 

change process that will be considered in more detail in Chapter Two. However, 

each phase can be seen as having distinguishing elements. 
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INITIATION 

The process that leads up to the decision to adopt or proceed with the 

change. 

IMPLEMENTATION 

The initial efforts to put an innovation into practice when the character of the 

innovation may change. 

INSTITUTIONALISATION 

The innovation becomes an integral part oUnormal practice and has become 

routinised. 

REJECTION 

The decision to stop implementation, it implies that either intended or 
unintended outcomes have come about. 

SMALL STATES 

In recent years here has been a significant increase in the interest in small 

states. However, the question as to what is meant by 'smallness' is still subject to 

debate. It is possible to define 'smallness' in terms of population, land area or 
Gross National Product per capita. An alternative approach has been adopted by 

Bacchus and Brock (1987) who used educational provision as an indicator for 

smallness. At one end of the continuum is the partial provision of university 

education with the non-universality of primary education at the other. Nevertheless, 

it is recognised that any criteria are arbitrary in nature and in this study a state is 

defined as 'small'if the population is below 1.5 million (Bray and Packer, 1993). 

ORIGINS OF SCHOOL DEVELOPING PLANNING 

Goddard and Leask (1992) note that it is difficult to trace the starting point in 

the process that led to the adoption of school development plans. Nevertheless, it 

should be noted that government references to the importance of planning began to 

appear in the early 1980s (DES, 1981). In addition, Guidelines for Review and 

Internal Development in schools were devised under the direction of the Schools 

Council (McMahon and Bolam, 1984). However, Goddard and Leask (1992) state 
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that school development plans were operational in two UK Local Education 

Authorities (LEAs) (Enfield and ILEA) by 1985. 

Goddard and Leask (1992) argue that school development plans were being 

introduced in response to difficulties experienced with the management of multiple 
innovations and the desire to improve school evaluation and review. Other factors 

that influenced LEAs' policies towards school development plans included the DES 

requirement, for the purposes of the Educational Support Grant scheme, that all 

schools should have a National Curriculum development plan. Furthermore, since 
1987, LEAs have had to show how staff development needs have been identified in 

order to support their bids for inservice training money. 

LEAs, with DES support, increasingly required schools to produce school 
development plans. As previously mentioned the DES funded the School 

Development Plans Project which was designed to produce national advice on 

school development planning. The DES project has had a considerable influence 

on the senior staff of schools, Wallace (1991 b) cites Keys and Fernandes (1990) 

who conducted a national survey and reported that 60% of headteachers who had 

decided to act as governors had consulted the booklet. Furthermore the early 

findings of work being undertaken by Mortimore et al (1994) indicates that 75% of 

LEAs had or were developing a formal policy for development plans in primary 

schools in the years between 1989 and 1992. The remaining LEAs already had 

existing polices in place, with only two LEAs in England and Wales and 50% of the 

Scottish regions without a school development plan policy. 

The dissemination of the school development planning is also reflected in 

the publication by a number of LEAs (Warwickshire County Council, 1991; Sheffield 

Education Department, 1991) of advice about the production of school development 

plans. Additional material has been produced by Skelton et al (1991) and Davies 

and Ellison (1992) based upon work with schools engaging in school development 

planning. Schools themselves, such as Norham Community High School, are 

beginning to develop materials to support the development of school development 

plans (Rogers, 1994). 

More recently the belief in the potential of school development plans for 

improving schools is asserted in OFSTED (1994). Three schools (primary, middle 

and secondary) which have adopted an approach similar to that put forward in the 

DES projects are reported on. It is stated: 
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There is no magic formula for bringing about school improvement, nor 
is it easily achieved, particularly by schools in socially deprived areas. 
Nevertheless, as several examples in this document testify, even 
schools suffering from high levels of deprivation can achieve genuine 
improvements through careful rational planning and the commitment 
of teachers, heads, pupils and go vemors (p 7) 

Hopkins and Hargreaves (1994) subsequently claim using the OFSTED 

report as a basis: 

That development planning can be effective is thus no longer in 
question. (pix) 

This statement raises several interesting issues; first, what is the link 

between a school development plan and school effectiveness and improvement, an 

issue investigated by Mortimore et al (1994)? Second, do the outcomes of HMI 

inspections provide reliable and valid research based knowledge? Third, as will be 

discussed in Chapter Two, the term 'rational planning' is not without accompanying 
baggage and care needs to be taken to ensure the term is not used inappropriately. 

It would be wrong to give the impression that the use of school development 

planning is confined to the UK. Dempster et al (1994) note that development 

planning efforts are to be found in Denmark, Australia and other western 
democracies. Stoll and Fink (1992) and Levine and Liebert (1987) describe similar 
innovations in North America. Dempster et al (1994) have produced a comparative 

profile of school development planning initiatives, in England, Queensland and 
Denmark. There are a number of explicit differences between the three initiatives. 

One, the extent to which the initiative is legitimated by legislation or official 
documents and research. Two, purpose, i. e. the emphasis on development vis a 

vis accountability. Three, policy and the extent to which development planning is 

optional or compulsory . The importance of this comparison is that it highlights the 

difficulty of undertaking any hypothesis testing of Wallace and McMahon's (1994) 

contingency hypothesis, in that'successful institutionalisation' may be contingent 

not just on a comparative lack of environmental turbulence, but on the 

characteristics of the particular scheme and upon the factors that influenced 

initiation and implementation. 
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LOCATING THE RESEARCH IN PRIMARY 

SCHOOLS OF A SMALL STATE 
The study has sought to generate answers to the primary and secondary 

research questions from fieldwork in States of Jersey primary schools. It is, 

therefore, necessary to ask the following questions. 

op Why locate the research in a small state? 

e Why choose Jersey as the small-state? 

a Why focus on primary schools? 

Each question will now be examined in turn. 

WHY LOCATE THE RESEARCH IN A SMALL STATE? 

Wallace and McMahon's (1994) contingency hypothesis makes it quite 

explicit that the effectiveness of different approaches to school development 

planning is influenced by a range of local and national factors, with a particularly 
important factor being the burden of compulsory multiple innovations. 

Subsequently, Wallace (1994) developed an additional hypothesis which is 

congruent with the contingency hypothesis. Wallace states: 

The most effective way of promoting the improvement of schooling 
may be for governments to guard against the imposition of too many 
innovations in too short a time-scale, with too few resources. (p159) 

It would seem appropriate to consider school development plans in the 

context of an education system which has introduced many of the reforms 
introduced in the UK, butto a different timescale. 

WHY CHOOSE JERSEY AS THE SMALL STATE? 

Jersey, with a population of approximately 84,000 people, falls well inside 

the boundaries of the definition of a small state articulated earlier in this chapter. 
Furthermore, the Bailiwick of Jersey is completely independent in domestic affairs 
from the UK in having its own legislative assembly, the States of Jersey. Whilst not 

subject to UK legislation, the States of Jersey often follow the lead provided by the 
UK government and the Education Committee, through the Education Department, 

often implements initiatives which are based on changes taking place in the UK. 
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These initiatives normally 'lag behind' the UK in order to allow for a period of 

evaluation and review. Jersey, for example, has its own variant of the National 
Curriculum, the Jersey Curriculum, and is only just beginning to pilot delegated 

funding to schools, whilst school governing bodies have yet to be formed in primary 

schools. Table 1.1 summarises the key reforms which have been introduced in 

recent years and highlights some important differences from the context of the UK. 

Table 1.1 Key reforms for Jersey primary schools Summer 1995 

National Jersey National Curriculum which is co-ordinated by the Jersey 
Curriculum Curriculum Council and substantially slimmed down in comparison 

to the 'pre-Dearing curriculum', however includes French. Local 
amendments to 'Dearing Report' implemented in September 1995 

Assessment All schools must devise their own assessment policy in accordance 
with the assessment policy of Jersey Curriculum Council. SATs are 
made available to schools who decide whether they are adopted. 
Summer 1995 saw a pilot use of UK SATs at Key Stages 1 and 2 

Local Delegation of funds other than staffing, building maintenance and 
Management in-service training. Local scheme of LMS (Delegated Financial 
of Schools Management) began as a pilot scheme in January 1995. 

Governing With the exception of one school, the secondary schools on the 
Bodies Island have advisory boards which do not have powers over finance 

or staffing. In September 1995 governing bodies, similar to those in 
UK were established in the secondary schools. As yet there are no 
plans for the scheme to be extended to primary schools. 

School A local scheme of Validated School Self-Evaluation introduced in 
Inspection September 1995. 

Salaries, Salaries are negotiated locally by the Teachers Panel (the Jersey 
conditions of teachers association (NUT), NASUWT and ATQ with the Education 
service Committee. 

Appraisal As a, consequence of the 1990-91 pay award a Scheme of 
Professional Development based upon the Report of the National 
Steering Group - School Teacher Appraisal: A National Framework 
was piloted during March 1991 - January 1992 and introduced into 
all schools in September 1993. The aim was for all teachers and 
headteachers; to have undergone one two-year cycle of appraisal by 
the summer of 1995. 

This initial comparison suggests that heaciteachers and staff in Jersey 

schools have been faced with a different timetable and burden of reform from their 

colleagues in England and Wales. The Jersey education system, as such, 

provides a fascinating opportunity to examine school development plans in an 
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education system where the profile of external compulsory innovations is different 

from that of England and Wales. 

WHY FOCUS ON PRIMARY SCHOOLS? 

Two reasons justify this choice. First, it makes sense to locate the research 

in the same area as the one from which the guiding hypotheses originated. This 

allows the outcome of the study to contribute to the generalisability of the existing 

research database. Second, primary schools in Jersey have been using school 
development plans for a number of years. As will be seen later, a large part of the 

existing research has been located in primary schools in the first year of the 

implementation of the innovation. This situation would suggest that primary schools 
in Jersey provided an opportunity to examine the institutionalisation phase of an 
innovation (Fullan, 1991). This is particularly relevant, given that at the time of the 

research design Jersey secondary schools were only in their second year of a 

system wide school development planning initiative. The justification for choosing 
Jersey primary schools is coupled with a specific methodological orientation, which 

will now be more fully articulated. 

METHODOLOGICAL ORIENTATION 

In this study it is assumed that it is possible to combine the approach of 
those researchers who emphasise that the task of researchers is to discover 

objective facts and those who focus upon the diversity of the social construction of 

reality. This orientation represents a systematic postpositivist approach to 

epistemology which can be described as 'transcendental realism' (Bhaskar, 1989). 

Miles and Huberman (1994) provide a compact summary of this 

epistemological orientation. Miles and Huberman state that on the one hand: 

... social phenomena exist not only in the mind but also in the 
objective wofid - and that some lawful and reasonably stable 
relationships are to be found among them. The lawfulness comes 
from the regularities and sequences that link together phenomena. 
From these patterns we can derive constructs that underfie individual 
and social life. (p4) 

Yet at the same time they accept that: 
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knowledge is a social and historical product and that 'facts'come to 
us laden with theory. We affirm the existence and importance of the 
subjective, the phenomenological, the meaning making at the center 
of social life. (p4) 

This stance may be described as pragmatic, non-paradigmatic and 

representative of a middle-ground epistemology. It allows the testing of hypotheses 

within a qualitative research framework. The consequences of this orientation will 
become more apparent in Chapter Four which focuses on the research strategy of 
the current study. 

THEORETICAL ORIENTATION 

The theoretical orientation of the study draws upon a number of differing 

sources. First, the literature on strategic planning will provide the critical screen 
through which school development planning will be viewed. Two arguments are put 
forward to legitimate this choice. Authors such as Caldwell and Spinks (1992) view 
development planning as being interchangeable or synonymous with strategic 

planning. Dempster et al (1994) argue that development planning can be seen as 

part of the phenomenon whereby business practices are transferred into the 

management of the public sector. These points indicate that the literature on 

strategic planning could provide a suitable source of an operational definition of 
planning which is consistent with the purposes of this study. 

Second, Wallace and McMahon's contingency hypotheses directs attention 
towards the contingency theory of management. Bums and Stalker (1961) and 
Hanson (1979) provide the conceptual starting point for considering the impact on 

schools of a shifting balance between internal and external stability and turbulence. 

Third, Fullan (1991) suggests that the development of innovation 

implementation plans can be seen as an innovation in its own right. This is 

evidenced in the UK context by Wallace (1991c) and Wallace and McMahon (1994). 

It is, as such, necessary to draw upon the conceptual framework which has been 

established to analyse the initiation, implementation and institutionalisation of 

educational innovations. Furthermore, one of the major arguments put forward by 

the proponents of school development plans is that such plans aid the school in the 

management of multiple innovations (Hargreaves and Hopkins, 1991 and Davies 

and Ellison, 1992). This claim directs attention towards the complimentary 
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theoretical framework associated with multiple innovations (Bolam, 1984, 

Anderson, 1990 and Wallace, 1991c) 

Fourth, given that the study is located in Jersey and the weight attached to 

the local and national context in both Wallace and McMahon's (1994) and Wallace's 

(1994) hypotheses it is necessary to consider the importance of the national context 

provided by a small state, and so locate school development plans within the 

theoretical framework provided by literature on the educational administration of 

small states (Bray and Packer, 1993). 

SCOPE AND SIGNIFICANCE OF THE STUDY 

In considering the significance of the study the following points are of note. 
By its very nature the study was restricted in scale with no secondary schools 
included and with data collected from only five Jersey primary schools. All of the 
headteachers interviewed were committed to school development planning and had 

produced a number of school development plans. Headteachers not committed to 

the use of development plans were excluded from the sample. Nevertheless, the 

study extends the research based knowledge on school development planning as 

an innovation. Much of the existing published research focuses upon the early 

stages of initiation and implementation and does not look beyond the first year of 
development planning within a school. Furthermore, the study provides supporting 

evidence from a differing national context for Wallace and McMahon's (1994) 

contingency hypothesis and as such strengthens the general is ability of existing 

research findings. Finally, the study contributes to developing an understanding of 

educational administration in small states in general, and Jersey in particular. 

STRENGTHS AND LIMITATIONS OF THE STUDY 

This study has a number of strengths which need to be borne in mind before 

any consideration of its limitations. First, the study provides a number of snapshots 

of the processes of school development planning particularly as two overlapping 

planning cycles were represented in the data collected. Second, in much 

qualitative research it is not possible to identify the respondents, the schools or local 

context. In this study it is possible to identify the education system, school and 
headteacher allowing other researchers access to the participants in order to check- 
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out both the reliability and internal validity of the study by direct reference to the 

field. Third, interviewing only headteachers and officers of the Education 

Department allowed access to a greater number of schools, given the relatively 

scarce resources of a part-time individual researcher. However, it is necessary to 

recognise that the study is subject to a number of limitations. 

ATTRIBUTABLE AND 'ON THE RECORD' 

The interviews with the headteachers and officers of the States of Jersey 
Education Department were taped, attributable and 'on the record'. There is, 

therefore, the concern that informants' answers were couched in such a way that 

reflected their awareness that the responses would be immediately identifiable. The 

justification for this decision should be seen as part of the 'managed intimacy' of 

living in a small state and will be elaborated upon further in Chapters Four and 
Seven. 

HALO EFFECT 

Related to the above is the generation of a 'halo effect'. Askingquestions 

about school development plans mid-way through the planning cycle could have 

provided a timely 'reminder' to the less systematic headteachers to undertake 

appropriate action. 

DATA COLLECTION 

The data collected came from interviews with headteachers, Education 

Department Officers and from copies of the relevant school development plan. No 

interviews were held with school staff other than headteachers, with the exception 

of one school where the deputy head took over for the summer term from the 

headteacher, who was having major surgery. The data presented relates to the 

headteachers' perspective; secondly, the processes involved in producing the 

school development plans and their subsequent implementation were not observed. 

EFFECTIVENESS 

No attempt was made to consider the effectiveness of school development 

planning in bringing significant and lasting improvement in pupil learning. To have 

done so would have increased the scale of the study, and is more appropriate for a 

14 



larger research project (Mortimore et al, 1994). However, what the study has done 

is to focus on how headteachers have sought to use both plans and planning to 

support attempts to bring about improvements in the effectiveness of the school. 

GENERALISABILITY 

Given the method of selection of the schools within the study no claims are 

made as to whether it is possible to generalise the findings to all primary schools 

within Jersey, schools in small states or school development planning in larger 

educational systems such as the England and Wales, Australia and Denmark. 

However, the research does contribute to the breadth of the rapidly growing 

research base on school development planning and heightens our awareness of the 
issues involved. In that way it should help strengthen the g eneralis ability of existing 
research hypotheses. 

SELECTION OF THE SITE SCHOOLS 

The schools selected were not a random sample of primary schools in 

Jersey. The schools were selected in conjunction with the Senior Primary Advisor, 

who was a major actor in the school development planning innovation. They were 

selected on the basis. that the headteacher had displayed commitment to school 
development planning in previous planning cycles. The consequence of this 

approach is that it is not possible to claim that the findings of the study are 

generalisable ýo all primary schools in Jersey, for as described in Chapter Five a 
number of other headteachers did not show the same commitment to the 
innovation. However, by focusing on headteachers committed to the use of school 
development plans it would seem more likely that our understanding of the impact of 

a shifting balance between environmental turbulence and stability will be increased. 

If uncommitted headteachers were involved then it seems reasonable to assume 
that environmental turbulence would be used as an 'excuse' to set aside the school 
development plan. 

RATiONALISATION OF PAST BEHAVIOUR 

In constructing this study it has been necessary to rely, to some extent, on 
the informants' retrospective accounts in constructing a history of school 
development planning in Jersey primary schools. Golden (1992) in a study of chief 

executives officers' retrospective accounts found significant differences between 
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these accounts and validated accounts gathered two years previously. This finding 

may be the product of being unable to remember the salience of previous strategies 

or an attempt at'impression management'. This study has attempted to address 

the issue by attempting to check respondents' information across sites and by 

drawing upon documentary evidence. 

OUTLINE OF THE REST OF THE STUDY 

Chapter Two seeks to extend and develop the theoretical orientation of the 

study. Chapter Three delves into the nitty gritty of school development planning 

and will examine the literature relevant to both the primary and secondary research 

questions. Chapter Four provides justifications for the use of a multi-site 
interpretive case-study and the methods used in data collection and analysis. 
Chapter Five details the initiation and implementation of school development 

planning in Jersey primary schools from a system wide perspective, and seeks to 

identify some of the important factors at work. Chapter Six focuses down on the 

selected primary schools and provides a brief portrait of each of the schools and a 

cross-site analysis of the actuality of school development planning. Chapter Seven 

will seek to place the findings of the study in the context of the academic literature 

identified in Chapters Two and Three, and identify avenues for further research. 
I 
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Chapter 2 

THEORETICAL ORIENTATION 

This chapter seeks to develop the theoretical framework outlined in Chapter 

One. School development planning will be located within a particular form of 

planning and is followed by a brief discussion of the relationship between planning 

-and rationality. The literature on single and multiple innovations will then be 

interrogated in order to a shed light on some of the factors that appear to be 

important in affecting the initiation, implementation and institutionalisation of 
innovations. This will be followed by a discussion of contingency theory as this 

provides the conceptual background of Wallace and McMahon's (1994) 

'contingency hypothesis'. Finally, the literature on educational administration within 
the context of a small state will be critically reviewed. 

PLANNING 

Planning is a complex phenomenon and it is necessary to identify an 

appropriate 'critical screen'. As stated in Chapter One, the strategic planning 

perspective will inform the development of an operational definition of planning. 
Mintzberg (1994) in an extended discussion, considers a number of different 

definitions within the strategic planning perspective and these are: planning as 
future thinking; planning as controlling the future; planning as decision-making; 

planning as integrated decision making. However, Mintzberg (1994) rejects each of 
these definitions as not allowing planning to be sufficiently differentiated from other 

generic processes associated with management. Mintzberg (1994) in order to 

differentiate planning from such processes and thereby capture the distinctive 

essence of strategic planning, adopts the following operational definition of 

planning: 

Planning is a formalised procedure to produce an articulated result, in 
the form of an integrated system of decisions (p12) 

At the core of Mintzberg's (1994) conception of planning are the notions of 
formalisation and systematisation as it is these two notions that allow planning to 

be differentiated from other management processes. Mintzberg (1994) argues that 
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formalisation implicitly means the following, i. e. to decompose; to articulate; and to 

rationalise the processes by which decisions are taken and brought within an unified 

organisational framework. Both formalisation and the production of an articulated 

result, in words or preferably on paper, allow planning to be identified with these 

two observable phenomena. 

In Mintzberg's (1994) model of planning rationality is clearly identified as a 
key component of the process, as such it is necessary to consider its importance a 
little further for the management of planned change. It is significant for this study 
for although Hargreaves and Hopkins (1991) argue development planning concerns 
itself with the culture of the school, the handbook nature of the advice provided can 
be seen as being based on a rationalistic and mechanistic model of planning. 
MacGilchrist (1994) states: 

There appears to be a tension between the acknowledgement in the 
book that schools have been described as non-rational organisations 
(Patterson et al, 1986) and that change is a complex process, rather 
than a smooth scientific approach to. development that is portrayed. 
(p26) 
Fullan (1991) argues that one of the reasons that many attempts at the 

planned management of educational reform fail are the faulty assumptions, for 

example rationality, that planners build into their models of the change process. In 

the case of school development planning Wallace and McMahon (1994) argue that 

an assumption underpinning LEA development planning initiatives was that the 

environment was sufficiently stable to allow for priorities to be up-dated once a year 

as each succeeding plan was constructed. Yet the schools were often faced with 
demands which led to the development of new priorities as the year progressed. 

In attempting to unpack rationality Mintzberg (1994) cites Wildavsky (1979) 

who identifies two strands of rationality which can be applied to increase an 

understanding of planning: First, will the adoption of rational procedures lead to the 

achievement of the desired objectives? Second, does planning provide guidance 
in the choice of competing objectives? It is this first strand of rationality which is of 

particular importance in this study given that school development planning is 

primarily concerned with bringing about school and classroom improvement through 

a systematic and whole school approach to planning (Hargreaves and Hopkins, 

1991). 
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The importance of this first aspect of rationality is articulated by Wise (1983) 

who argues that American schools have been subject to a number of influences 

which are based on the assumption of a very rational view of schooling. This 

assumption is based on the notion that schools are like factories and improvement 

can be brought about by the application of rational procedures. These rational 

procedures, are in turn, based on a linear model of cause and effect. Wise (1983) 

states: 

.... the trend is so pronounced that it should be characterised as the 
hyperrationfization of education. (p94) 
Wise (1983) argues that the consequence of this hyperrationalisation has 

been failure in the implementation educational policies due to the underpinning 
assumption of a linear model of cause and effect being unsound. Wise(1983) 

subsequently calls for the development of a new paradigm for the management of 
change. Indeed, Senge (1990) and Stacey (1992) have subsequently developed 

models of the management of change which are based on non-linear notions of 
cause and effect in organisations. The implications for the management of planned 

change have subsequently been eloquently articulated by Fullan (1993). However, 

the particular relevance of the hyperrationalisation hypothesis for school 
development planning is evidenced by Wallace and McMahon (1994) and will be 

considered in more detail in Chapter Three. 

The second aspect of the relationship between planning and rationality i. e. 

planning as a mechanism for providing guidance in the choice of competing 

objectives now needs to be considered. Criticisms of rationality as a basis for 

making choices are articulated in the context of school development planning by 

Ball (1993), who argues that such an approach attempts to legitimate the process of 

management to both teachers and headteachers. School development planning 
fails to reflect the linkage between management values and practices, it is process 

oriented, rational and apolitical. The approach does not recognise the conflict over 

aims and objectives which is often found in schools. Constable (1994) states: 

The implication for school leaders is that they may be caught, even 
torn, between a professionally acceptable but sanitised view of 
school development, and another which acknowledges values and 
power but seems characterised by unresolvable conflict. (p98) 
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DEVELOPMENT PLANNING AS AN 

INNOVATION 
Hargreaves and Hopkins (1991) argue that one of the key attractions of 

school development planning is that it gives the school the opportunity to exert 

greater control over the problem of innovation overload. However, school 
development planning in itself may add to the 'innovation overload'with Fullan 

(1991) arguing that planning for implementation needs to be seen an innovation in 

its own right. Perceiving development planning as an innovation directs attention 
towards the literature on the management of single innovations. 

Before engaging in the aforementioned task it is necessary to identify some 

of the weaknesses of the single innovation perspective. Bolam (1984) argues that 

a significant weakness of such a perspective is the failure to recognise that schools 

are dealing at any one time with a number of differing innovations, each differing in 

size, complexity and necessity. However, Bolam's (1984) critique is far more 

powerful than merely stating the schools face 'multiple innovations'. Bolam (1984) 

argues much of the published research literature comes from the USA and reflects 

values and conditions there. It is, therefore, necessary to take into account: first, 

the literature's technological orientation; second, the literature has been produced in 

a decentralised political system yet federal finance is important in influencing local 

action; third, the USA is economically advanced with a supporting communications 

and professional infrastructure. 

Furthermore, Bolam (1984) argues that in considering the literature on 

educational innovation for guidance on the management of planned educational 

change it is important to remember that change does not just happen, but involves a 

complex and dynamic process. This view of change is reflected in the following 

figure which provides a simplistic representation of the change process. 

Initiation Implementation Institutionalisation/ Rejection/ H 
Continuation postponement 

(Adapted from Fullan, 1991) 
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The meanings of initiation, implementation, institutionalisation and 

rejection/postponement were all considered in Chapter One. Fullan(1991) 

identifies a number of points that need to be taken into account when considering 
the change process: first, there are a variety of interacting factors operating at each 

phase; second, the change process is non-linear and there are negative and 

positive feedback loops; third, innovations vary in both their scope and the source 

of the initiation of the change; fourth, it is impossible to neatly associate any specific 
time periods with each phase of the process. What will become self-evident in 

Chapter Three, as the specific literature on school development planning is 

explored, is how very little published research has been conducted which goes 
beyond the early stages of the implementation phase. 

It is important to note that innovations operate at a number of different levels 

within the education system. Additionally innovations are often implemented not 
just at different levels within a system, but they also operate between educational 

systems. Wallace and McMahon (1994), drawing upon the work of Bolarn (1975), 

identify change agents, innovations and users at the national, local and school level. 

Biott et a[ (1994) report that officers of different LEAs held diverse perceptions of 
the school development planning processes, with headteachers also having 

differing appreciations of the processes involved. There is also the possibility of 
interaction both within and between levels of the same system and differing 

systems. MacGilchrist (1994) describes these feedback loops within schools, 
between schools and between schools and external agencies as 'interactive reform'. 

Fullan (1991) identifies a number of characteristics and themes that appear 
to have an important impact on an innovation during the first two phases of the 

change process. 
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Table 2.1 Factors associated with the initiation and implementation of 

innovations 

FACTORS ASSOCIATED WITH INITIATION AND IMPLE MENTATION PHASES 
INITIATION DECISIONS INTERACTIVE FACTORS IMPLEMENTATION THEMES 

AFFECTING IMPLEMENTATION 
Existence and quality of Need - does the innovation address Vision-building - there is a 
innovations - these may be what is perceived to be a shared view of what the 
optional or compulsory and of priority need institution should become of 
variable quality which the staff feel a sense of 

ownership 
Access to innovations - Clarity - about goals and Initiative -taking and 
through central dissemination implementation strategy empowerment -sharing power 
programmes or through within the organisation by 
individual networking setting up cross hierarchical 

groups and delegating authority 
Advocacy from central Complexity - the difficulty and Staff Development and 
administrators - can apply extent of change of individuals Resources Assistance - 
pressure and/or make responsible for implementation. - ongoing training both pre and 
resources available during implementation with 

access to appropriate resources 
Teacher advocacy - where QualitylPracticality - is the Restructuring - the creation or 
culture of 'continuous innovation implementation and adaptation of organisational 
improvement' exists teachers achievable arrangements necessary for 
can be a rich source of implementation 
innovations 
External charige agents - LOCAL CHARACTERISTICS MonitoringlProblem-coping - 
consultants from outside active and prompt response to 
agencies who can raise problems which seek to build 
awareness of issues nal capacity 
Community School District - the districts track Evolutionary planning - 
PressurelSupportlApathy - record in the management of adaptation of plans as change 
of variable importance and change implemented to take advantage 
often depends upon of unfolding conditions and 
demographic changes or level opportunities 
of education within the 
community 
New Policy - Community - the extent of which 
Funds(FederallStatelLocal) local communities and Board of 
- the availability of funds Governors are influencing 
attached to an innovation implementation strategies 
may be too good to refuse 
Problem-solving and Principal(headteacher) - does the 
Bureaucratic Orientations - innovation have the active support 
tendency among local level of the headteacher in shaping the 
administrators to seek organisational culture 
external funding to 
implement new innovations 
for political or symbolic 
reasons 

Teachers - the willingness of staff 
to collaborate and develop shared 
meaning 
EXTERNAL FACTORS 
Government and other agencies 

- source of both compulsory 
innovation and resources 

There are a number of factors that affect the institutionalisation of an 
innovation. Institutionalisation implies a decision at the institution level which 
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depends on the implementation experience. Fullan (1991) drawing on the work of 
Berman and McLaughlin (1977) and Huberman and Miles (1984) identifies a 

number of factors that appear to be important: 

e the active support of institutional leaders in sustaining new practice; 

a low staff and administrative turnover; 

a appropriate staff development for new staff; 

* continued support of external administrators; 

the development of a critical mass of administrators and teachers who are 

skilled and committed to change. 

At this stage it is not the intention to expand upon those factors in any great 
detail. However, for this study it is necessary to remember that it is taking place 

within the context of a small state where it is not possible to make distinctions 

between central and local government. In Jersey, the governance of the island is 

primarily carded out through a series of thirty five committees, which includes an 
Education Committee. The President of a Committee is in effect the Minister for 

that area of government. Accordingly local and national government are one and 
the same thing, leading to a reduction in the number of implementation levels within 
the system. 

The intimacy of a small state makes it difficult to distinguish between change 

agents responsible for adopting and initiating an innovation and those charged with 
the innovation's implementation. This may require the amendment of theoretical 

models based on research in large states. An example of a large-state model is 

provided by Bowe and Ball (1992), which was developed from the recent school 

reforms in England and Wales. Bowe and Ball (1992) state that policy formulation 

and implementation is a cycle of mutual influence between the context of influence, 

the context of text production and the context of practice. The context of influence 

is primarily outside the public domain, and this is where interested parties develop 

ideas and objectives, often occurring at the national level. The context of text 

production involves the development of official texts representing policy which may 
diverge from policy initiators' intentions, and again this is often something that 

occurs at national levels. The context of practice involves the reinterpretation of 

official texts and the policy is adapted according to the values of implementors, 
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often at local or institutional levels. The evaluation of policy at this level may lead to 

pressure within the context of influence to reformulate the policy.. 

Two questions arise from this model which are pertinent to this study. To 

what extent is there local text production or are policy documents taken 'off the 

shelf' from other education systems? Second, in small states it is likely that the 

same individuals will be involved in the varying contexts. Individuals who are 
involved in trying to shape and influence policy, will also be involved in both the 

production of policy documents and their subsequent implementation. Accordingly, 

it is necessary to ask the question as to what extent is it possible to distinguish 

between the three contexts in a small state? 

The review to this point has focused upon 'ýingle innovations'. It is now 
necessary to develop the multiple innovations perspective as developed by Bolarn 

(1984), Anderson (1989) and Wallace (1991c). Wallace (1991c) developed a 

useful framework to analyse the factors which affect planning at the level of a 

school, within the context of a changing innovation profile. 

Table 2.2 Dimensions of variation between innovations 

Minor Major 
(minor significance for the (major significance for the 
school) one or more staff school) one or more 
individuals, and/or occupying a functional groups (e. g. heads 
small proportion of time of faculty, infant department) 

and/or occupying a large 
proportion of time 

Simple Complex 
no sub-4nnovations planned or implemented with 
representing discrete sets of deliberate links with other 
tasks for same or different innovations 
staff 

Discrete Inter-related 
planned or implemented planned or implemented with 
without a deliberate link with deliberate link with other 
other innovations innovations 

Optional Compul 
users free to choose whether users required by others to 
and how to implemer 

I 
implement without flexibility 

Wallace and McMahon (1994) demonstrate how innovations may interact, 

indeed they note that there may be: 

4, conflict between the implementation requirements of interrelated 

innovations; 
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a positive interaction between the requirements of related innovations; 

negative interaction between innovations which had not been designed to 

interact. 

An awareness of these issues heightens the importance of being sensitive to 
the impact of multiple innovations on the implementation of the school development 

planning innovation. However, further detailed scrutiny of the work of Wallace and 
McMahon (1994) will take place in Chapter Three. 

CONTINGENCY THEORY 

The primary research question focuses up&n the relationship between a 
shifting balance between environmental turbulence and stability and the 
implementation of school development plans. It is, therefore, necessary to examine 
contingency theory as this provides a mechanism for conceptualising the 

relationship between the organisation and its environment and facilitates further 
'unpacking' of Wallace and McMahon's (1994) contingency hypothesis. 

Contingency theory has its intellectual origins in systems theory, which in 

turn drew upon work of the biologist Ludwig von Bertalanffy (1950). Morgan(1986) 
identifies three key issues upon which systems theory focuses: one, the recognition 
that organisations exist within an environmental context (Katz and Kahn, 1978); two, 
that the organisation consists of a number of interrelated subsystems (Kast and 
Rosenzweig, 1973); three, that congruencies between different organisational sub- 
systems may be identified in order to increase the effectiveness of the organisation 
(Lawrence and Lorsch, 1967). The associated ideas, insights and application to 

organisation have now been brought together under the heading of contingency 
theory. 

Seminal work in the development of contingency theory was undertaken by 

Burns and Stalker (1961), who conducted research into a number of Bdtish 

industries. Burns and Stalker argued that organisational success was not linked to 

a specific group of vadables. Organisations are, therefore, required to tailor their 

strategies, tactics and structures to the specific environment with which they are 
faced. As Bums and Stalker (1966) state in a second edition of their work: 
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One system, to which we gave the name "mechanistic'. appeared to 
be appropriate to an enterprise operating under relatively stable 
conditions. The other "organic". appeared to be required for 
conditions of change. (p5) 
In mechanistic systems the tasks facing the organisations are broken down 

into component parts with an accompanying hierarchical definition of roles and 

responsibilities. In organic systems structures are less hierarchical, jobs are more 
loosely defined and there is greater emphasis on interaction based on lateral 

communication rather hierarchical command. Bums and Stalker (1966) 

subsequently argue that the two forms represent the opposite end of a continuum 

and that there may be intermediate stages between the two extremes. In particular 

a firm may need to use a combination of both approaches depending upon the 

specific requirements of both task and environment. Burns and Stalker (1966) 

state: 

... the relation of one form to anotheris elastic, so that a concern 
oscillating between relative stability and relative change may also 
oscillate between the two forms. A concern may (and frequently 
does) operate with a management system which includes both types. 
(p 122) 
Wallace and McMahon (1994) argue that school development plans may be 

perceived as being 'mechanistic' and as such inappropriate for the management of 

priorities arising outside of the formal planning cycle due to the changing demands 

of the external and internal environment. On the other hand, more 'organic' and 
flexible approaches may be required to cope with the demands of environmental 
turbulence. A more detailed exposition of the evidence supporting Wallace and 
McMahon's argument will be developed in Chapter Three. 

At this stage it is worth considering other applications of contingency theory 

to educational organisations to see if there is any other evidence to support Wallace 

and McMahon's contingency hypothesis. Hoyle (1986) cites Derr and Gabarro 

(1972), Hanson (1979) and Hanson and Brown (1977) as having all examined, in 

the context of American schools, the efficacy of a contingency approach to 

management. In other words an approach to management which seeks to match 

the demands created by both external and internal environments faced by the 

organisation. From this body of work it would appear that the most effective 

schools are those able to adopt and maintain a contingency approach. In the UK 

the more recent work of Nias et al (1992) and Bowe and Ball (1992) also echoes the 

work of Burns and Stalker (1966) in proposing that more organic' forms of 
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management are appropriate to an education environment characterised by fast 

moving change. 

TURBULENCE AND STABILITY 

It is important to note that explaining appropriateness of 'organic' or 
'mechanistic' forms rests largely on notions of turbulence and stability. If turbulence 

and stability are to be used as central concepts of this study it is necessary to strip 

away some of the baggage often associated with each of the terms. 

Turbulence brings benefits as well as costs to the organisation with Pascale 

(1990) arguing that stability can be a mortal danger to an organisation in that it 

brings about complacency and inertia, whereas conflict and tension gives birth to 

both creativity and development. Stacey (1992) arýues that new insights are the 9 

product of conflict, which lead to the development of new ideas through the search 
for meaning. In other words, in order to bring about meaningful change it may be 

necessary deliberately to move the school or organisation away from equilibrium. 
Research by Acker (1991), Osborn and Black (1994) and Pollard et a[ (1994) would 

tend to indicate that changes in the ways teachers work, leading to increased 

collegiality, are the product of the curriculum reforms of the late 1980s and early 

1990s which had increased the level of environmental turbulence. 

Second, environmental turbulence it is not something perceived to be 

exclusive to this age or decade. Schwartz (1991) provides numerous examples of 

writers who believed their age experienced turbulence as never before. Bush 

(1986) writing before the Education Reform Act 1988, when much of the initial work 
into development planning was carried out, identified a number of environmental 

factors which would lead to the management of educational organisations becoming 

an increasingly complex and challenging task. More recently Hopkins etal (1994) 

argue that the nature of change is in itself beginning to change, with change moving 

from something which is new and different, to where change is all embracing. 
Hopkins et al (1994) state: 

We use the phrase systemic change to describe the situation in 
which we currently find ourselves, where change proliferates, is 
unpredictable and is all pervasive. (p 14) 

Given the difficulties in identifying some form of measure of environmental 

turbulence it is necessary to establish a counterpoint to articulated notions of 
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change and turbulence. Mintzberg (1994) argues that is possible to adopt a cynical 

explanation of this continued existence of turbulence. Mintzberg (1994) states: 

It is simply that we glorify ourselves by describing our own age as 
turbulent.... In other words, what we really face are not turbulent 
times but overinflated egos (p208). 

Mintzberg (1994) subsequently adopts an explanation that is slightly more 

charitable. Mintzberg (1994) argues that turbulence is nothing more than what 

planning cannot handle, in that turbulence creates procedures beyond the capacity 

of the processes associated with planning. It may not be that the environment is 

turbulent, but rather that planning experiences turbulence. 

This perspective can be described as 'sweeping', particularly at a time, for 

example, when education in England and Wales could be said to have been subject 

to two waves of reform, i. e. intensification and restructuring. Intensification 

involves, for example, the increased definition of the curriculum and external testing. 

Whereas restructuring, for example, involves school based management, the 

integration of multiple innovation and changes in teachers' roles and responsibilities 

(Fullan, 1991). Nevertheless, the importance of Mintzberg's (1994) perspective is 

that any attempt to explain events in terms of a shifting balance between turbulence 

and stability needs to be undertaken with care and sensitivity. In particular it 

provides a further justification for the use of the secondary research question as a 

mechanism for validating answers generated to the primary research question. 

EDUCATIONAL ADMINISTRATION IN A 

SMALL STATE 

This section will seek to establish a conceptual framework that will embed 
the analysis of school development planning within the context of a small state. In 

doing so the following Will be undertaken: 

a brief summary of the history of the small states literature with particular 

reference to the educational administration of small states; 

-a justification for the study of small states; 

a consideration of some of the political and social characteristics of small 

states which will also draw upon the specific literature which focuses upon 

educational administration in Jersey. 

28 



THE DEVELOPMENT OF THE SMALL STATES 

LITERATURE 

It is only since the late 1950s that academics and researchers have sought 

to increase their understanding of the issues facing small states. Subsequently 

Robinson (1960), Demas (1965), Lloyd (1968), de Smith (1970) and Selwyn (1975) 

have all contributed to the development of this field of study, although primarily from 

an economic and political perspectiv e. However, the study of education systems 

was not in the first wave of the work done on small states. Bray and Packer (1993) 

cite Harrigan (1972) as being amongst the first to work in this area. Itwasnotuntil 

the 1980s when the Commonwealth Secretariat 'picked up the baton' that the 

volume of work increased leading to the publication of, for example, Ministfies of 

Education in Small States: Case Studies of Organisation and Management (Bray 

1991 a) and Making Small PracticaL The Organisation and Management of Ministlies 

of Education in Small States (Bray, 1991b). At the same time as the 

Commonwealth Secretariat initiatives an increasing volume of work began to appear 
from academic circles, for example, Brock (1988a and 1988b), Brock and Smawfield 

(1988), Packer (1991), Bray and Packer (1993) and Louisy (1993). 

JUSTIFICATION FOR SMALL STATES STUDIES 

Bray (1991) and Bray and Packer (1993) conducted a review of the relatively 
limited literature on both public administration and education in small states. Bray 

and Packer (1993) argue that small states are not just miniaturised versions of large 

states but should be seen as having a distinctive ecology. Bray and Packer (1993) 

argue that there are relationships between the size of small states and their politics, 

economics, societies and public administration. In particular they indicate that this 

ecology has a number of dimensions that include resources, foreign aid, 
interpersonal relationships, specialisation, research and identity. The importance of 

each dimension will vary upon the specific circumstances of each small state, and 

will also vary over time. 

However, of particular importance for this study is the possibility that the 

smallness' provides a positive advantage to both policy-makers and practitioners. 
Brock and Smawfield (1988) cites Cammish (1985) in viewing a small state as 

providing laboratory like conditions for educational experimentation. Brock (1988a) 

states: 
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Fundamental experimentation is possible given the will. (p 177) 

As already demonstrated in Chapter One, Jersey provides a fascinating 

opportunity to see how an education system attempts to adopt and adapt reforms 
from another education system and how this impacts upon the environment of 
development planning for school improvement. This is of particular import given 
that those reforms which are adopted are amended to avoid the worst excesses of 
the reforms in England and Wales. 

POLITICAL AND SOCIAL CHARACTERISTICS AND 

EDUCATIONAL ADMINISTRATION 

Sutton (1987) and Lowenthal (1987) outline the political and social 

characteristics of small states. One of the striking features of small states is the 

nature of interpersonal relationships. Small states are highly personalised societies 
in which relationships are likely to be long lasting and foster what is identified by 

Lowenthal (1987) as'managed intimacywho states: 

Small state inhabitants learn to get along, like it or not, with folk they 
know in a myriad of contexts over the whole of their lives. Toenable 
the social mechanism to function without undue stress, they minimise 
or mitigate overt conflict. They become expert at muting hostility, 
deferying their own views, containing disagreement and avoiding 
disputes in the interests of stability and compromise. (p39) 

However, it would be wrong to assume that small states are harmonious 

places which do not witness serious disagreements between inhabitants. This can 
lead to difficulties in a small organisation for as Rodhouse (1991) a former Director 

of Education in Jersey states: 

Conflicts can consume energy and time which would otherwise be 
directed at the Department's objectives, and the loss is 
proportionately larger in a small Department (p223) 

The intimacy of small states is also reflected in the accessibility to each 

other of the different 'actors' who may be involved in a particular development or 
innovation. As a consequence changes are more likely to be visible to various 

parties involved, leading to the ability of administrators in small states being able to 

obtain speedier and more reliable feedback. Close relationships are in part a 

consequence of the possibilities of casual contact between individuals. For 

example, I am the equivalent of a principal lecturer in a college of further education 

and 'bump' into the Director of Education on a weekly basis as he meets his wife 
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who works in the same building as myself or as he buys his sandwiches from the 

student refectory. 

Finally in the context of a highly personalised society it is necessary to 

highlight the impact of individuals upon an education system. Rodhouse (1991) 

considers the importance of personal impact upon the operations in the Department, 

stating: 

another feature of the culture of a small Department concerns the 
extent to which individuals can have a personal impact. This is 
especially true of specialist staff. (p 224) 

Rodhouse cites the example of the Careers Service and the impact of five 

Careers Officers over a period of fifteen years, with each providing a distinctive 

approach to the management of the system, leading to a markedly different careers 

service. 

The preceding discussion has highlighted the importance of 'managed 

intimacy', the potential for experimentation, access to decision-makers, speed and 

reliability of feedback and the impact of individuals. This indicates how the context 

of a small state provides a rich potential source to examine of data to see how many 

of the educational reforms adopted in England and Wales could have looked like 

where policymakers and practitioners are in close contact. This is of particular 
importance if school development planning appears to be vulnerable to excessive 

environmental turbulence as the closeness of policymakers and practitioners 

provides a potential opportunity for increasing environmental stability within the 

education system. 

This brief review of educational administration in small states allows the 

theoretical framework developed for single and multiple innovations to be grounded 

within the specific context of a small island state. The theoretical framework 

established will provide the conceptual tools allowing for a fine-grained analysis of 

school development plans and planning. It is now necessary to focus on the 

academic literature relating to school development planning. 
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Chapter 3 

SCHOOL DEVELOPMENT PLANNING AND THE 

RESEARCH LITERATURE 

The preceding chapters have concentrated on developing a rationale for 

researching the substantive problem and the establishment of the justification for an 

eclectic theoretical orientation. In this chapter the focus will be on issues specific to 

school development planning. In particular the academic literature on school 
development planning is examined in order to illuminate the primary and secondary 

research questions. In doing so it is intended to: 

examine Wallace and McMahon's work in detail and Wallace's model of 
flexible planning in order to shed light on the research underpinning the 

primary research question; 

review the broader school development planning literature; 

identify issues emerging from the literature. 

WALLACE AND McMAHON AND FLEXIBLE 

PLANNING 
In this section the intention is to: first, summarise Wallace and McMahon's 

(1994) key findings pertinent to the primary research question; second, examine 

Wallace's (1991 a) model of flexible planning; third, consider the limitations Wallace 

and McMahon's (1994) findings; fourth, examine the limitations of Wallace's (1991c) 

model of flexible planning. 

Wallace and McMahon (1994) focused on how planning for change was 

managed by six schools, in three LEAs, and operating in turbulent environments. 

There are four key findings relevant to the primary research question that need to 

be considered. First, the schools were faced with a complicated network of factors 

which led to a continually shifting balance between environmental stability and 

turbulence. This network of factors had a number of sub-sets which included the 
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school, local and national levels of the education system. The combination of 

factors was continually weighted in favour of turbulence. Wallace and McMahon 

(1994) state: 

Highly significant were the factors leading to spasmodic changes in 
information about extemal innovations and to a lesser extent, clises 
and issues that forced the process of planning to include more or 
less continual creation, monitofing and adjustment of plans. (p 176) 

Second, an assumption underpinning development planning was that the 

environment was sufficiently stable to allow for priorities to be up-dated once a year 

as each succeeding plan was constructed. This assumption was sufficiently robust 

when innovations were introduced to the schools as part of a predetermined 

schedule. Wallace and McMahon (1994) argue that when managing numerous 

changes the assumption of environmental stability proved incorrect: 

... in so far as factors promoting turbulence led to spasmodically 
shifting circumstances which, in turn, force other priorities to be 
addressed, with consequent adjustment of priorities within the 
development plan. In this respect, the cyclic model of development 
planning was, perhaps, hyperTationaL it did not allow for the 
evolutionary nature of some changes driving the planning process... 
(p 17 7) 

This finding illustrates the requirement to consider the relationship between 

planning and rationality as identified in Chapter Two. 

Third, an assumption underpinning development planning was that there 

was enough discretion at the school level to limit the number of priorities to be 

identified in the school development plan. Staff were continually forced to adjust 
the processes associated with the development plan in order to cope with the 

changing circumstances. The schools did not have control over compulsory or 
'technically optional' external innovations. 'Technically optional' meant that the 

innovation was not compulsory but the schools had very little choice but to adopt it. 

The burden of external change effectively limited the schools' ability to prioritise 

school originated innovations. 

Fourth, development planning was in itself an innovation. Wallace and 
McMahon (1994) state: 

LEA development planning initiatives constituted a major, complex 
(and in two LEAs compulsory) innovation at both LEA and school 
levels. As such, their implementation in schools was a major 
component of the network of factors giving rise to environmental 
turbulence as staff learned how to integrate the process and 
document into their practice. (p 177) 
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Development planning was exposed to many of the factors affecting the 

implementation of any other innovations and met with varying success between the 

schools. Development planning was only institutionalised in the two schools within 

a single LEA which had experienced the least amount of environmental turbulence. 

It is these findings, along with the earlier work by Wallace (1991 a) that form the 

empirical justification for Wallace and McMahon's (1994) contingency hypothesis. 

FLEXIBLE PLANNING 

Wallace and McMahon (1994) argue that the broad sweep of these findings 

are consistent with the model of flexible planning developed by Wallace(l 991 a). 
Wallace (1994) describes the flexible planning model as consisting of the following: 

The core is a continual process of creation, monitoring and 
adjustment of plans for the short, medium and long term. These 
plans roll forward over time, medium term plans for the next few 
months being developed into more detailed plans and so on. Plans 
may be updated whenever the spasmodic and often unpredictable 
ar7ival of new information about external innovations occurs or when 
crises, issues or other events arise. At the same time, planning takes 
into account the stage reached in the overlapping academic and 
financial year cycles. Management procedures consist of the 
occasional consultative and strategic decision making exercises 
coupled with considerable day to day monitoring and adjustment. A 
routine procedure is established for calling a "rapid response" review 
whenever new information about a change in the environment 
suggests that present priorities and development activities may have 
tobeadjusted. The regular consultative procedures maybe cyclic: 
say, major reviews every year and minor less extensive reviews every 
termorso. The "rapid response" review maybe inserted -and thus 
leads to adjustment of the cycle - whenever monitoring shows that it 
is required. (p159) 
At the heart of the flexible planning model is an attempt to reconcile the 

contradictions between long-term planning designed to bring about coherence, and 

short-term planning required to respond flexibly as issues and crises arise. 
However, the flexible planning model is based upon the notion that the balance 

between stability and turbulence is weighted towards turbulence. Wallace (1994) 

notes therefore, that the model is contingent and is dependent upon local and 

national conditions. 

The model of flexible planning has number of similarities with the 

'evolutionary planning'model developed by Louis and Miles (1992). Louis and 
Miles (1992) in their study of urban high schools developed a notion of planning , 
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which is different form traditional notions of planning in the following three ways: 

First, 'act - then plan'. Second, 'pay less attention to mission and goals and more 

to inspirational themes'. Third, the evolutionary stage which requires 'reflection on 

the relationship between action and improvement' (p215). Louis and Miles (1992) 

state: 

The evolutionary perspective rests on the assumption that the 
environment both inside and outside the organisation is often chaotic. 
No specific plan can last for very long, because it will become 
outmoded due to the changing external pressures, or because 
disagreement overpriorities arises within the organisation. Yet, there 
is no reason to assume that the best response is to plan passively, 
relying on incremental decisions. Instead, the organisation can cycle 
back and forth between efforts to gain normative consensus about 
what is may become to plan strategies forgetting there, and to carty 
out decentralised incremental experimentation that hamesses the 
creativity of all members of the change effort. 
This approach is evolutionary in the sense that, although the mission 
and image of the organisation's ideal future may be based on a top- 
level analysis of the environment and its demands, strategies for 
achieving the mission are frequently reviewed and refined based on 
internal scanning for opportunities and successes. Strategy is viewed 
as a flexible tool, rather than a semi-permanent expansion of the 
mission. (p 193) 
However, Wallace (1991 a) argues that the evolutionary planning model may 

have limited relevance to the British context. First, the pervasiveness of external 
intervention in the British educational system is not consistent with a model based 

on the initial development of themes at the school level. Second, the model does 

not sufficiently take into account the requirements of managing existing activities 

within a developmental context. These comments reinforce the comments of 
Bolarn (1984) in arguing that much existing research into innovations is 

technologically, politically and economically bound to the country in which the 

research takes place (See Chapter Two). 

THE LIMITATIONS OF WALLACE AND MCMAHON'S 

RESEARCH 

There are three potential limitations or weaknesses of Wallace and 
McMahon's (1994) work that need to be addressed. Wallace and McMahon (1994) 

identify a number of factors that impact upon development planning by either 

promoting environmental stability or turbulence. However, given the qualitative 

nature of their study it was not possible to measure the strength of each factor 
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within each school. Indeed, as already highlighted in Chapter Two, there are 

considerable difficulties in generating measures of environmental turbulence and 
their subsequent use for explaining the breakdown of cyclic planning processes. 

The second limitation relates to contingency theory which provides much of 

the conceptual underpinnings of the work. Drawing upon the newly emerging field 

of complexity theory Stacey (1992 and 1993) raises fundamental questions about 

contingency theory as a basis for explanation. Stacey, argues contingency theory is 

based on the assumption of cause and effect. Certain environmental features are 

identified and then the appropriate mechanistic or organic management model is 

chosen in order to achieve the desired outcome. Stacey (1993) states: 

Contingency postulates a linear connection between a cause (size of 
organisation, degree of uncertainty in the environment for example) 
and a consequential effect (mechanistic or organisational structures 
for example). Such straighfforward connections disappear when it is 
possible for a tiny change to be escalated into a major consequence. 
This so because two organisation maybe of exactly the same size 
and operate in the same environment, but some tiny accident in their 
histories could have taken them off on very different paths. (p 232) 

Stacey's argument applied to an educational context would tend to suggest 

that schools are able to shape if not control their individual environments. 
Contingency theory creates the impression that schools are hostages to the 

environment, whereas schools are able to create some of the conditions necessary 

to shift the balance of environmental turbulence and stability towards stability. If 

this view of organisational dynamics is accepted, then the basis of Wallace and 

MacMahon's (1994) 'contingency hypothesis' would appear to be flawed. 

However, the strength of Wallace and McMahon's (1994) work is that it 

locates development planning within the education system as a whole. In 

particular, they have perceived the importance of seeing development planning as 

sifting within a complex network of interrelationships, whilst at the same time 

identifying the two way process of interaction between the school's environment 

and planning. This is particularly important in this study given that in small states it 

is likely that the individuals who are involved in trying to shape and influence policy, 

will also be involved in both the production of policy documents and their 

subsequent implementation. This has implications for the ability of headteachers, 

for example, to influence the external environment in which the school operates. 
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Thirdly, MacGilchrist (1994) argues that Wallace (1994) has taken a too rigid 

view of the processes associated with school development planning. MacGilchrist 

(1994) argues that the Hargreaves and Hopkins (1991) model provides the 

opportunity for review and the re-establishment of priorities as the school 

progresses through the planning process. Indeed, this review process allows 

schools to encapsulate aspects of the evolutionary planning model within their 

school development planning processes. However, this analysis misses a crucial 

subtlety of Wallace (1994) and Wallace and McMahon's (1994) argument. They 

recognise that the Hargreaves and Hopkins (1991) model allows for the adjustment 

and modification of existing priorities as the year progresses. However, what the 

Hargreaves and Hopkins' (1991) model does not do, and this is the crucial point, is 

allow for the creation of fundamentally new priorities as created by the vagaries of 

environmental turbulence within an annual planning cycle. 

A CRITIQUE OF FLEXIBLE PLANNING 

Wallace's (1991 a) model of flexible planning has two potential weaknesses 
that need to addressed: first, the operational definition of planning implicit within the 

model; second, the attempt to reconcile flexibility with planning. Wallace and 
McMahon (1994) define planning as: 

the process of identifying a purpose and deciding upon the steps that 
must be taken to accomplish it 

.... 
(p 17) 

Mintzberg (1994) argues that this type of definition of planning suffers from 

excessive breadth, in that virtually all activities have to planned, be it formally or 
informally. The consequence of this is that it becomes impossible to distinguish 

planning from more popular definitions of management. If planning becomes the 

same as management, the notion of planning loses much of its worth as a 

conceptualtool. Mintzberg (1994) cites Wildavsky (1979) who states: 

Since practically all actions with future consequences are planned 
actions, planning is everything, and non planning can hardly be said 
to exist. Nonplanning only exists when people have no objectives, 
when their plans are random and not goal-directed. Ifeveiybody 
plans (well almost) it is not possible to distinguish planned from 
unplanned actions. (Mintzbefg, 1994 p8) 
This overlap and confusion with management is compounded when flexibility 

is added to the equation. Rapid response and the continuous adjustment of plans 

37 



can lead to uncertainty and ambiguity and unfolds into another process known as 

management. Mintzberg (1994) cites Wildavsky who states: 

When planning is placed in the context of continuous adjustment it 
becomes hard to distinguish it from any other process of decision 

... 
by 

making planning reasonable, we render it inseparable from the 
techniques it was designed to supplant. (Mintzberg, 1994 p 185) 

This critique does not invalidate the essence of the flexible planning model 

which is designed to reconcile the contradictions between planning for long-term 

coherence and flexibility required for rapid response to emerging circumstances. 
However, what it does do is illustrate the difficulty of 'rehabilitating' planning within 
highly turbulent environments, whilst at the same time locating planning within a 

comprehensive and coherent conceptual framework for the management of change. 
This is particularly the case as the management of change may fundamentally 

involve the management of contradictions (Fullan, 1993 and Hargreaves, 1994). It 

is, therefore, not surprising that attempts to develop concepts to aid the 

management of these changes, may in turn involve internal contradictions. 

SCHOOL DEVELOPMENT PLANNING AND 

THE BROADER ACADEMIC LITERATURE 
This section will seek to broaden awareness of the issues relating to the 

secondary research which have emerged from the relatively restricted literature 

which focuses specifically on school development planning. In Chapter One 

reference was made to a number of factors that appeared to be important in 

affecting initiation and these include: 

the existence, in a variety of forms, of school development planning as an 
innovation; 

e access to the innovation through various forms of documentation; 

* advocacy by central and local government administrators; 

government funding linked to both curriculum development planning and 
INSET; 

the role of key individuals in a number of LEAs involved in the 

dissemination of school development planning practices. 
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It is now necessary to consider the factors that appear to be affecting the 

implementation of school development planning. Wallace (1991b) and Wallace 

and McMahon (1994) present evidence of schools being coerced into the use of 
development plans, in part as a consequence of LEA officers perceiving the need 
for the introduction of the innovation. Weston et al (1992) in their study of sixteen 

schools found that the development plan had often been produced for purposes of 

external accountability, and was not being used in the day-to-day management of 

change. This external pressure for schools to produce a school development plan 
has. increased since the demise of HMIs and the subsequent use of OFSTED 

inspections. School development plans have been used as proxy evidence of the 

schools' management practices. Levine and Liebert (1987) argue in the context of 
US schools that an annual school improvement planning process which is foisted 

upon the school by external agents can give principals excuses for failure in that the 

principals have followed the proscribed procedures. Hargreaves and Hopkins 

(1994) argue, however, that school development plans were not originally intended 

to be something imposed and grafted onto the managerial practices of the school. 

Interestingly Hargreaves and Hopkins (1991) argue that a combination of 

pressure and support from the LEA is required for the successful institutionalisation 

of school development planning. Both MacGilchrist (1994), in a study of nine 

primary schools, and Wallace and McMahon (1994) found the external monitoring 

of the school development plan by LEA staff or HMI to be infrequent. Wallace and 
McMahon (1994) argue that although external monitoring provided an inducement 

for planning it was insufficient to make a significant contribution. However, 

Morrison (1991) and Hutchinson (1993) provide positive and negative evidence 

respectively of LEA staff involvement in development planning, 

There is little evidence to suggest that either governors or parents have a 
significant impact upon the construction and production of school development 

plans (Wallace and McMahon, 1994; MacGilchrist, 1994; Osborn and Black, 1994). 
Headteachers will take the school development plan to the Governing Body, but this 
is primarily a legitimating strategy to ensure their support if things 'go wrong'. 
However, it would be wrong to give the impression that every governing body is 

passive in the process (Morrison, 1991). 

Nevertheless school development plans are not always perceived as an 

unnecessary burden externally imposed on unwilling headteachers. Studies such 

39 



as Biott et al (1994), MacGilchrist (1994) and Osborn and Black (1994), suggest that 

headteachers have positive views of the use of school development plans. 
Headteachers in MacGilchrist's (1994) study identified the following benefits of 

school development planning: increased teaching staff involvement in planning; 
formal articulation of plans previously 'held in the head'; a structure for development 

leading to a better use of time; school level control over its own development; the 

development of shared ownership, common agreement and shared beliefs. Biott et 

al (1994) reports that the process of participation in producing the school 
development plans was viewed by some headteachers as being more important 

than the formally articulated product of the process, i. e. the plan itself. This 

distinction between the plan and the processes of producing the plan is also 

recognised by Morrison (1991) and was identified in Chapter One. Furthermore, 

MacGilchrist (1994) notes that the school development planning processes adopted 
by headteachers change as their clarity of understanding of the complexity of the 

process develops. 

This is of key import for as Wallace and McMahon (1994) argue, 
headteachers are the most influential actors within the process. School 

development planning provides headteachers with opportunities for the 

orchestration of the planned management of change. Wallace and McMahon (1994) 

state: 

... they(headteachers) were influential in shaping the content of the 
plans within externally imposed parameters, and the effort to 
implement them, according to their own educational beliefs and 
values. (p178) 

Yet it should be remembered that school development planning is not an 

apolitical process (Ball, 1993 and Constable, 1994). This is demonstrated by 

Newman and Pollard (1994) who report on a primary school where attempts to 

engage in school development exposed conflicts in the interests and values of 
teaching staff. 

It is now appropriate to examine the processes associated with school 
development planning. Constable et al (1991) studied fourteen infant, junior and 

secondary schools in the north east of England and found a considerable diversity 

in the use of collaborative practices, which is also evidenced by the work of Osborn 

and Black(1994) and Biott et al (1994). Constable et al (1991) go on to state: 
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In some schools where staff were not greatly involved in the planning 
process there appears to be the suggestion that the staff do not want 
to be involved in the planing process, that in fact they want to be told 
what to do. (p95) 

Nevertheless, Osborn and Black (1994) note that this does not necessarily 

reflect a reluctance to participate by staff, but rather is a product of the 

headteacher's style. Both Wallace (1991c) and Biott et al (1994) note how 

headtechers sought to protect staff from the burdens of a changing environment. 
Bioft et al (1994) note how this led to headteachers protecting teachers from the 

task of producing the school development plan. 

MacGilchrist (1994), interviewing both headteachers and teachers, identified 

five different factors that appeared to influence perceptions about the benefits of 

school development planning. These issues, which relate to matters within the 
internal control of the school include: the ownership of the plan; the purpose of the 

plan; the leadership of the process; the management of the process; and the extent 
to which these four aspects of development planning were shared by all. those 

involved. In one school, development planning had a negative impact on 

professional relationships because of the gap between the rhetoric and reality of the 

process. In another the school development plan was used as a management tool 

rather than as a device to support teachers and pupil learning. 

This analysis reinforces the requirement identified by Constable et al (1991) 

to consider the relationship between school development planning and the 

organisational culture of the school. This is of great import given the emphasis 
Hargreaves and Hopkins (1991) place on the role of development planning in 

bringing about positive changes to the organisational culture of the school. The 

work of Constable et a[ (1991), Stoll and Fink (1992) and Wallace and McMahon 

(1994) would tend to suggest that an appropriate organisational culture is a 

precondition to facilitate the effective use of school development plans and provide 

a counterpoint to the claims of Hargreaves and Hopkins (1991). 

MacGilchrist (1994) identified a typology of school development plans as a 

product of some of the differences in perception between teachers and 
headteachers. The characteristics of each of the plans are as follows: 
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Table 3.1 Different Types of School Development Plans (Adapted from 
MacGilchrist (1994) 

Factor Rhetoricial Plan Singular Plan Co-operative Plan Corporate Plan 

Ownership Lack of shared Sense of Partial shared Strong sense of 
ownership by ownership by ownership by teaching shared ownership 
both heaciteacher staff 
headteachers and alone 
teachers. 

Purposes Lack of clarity of Purpose to Multi-purpose in nature Multi-purpose in 
purposes increase efficient - efficiency, school nature - strong 

and wide improvements focus on pupil 
management of and professional learning 
organisation development 

Conridence Lack of Instilled a Sense of confidence Confidence and 
confidence and degree of and control felt by sense of control in 
little sense of confidencein teaching staff process 
control headteacher but 

little sense of 
control 

Usage The plan is not a The plan is not a Working document Open working 
working working document 
document document 

Management Headteacher Headteacher Management shared Management and 
responsible for with some members of leadership shared 
management Senior Management with Senior 
and leadership Team Management 
of process Team 

Linkage to Resources are Little financial or Plan liked to financial Plan linked to 
resources not linked to the professional resources and staff financial 

plan development to development resources and 
support the plan staff development 

Monitoring Monitoring and Monitoring and Monitoring and Monitoring and 
and evaluation are evaluation weak evaluation lacked evaluation sound 
evaluation weak rigour 
Impact Impact of plan Improved Impact of plan positive Impact of plan 

negative - efficiency, little on managerial and positive - pupil 
Heateachers evidence of any organisation, learning and 
distanced from impact on professional organisational 
staff, teachers teachers or development, teacher culture 
disillusioned pupils effectiveness - little 

evidence of benefits for 
pupils 

This typology led to the development of a theoretical model about the 

process and impact of school development planning. MacGilchrist(1994) states 

School development planning can make a difference but the nature 
of that difference is determined by the type of plan in use. There are 
at least four types of school development plan, each of which has its 
own set of genetic characteristics. These concern factors related to 
the purpose, context and content of the plan, and the planning 
process itself It is the particular characteristics of each type of plan 
that determine both the nature and the extent of the impact the plan 
has on the school as whole. 
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School development planning can be used as a school improvement 
strategy, but not all school development leads to school 
improvement. The type of plan determines the extent to which both 
efficiency and effectiveness of the school can be improved. Only 
certain types of plans have a positive impact on the culture of the 
school in respect of professional relationships, organisational 
arrangements and oppodunities for teachers'own leaming. Of these, 
only one type also leads to discernible improvements in learning 
opportunities for children. (p196) 
MacGilchrist (1994) argues that a key finding of this study it that it suggests 

that school self management does not automatically bring about school 
improvement, a finding which is claimed to be counter-intuitive. 

Three points need to be made in connection with this study. First, it is 

important to remember that the finding reported by MacGilchrist (1994) about school 

self management not automatically leading to school improvement is neither 

surprising or counter intuitive. Drucker (1974) argues that the key insight of 

management science is that an organisation is a complex interdependent system, 

consisting of human beings who give of their knowledge, skills and values. A 

change in one part of the system will not necessarily lead to improvement in another 

and may even lead to the destruction of the organisation. 

Second, there are difficulties in trying to isolate the effects of school 
development planning on changes in professional relationships, organisational 

arrangements and opportunities for teachers' own learning. Research by Acker 

(1991), Osborn and Black (1994) and Pollard et a[ (1994) would tend to indicate that 

changes in the ways teachers work are the product of the curriculum reforms of the 

late 1980s and early 1990s. This suggests the difficulty in trying to isolate the 

impact of school development planning on the organisational culture when there are 

other factors at work. The complexity of the relationship between school 
development planning and organisational culture suggests we should be sceptical of 

sweeping generalisations relating to school development planning. It necessitates 
thinking of schools as systems where the linkage between initial cause and ultimate 

effect is unclear. 

Third, and most importantly, MacGilchrist (1994) argues that it was the 

interaction of the quality of leadership and management of the process which 

appeared to be of most import in determining the impact on the culture of the 

school. As such it would appear inappropriate to say that development planning 

makes a difference. Instead, it can be said that it is the quality of management 
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and leadership in implementing school development planning as a school 
improvement strategy which a difference. 

ISSUES EMERGING FROM THE 

LITERATURE 
In considering the literature on school development planning a number of 

issues need to be addressed in connection with both primary and secondary 

research questions. In seeking supporting evidence to extend the generalisability 

of Wallace and McMahon's (1994) contingency hypothesis the major difficulty is the 

relative paucity of the available literature. Some of the specific research into 

school development plans focuses on the initiation, audit and construction of school 
development plans (Constable et al, 1991 and Morrison 1991). There is relatively 
little research into the operation of school development plans over a complete cycle 

of the school development planning process. This is slowly being rectified by the 

more recent work of MacGilchrist (1994). However, Bowe and Ball (1992), Nias et 

al (1992) and Weston et al (1992) illustrate the impact of turbulence on school 
development. 

Furthermore, in seeking to gain a broader understanding of the factors 

affecting initiation, implementation and institutionalisation there are a number of 
limiting factors. First, much of what has been written about school development 

plans is the product of research where the initial focus was elsewhere (Bolam et al, 
1993, Osborn and Black, 1994 and Newman and Pollard, 1994). 

Second, much of the research has been located in contexts where school 
development plans have been externally imposed upon the school (Wallace, 1991 a 

and Wallace and McMahon, 1994). As such there is insufficient research into what 

school development planning looks like where some of the impetus for the initiation 

of the innovation has come from the school itself. 

Third, the limited number of studies which have focused on school 
development planning, for example, Wallace and McMahon (1994) and MacGilchrist 

(1994) have relied on interviews with headteachers and teachers. There would 
appear to be no research where, for example, meetings for reviewing or 
establishing the priorities are observed. This is particularly important as proponents 

of development planning focus heavily on planning processes. 
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Fourth, there are some indications that there are differences in planning 
between primary and secondary schools (Bolam et al, 1993 and Stoll and Fink, 

1992). However, the research database is biased towards primary schools, with 

the currently available major studies focusing on this sector (MacGilchrist, 1994, 

Wallace and McMahon, 1994 and Dempster et al, 1994). This is important as a 
tentative case can be put forward that Hargreaves' (1994) notion of a 'balkanised' 

and departmental staff culture' is more likely to exist in a secondary school with 
implications for the type of school development plan which may be evident. 

Fifth, given that most of the research has been conducted into the initiation 

and implementation of school development planning, there is correspondingly little 

research into the institutionalisation of school development planning. This is 

particularly relevant as Hargreaves and Hopkins (1994) state: 

At this point 'development planningas a distinctive feature may even 
disappear as it is absorbed into transformed ways of working and 
new partnerships sought and sustained by the school. (p22) 
Nevertheless it is possible to identify a number of themes from the literature. 

First, primary headteachers; are the major actors in the processes associated with 
the initiation and implementation of school development planning. This is not 

surprising given that Southworth (1995), in an extensive review of the literature, 

notes that primary headteachers are very powerful figures within schools who are 

able to demonstrate considerable power over the development of the school. 

A second theme to emerge is the necessity to consider the relationship 
between the different levels of an education system and the change process. 
School development planning has developed and been in existence over a number 

of years and an in a variety of forms. LEA officers, headteachers and teachers 

have had access to a variety of documentation providing guidance on how to 

undertake the process. School development planning has been advocated by a 

number of change agents, such as LEA officers and academics. Resources, such 

as INSET support had been linked with development planning, whilst external 

agencies, such as OFSTED, see development planning as a managerial 

performance indicator. The interaction between these factors is particularly 
important for a study in a small state where the network of professional relationships 
is that much smaller and intense. 
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A third theme that emerges is that the characteristics of development 

planning innovations at both the LEA and school levels reflect aspects of the 
interactive factors affecting implementation identified by Fullan (see Table 2.1) : 

* the need for school development planning being perceived by LEA 

officers and headteachers; 

* differences in clarity about both the purpose and processes of 
development planning; 

a the variable complexity of school development planning innovations which' 
depends upon both the approach of the headteacher and the LEA 
development initiative (assuming one is in existence); 

the practicality of school development planning innovations which is 

dependent upon the existence of overlapping planning cycles; 

A fourth theme to emerge is that although the characteristics of school 
development planning are important influences on the change process, their 

importance is contingent upon other factors: 

* the relationship between the school's organisational culture and the 

effectiveness of school development planning; 

e pressure and support from local administrators: 

e the approach of headteachers to the management and leadership of 

school development planning; 

9 teachers' sense of ownership of school development planning; 

e the shifting balance between environmental turbulence and stability at 
both LEA and school levels. 

The discussion so far suggests that further research is required into school 
development planning as an innovation in order to expand the amount of research 
based knowledge.. In particular the following issues seem to be of importance in 

order to supplement both the primary and secondary research questions. 

1. How do education professionals in a small state gain access to 
innovations? 

2. Which local change agents advocate school development planning? 
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3. What is the role of external consultants in the initiation and 
implementation of school development planning? 

4. How does the availability of resources influence initiation and 

implementation? 

5. What is the problem-solving/bureaucratic orientation of educational 

administrators in a small state? 

6. Is school development planning a compulsory or voluntary innovation? 

7. Does school development planning address the perceived needs of 

headteachers? 

8. How clear are headteachers about the purposes and processes of school 
development planning? 

9. How practical is the implementation of school development planning 

within schools? 

10. What environmental factors at international, small state and school levels 

affect school development planning? 

11. What are the effects of environmental factors on school development 

planning? 

12. What staff development activities support the initiation and 

implementation of school development planning? 

13. To what extent are the implementation and the outcomes of school 
development planning externally monitored? 

14. How does the school development planning innovation develop as the 

innovation is implemented? 

15. What adaptation in the school development planning takes place at 

school level? 

16. Do headteachers actively support the continuation of school development 

planning 

17. What changes in staff appointments took place? 

18. To what extent is appropriate staff development provided for new 
headteachers? 
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19. Does school development planning have the continued support of 

external administrators? 

Issues 1,2,3,4,5,6 and 12 are concerned with the initiation of school 
development planning and will be addressed primarily in Chapter Five. Issues 7,8,9 

12,13,14 and 15 are pertinent to the implementation of school development 

planning. Issues 16,17,18, and 19 relate to the factors affecting the 

institutionalisation of school development planning. Finally, issues 10 and 11 relate 
to the primary research question. These issues will be addressed and embedded in 

the account of the Jersey school development planning innovation in action in 

schools given in Chapter Six. 

This chapter has reviewed the specific school development literature in order 
to illuminate the primary and secondary research questions. It is now necessary to 

consider the research strategy and this will be outlined in detail in Chapter Four. 
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Chapter 4 

RESEARCH STRATEGY 

Chapter One examined the methodological orientation, the rationale for 

choosing States of Jersey primary schools as the location for an interpretive multi- 

site case study, and the limitations of the study. This chapter will demonstrate that a 

research strategy focusing on the development of interpretive multi-site case study 
to facilitate the examination of hypotheses generated by previous research is 

located within a robust methodological framework, and is consistent with a 

qualitative research strategy. In order to achieve this objective it is necessary to: 

o 'unpack' the specific terms assOciated with the research strategy; 

examine the usefulness of an 'interpretive multi-site case study' in 

developing a research strategy designed to illuminate both the primary 

and secondary research questions; 

consider the reliability, internal and external validity of an interpretive 

multi-site case study. 

In the concluding section of the chapter the details relating to the selection of 

and access to the site schools, data collection and analysis will be outlined. 

INTERPRETIVE MULTI-SITE CASE-STUDY 

In unpacking the term 'interpretive multi-site case-study' the ensuing issues 

seem to be of primary import and relevance. First, what is a case study? Second, 

what distinguishes an interpretive case study from other forms of case-study? 
Third, what is a multi-site case study? Fourth, what are the benefits of using a 

multi-site case study? 

'Case study' is a widely used term for the examination of a single entity, 

phenomenon or social unit. The methods adopted in investigating the case can be 

either quantitative, qualitative or a combination of both. However, what 
distinguishes case study from other approaches is the belief that human systems 

are bounded-systems and are not just simply a haphazard collection of traits. Yin 
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(1994) provides a definition which seems to be encapsulate the very essence of 

what allows case studies to be distinguished from other forms of research strategy: 

1. A case study is an empirical enquiry that 

investigates a contemporary phenomenon within its real life 
context, especially 

dV when the boundaries between the phenomenon and context 
are not clearty evident 
2. The case study inquiry 

" copes with the technically distinctive situation in which there may 
be many more variables of interest than data points, and as one 
result 

" relies on multiple sources of evidence, with data needing to 
converge in a triangulating fashion, and as another result 

" benefits from the prior development of theoretical propositions to 
guide data collection and analysis. (p 13) 

This is a particularly comprehensive definition; however it is still possible to 
identify a number of different forms of case study. One way of classifying case 

studies is by taking into account the nature of the final product rather than 

considering the theoretical or subject orientation of the study. A case study can be 

used to describe what happened, how it happened, such a case study would be 

descriptive. Second, a case study can seek to explain the causal linkages in events 

and be used to build theory. Third, a case study can be used to evaluate what 

happened in order to judge the effectiveness, for example, of an innovation 
. 

Merriam (1988) states: 

The end product of a case study can be plimafily descliptive, 
interpretive, orevaluative. (p27) 

The notion of an interpretive case study is further developed by Merriam 

(1988) who describes such a case study as containing: 

... rich, thick description. These descriptive data, however, are used 
to develop conceptual categodes or to illustrate, support, or challenge 
theoretical assumptions held ptior to the data gathefing. (p27) 

The primary strength of such an interpretive approach is that it allows the 

testing of theory and predictions generated from previous case studies. This 

characteristic is particularly important given how both the substantive problem and 
the rationale for the location of the study have been informed by hypotheses 

generated from previous research (Wallace and McMahon, 1994 and Wallace, 
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1994). Adopting an interpretive case study strategy creates the necessity to 

develop both research questions and the conceptual framework prior to data 

collection. This facilitates a more directed and streamlined approach to data 

collection than might have been the case using a descriptive framework. The 

benefits of a streamlined approach to data collection and analysis are particularly 

pertinent to a part-time researcher. 

Nevertheless, there a number of limitations in using an interpretive case 

study. First, it is assumed that there is strong awareness, understanding and grasp 

of the appropriate theory being tested or developed. If this is not the case, then the 

case study will be built upon a weak foundation. Second, it might be considered that 

the emphasis on predetermined theories and categories, reflects a 'ram-raider' 

approach to data collection, particularly given the emphasis by Glaser and Strauss 

(1967) of theory being grounded in the data. In other words, it is from the data that 

the theory emerges and not vice versa. However, it may be argued that in the 

present study hypotheses have emerged from data generated in other studies, and 

an attempt is being made to test the generalisability of those hypotheses by 

applying them to a different context. It is this ability to be able to test hypotheses 

that directed the choice of case study strategy towards an interpretive approach. 

Having established a rationale of the use of an interpretive case study 

approach, it is now necessary to consider the nature of a multi-site case study. 
Merriam (1988) states: 

Cross-case, cross-site, or multi-site case studies (terms used 
interchangeably) involve collecting and analysing data from several 
cases. (p 156) 

In this study the use of school development plans in States of Jersey primary 

schools was the 'case'. A brief rationale for the choice of the selected schools has 

already been articulated in Chapter One, and will be developed later in this Chapter. 

Accordingly, it is now necessary to examine the benefits of the multi-site approach 
in constructing an interpretive case study conducted by a single researcher. Miles 

and Huberman (1994) argue that the aim of multi-site studies is to increase 

generalisability, by gaining additional evidence to suggest that the events and 

processes at each site are not wholly atypical. Such studies allow a greater 

understanding of how the context shapes the events under investigation. In this 

instance, the primary research question is seeking to examine how a continually 

shifting balance between environmental turbulence and stability affected the 
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implementation of school development plans. It was, therefore, necessary to 

investigate the phenomenon in a number of schools in order to ensure that due 

weight could be given to the importance of both school-based and local conditions 

within the context of primary schools operating in a small state. 

RELIABILITY, INTERNAL VALIDITY AND 

EXTERNAL VALIDITY 

The use of a case study strategy can be criticised for failing to be either a 

reliable or valid representation of the phenomenon under investigation. 

Accordingly, it is necessity to address these criticisms and identify countervailing 

strategies where appropriate. 

RELIABILITY 

A major concern about the use of a case study research strategy is the 

extent to which had another researcher used the same procedures and conducted 

the study that they would have generated the same findings and conclusions. In 

addressing this issue a number of writers including Miles and Huberman (1994), 

Lincoln and Guba (1985), Goetz and LeCompte (1984) and Yin (1994) have 

suggested the use of a number of countervailing strategies. The essence of these 

approaches is that qualitative research needs to be transparent. Yin (1994) states: 

The general way of approaching the reliability problem is to make as 
many of the steps as operational as possible and to conduct research 
as if someone were looking over your shoulder. Inaccountingand 
bookkeeping, one is always aware that any calculations must be 
capable of being audited. In this sense, an auditoris also performing 
a reliability check and must be able to produce the same results if the 
same procedures are followed. (p37) 

However, it needs to be stated that magicians and illusionists often spend 

considerable time and effort getting a 'member of the audience' to check out the 

props before the trick takes place. The audience subsequently see the trick 

performed but, by definition, what they saw was only a partial representation of what 
happened. Furthermore, the BCCI affair illustrated the problems with an audit trail 
in a discipline where they are more tried and tested than in qualitative research. 

Accordingly, in this study one of the reasons why an 'attributable and on the 

record approach' stance was adopted with informants is that it allows other 
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researchers to go directly to the source of the data presented in the study in order to 

check the reliability of the study. The ability to check the reliability of the study is 

also enhanced by the tape recording of interviews with informants. Nevertheless, 

Guba and Lincoln (1981) argue that the issue of reliability can be partially avoided 
by emphasising internal validity, and it is to that issue that I now turn. 

INTERNAL VALIDITY 

Internal validity is concerned with whether the findings of the study are 

accurate. Yin (1994) makes two points which are directly relevant to the study at 

hand. Firstly, internal validity is a problem for causal or explanatory studies, for 

example, the researcher might incorrectly conclude that some event has led to a 

particular outcome, without being aware of an intervening variable. This study 

attempts to consider the relationship between environmental turbulence and annual 

cycles of school development planning, and as such the data analysis is vulnerable 
to such dangers. 

Secondly, in considering case study research there is the more general 

problem of making inferences from unobserved events. This is a particular problem 

when one is dealing with a case study which is not a unique event, but part of an 

unfolding process. In this study, reference is made to the origins of school 

development planning, and how implementation progressed. Yet, the information 

for this analysis comes primarily from interviews and documents. There may be 

alternative explanations; indeed there is danger that the data collection may be 

incomplete due to lapses of memory on part of the informants. 

There are a number of ways of attempting to deal with these problems. 

First, the researcher should be appreciative of the dangers of jumping to false and 

superficial conclusions. The inclusion in the study of the secondary research 

question was a product of this concern, in that it allowed the data collected to be 

analysed from two perspectives. Second, the researcher should adopt specific data 

checking strategies during data analysis. In this study data and interpretations were 

taken back to informants both mid-way through the study and when a complete draft 

of this dissertation had been produced. As a consequence small matters of school 

specific detail were adjusted in the individual pen portraits of the school. However, 

no changes were suggested to the underpinning thesis as it was perceived by the 

informants to be valid. 
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This is particularly important for as Fullan (1991) states: 

Neglect of the phenomeno1gy of change - that is how people actually 
experience change as distinct from how it might have been intended - 
is at the heart of the spectacular lack of success of most social 
reforms. (p4) 

The approach adopted helped to explain the complexities of the context 

which, in turn, and led to an understanding of the assumptions underpinning the 

innovation and some of the unintended consequences. 

EXTERNAL VALIDITY 

This refers to the inability of a single case to be uniform across organisations 

or events, and as such providing very little basis for scientific generalisation. A 

number of writers have attempted to address the problem, Stake (1978) and 
'naturalistic generalisations; Lincoln and Guba (1985) and 'transferability', Goetz 

and LeCompte (1984) and 'comparability. However, despite using these concepts 
important questions still remain unanswered. What element(s) of the case need to 

display the above characteristics in order to be 'transferable'? Context, scenario, 

actors, time, place or resources, the list is endless. A more fruitful approach is 

identified by Yin (1994) who argues that social scientists should not seek to try and 

generate a representative sample of cases, as no selection of cases whatever the 

sample size will be without flaw. Instead social scientists should seek to 

'generalise' their results to theory, thus relying on analytical generalisation rather 
than statistical generalisation. 

This approach to generalisation and the external validity of case studies 

echoes the work of Cronbach (1975) who proposes that working hypotheses be 

used to replace generalisations in social science. Merriam (1988) cites Cronbach 

who states: 

Instead of making generalisations the ruling consideration in our 
research, I suggest that we reverse ourpribrities. An observer 
collecting data in one particular situation is in a position to appraise a 
practice orproposition in that setting, observing effects in context. In 
trying to describe and account for what happened, he will give 
attention to whatever variables were controlled, but he will give 
equally careful attention to uncontrolled conditions, to personal 
characteristics, and to events that occurred during treatment and 
measurement. As he goes from situation to situation, his first task is 
to describe and interpret the effect anew in each locale, perhaps 
taking into account factors unique to that locale or series of events ... Generalisation comes late ... 
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When we give proper weight to local conditions, any generalisation is 
a working hypothesis, not a conclusion. (p 175). 

Merriam argues that working hypotheses allow the researcher to take into 

account local conditions but also provides individuals and groups of policy makers 

with a starting point for decision-making which is grounded in data and analysis 

produced by research. It should be clear from the argument developed in Chapter 

One that an attempt to test the generalisabilty of existing hypotheses is one of the 

intended outcomes of this study. 

To conclude, this section has attempted to demonstrate that a research 

strategy focusing on the development of an interpretive multi-site case study to 

facilitate the examination of hypotheses generated by a previous research is located 

within a robust methodological framework, and is not inconsistent with a qualitative 

research strategy. 

METHODS 

This section describes the methods used to produce the multi-site case 

study: how sites were selected; how access was gained to the sites; how data was 

collected and analysed; how findings and interpretations were subject to verification 
by participants and how the final product of the study was produced. 

SELECTION OF SiTES 

Before sites were selected it was necessary to gain access to the States of 

Jersey Education Department. This was done in Autumn 1993, and an interview 

was held with the Assistant Director of Education (Curriculum and Management) 

about the appropriateness and relevance of the proposed research. Second, 

discussions took place with the Senior Primary Advisor about his willingness to take 

part in the study. This was extremely important given that the initial discussion with 

the Assistant Director of Education had indicated the central role of the Senior 

Primary Advisor in the development planning innovation in Jersey primary schools. 

Five primary schools were chosen in conjunction with the Senior Primary 

Advisor according to the following criteria: 

schools had completed at least one full annual cycle of school 
development planning; 
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a school development plan had been submitted to the Senior Primary 

Advisor for the 1993-94 academic year; 

the Senior Primary Advisor perceived the headteacher to be committed to 

use of school development plans as a management tool. 

This last criterion led to the necessity to include some headteachers who had 

introduced school development plans prior to their widespread introduction to 

Jersey primary schools. Additional factors that influenced the choice of schools 

included: 

9 number of pupils; 

4, cultural mix of pupils; 

e town or rural location. 

However, there still remains the question as to why five primary schools were 

chosen. The resources available to a sole part-time researcher constituted the key 

factor in determining the decision. It was anticipated the study would require an 
initial site visit, a first interview with the headteachers and a subsequent follow-up 

interview. In addition three interviews were scheduled with the Senior Primary 

Advisor. Given the resource limitations eighteen interviews appears at the upper 

end of what was considered a manageable and reasonable number of interviews. 

This factor also influenced the decision to interview only headteachers rather than 

focus on the whole management team. 

ACCESS 

Having identified five headteachers and schools that met the criteria an initial 

telephone contact was made with each of the headteachers. All of the 

headteachers tentatively agreed to being involved in the study and were 

subsequently sent a draft outline of the proposed research and the curriculum vitae 

of the researcher. 

In January 1994 a visit was made to each school to discuss with the 

headteachers the ground rules of the research. In particular, it was made clear that 

all comments would be 'attributable and on the record'. This decision was made 

because it would not be possible to guarantee anonymity. Jersey is a'goldfish 

bowl' society and it would be a relatively easy task for the informed reader to identify 
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both the schools and the headteachers. Adopting an 'attributable and on the 

record' strategy made the relationship between the researcher and headteacher 

more 'honest' as unrealistic promises were not being made. At this stage a copy of 

the 1993-94 school development plan for each school was obtained. 

DATA COLLECTION 

A preliminary interview was held with the Senior Primary Advisor in January 

1994. After initial site visits to the five schools each headteacher agreed to 

participate fully in the study. This led to each headteacher being a sent a letter 

thanking them for their consent and formally stating the ground rules for the 

interviews (Appendix 1). The headteachers were also requested to fill out a brief 

questionna, ire, based on the work of Bolam et al (1993), which focused on 
background information which would be used for the production of a brief pen- 

portrait of the school (Appendix 2). 

Each headteacher was subsequently interviewed at school in February or 
March 1994. The interviews were semi-structured using a basic schedule (Appendix 

3). Each interview lasted approximately one hour and was tape recorded; at no 

stage was an 'off the record' request made. Additional documents were also 

collected, such as curriculum planning documents or school prospectuses. Each 

headteacher was subsequently interviewed for a second time in June 1994 (the 

deputy headteacher of one school was also interviewed at this time due to the long- 

term absence of the headteacher) and a copy of the school's 1994-95 school 
development plan was obtained. In June 1994 two additional interviews were also 

held with the Senior Primary Advisor. 

DATA ANALYSIS 

The interview data was analysed in the following way: 

a summary of the tape-recording was produced, with verbatim quotes only 

transcribed when necessary to illustrate the answer to an interview 

question; 

a second interview schedule was completed for each headteacher on the 

basis of the summary tape and also issues that began to emerge as 

relevant in the interviews with the other headteachers; 
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e this second interview was then transcribed as above; 

an individual site summary was then produced for each school , using 

both the interview data and the relevant school development plan . This 

summary was constructed using the Hargreaves and Hopkins (1991) 

school development planning cycle as an outline matrix for data analysis; 

the tape recorded interviews were listened to again to ensure that nothing 

of significance had been missed in data reduction; 

the site summary was then circulated to each headteacher for his/her 

comments, and the site summary was subsequently amended when 

comments were received. 

When the site summaries were completed data from each site was entered 
into a matrix in an attempt to draw some cross-site conclusions. 

WRITING UP 

In writing this section it is necessary to make explicit that 'writing up' is an 

integral part of the data analysis process. After the initial interview with the Senior 

Primary Advisor a paper was written on educational policy making. In writing this 

paper my awareness was further heightened of the significance of the study being 

located in a small state. A second paper was also written on the characteristics of 

the development planning innovation. Each of these papers were submitted as 

part of the assessment requirements of the Doctor of Education programme. The 

final product of the research was written up between August 1994 and October 

1995, with a draft sent to each of the informants in August 1995 so that they could 

check factual accuracy and interpretations. 

Having now considered the background to school development planning, 

theoretical and methodological orientations, it is now appropriate to begin to look in 

some considerable detail at school development planning in Jersey. 
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Chapter 5 

SCHOOL DEVELOPMENT PLANNING IN JERSEY 

In this chapter the intention is to establish the overall context in which school 
development plans were used in the selected Jersey primary schools. In Chapter 
Six the focus will be on the schools themselves. This chapter will concentrate on 
the following issues: 

* the political and economic context of Jersey as a small state; 

e the education system in Jersey; 

* the role of the advisory service; 

the introduction of school development planning to Jersey primary 

schools; 

changes in school development planning as the innovation moved 
through the initiation and implementation phases of the change process. 

Having considered these issues it is intended to identify the factors that 

appear to be important in explaining the initiation of school development plans in 

Jersey primary schools. 

THE JERSEY CONTEXT 

The geographical area known as the Channel Islands consist of two main 
islands, Jersey and Guernsey; and three smaller islands, Alderney, Sark and Herm 

and are located in the English Channel about 22 kilometres from the Cherbourg 

peninsula. Jersey is the largest of the islands with an area of approximately 116.2 

square kilometres. The population has grown from 69,329 in 1971 to approximately 
84,082 in 1991, with the largest concentration of the population being located in the 
St. Helier the main town of the island. Although no significant population growth is 

foreseen, it is anticipated that the number of children in all Jersey primary schools 

will increase from approximately 6000 in 1992 to 6,900 in 1999. 

In 1993 GDP per capita was approximately El 5,933 making Jersey one of 
the richest small states. The principal economic activities are financial services, 
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tourism and agriculture which account for 52%, 26%, and 4%. of GDP respectively. 
The growth of the financial services sector is accounted for by the favourable and 

stable rate of taxation, with income tax having remained at a basic rate of 20p in the 

pound since 1940. 

Jersey is a possession of the British crown, and along with the other 
Channel Islands is the last part of the Duchy of Normandy subject to the Crown. 

Jersey is self-governing for internal matters, but is dependent on the United 

Kingdom for international political relations and defence. The UK parliament may 

extend legislation to the Channel Islands provided there is the appropriate 

consultation and agreement. Domestic matters, such as taxation, are the 

responsibility of Jersey's parliament, known as the States. 

The States of Jersey consists of 12 Connetables elected by the 12 padshes, 
29 Deputies representing districts or parishes and 12 Senators elected on an island- 

wide basis. The governance of the island is primarily carried out through a series of 
thirty five committees, which includes an Education Committee. The President of a 
Committee is in effect the Minister for that area of government. Committee 

members are nevertheless involved in the decision-making processes and their 

approval is required to major changes in policy. On occasions this may also require 

a proposition to be lodged with the States of Jersey and approval obtained. 

THE JERSEY EDUCATION SYSTEM 

Education in Jersey is regulated and controlled by the Loi surl'instruction 

Primaire, 1912 and Loi surlInstruction Publique 1920. In December 1992 the States 

of Jersey approved the basis for a new Jersey Education Law, which is based upon 

a partnership between by government (Education Committee), teachers and 

parents. At the time of writing new legislation has yet to placed before the States of 
Jersey. 

In Jersey, at the time of the study there were 22 non fee paying primary 

schools, which draw their pupils from a local catchment area. All of the schools are 

coeducational and cater for pupils from the age of 4 to 11 years, and also a number 

provide nursery provision. In addition, there are two single sex fee paying schools 
for which the Education Committee provides funding and are within the remit of the 

Education Department. There are also three independent single sex catholic 

schools and two 'private' primary schools which receive financial support from the 
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Education Committee but are outside the remit of the Education Department. The 

non-fee paying primary schools are grouped into four clusters depending upon 

which of the four non fee paying secondary schools pupils are likely to attend. 

THE ROLE OF THE ADVISORY SERVICE 

Traditionally the Jersey Advisory Service has been made up of a collection 

of individuals who acted as subject specialists and co-ordinated the activities of 

schools in those subject areas. This was a relatively uncoordinated approach; 
however, the Education Reform Act of 1988 influenced the organisation of the 

service. In 1988 general advisors were appointed for primary and secondary 

schools, with an additional advisor appointed for special educational needs. The 

Advisory Service has to operate within tight local restriction on recruitment and 

staffing, and it has been necessary to outsource support from the East Sussex 

Local Education Authority. The Advisory Service does not provide an inspection 

service, with Her Majesty's Inspectors in the past being employed to perform the 

inspectorial function. However, as noted in Chapter One the intention is to replace 
HMIs with a system of Validated School Self Evaluation. The role of the Advisory 

Service is to work in partnership with schools in order to respond to identified 

curriculum needs. It is within this context of an advisory service with influence rather 
than authority, that the introduction of school development planning needs to be 

considered. 

THE INTRODUCTION OF SCHOOL DEVELOPMENT 

PLANNING 

The major actor in the introduction of school development planning to all 

primary schools was Doug Gibaut, the Senior Primary Advisor, who was influenced 

by production of the DES SDP Project materials. The Senior Primary Advisor 

stated: 

It was only the production of the purple booklet (DES, 1989 Planning 
for School Development: Advice to Governors, Headteachers and 
Teachers), that made me determined that we all needed to do that I 
wanted the example of the best practice to be done by everybody. 

It is important to note that the Senior Primary Advisor was aware of at least 

half a dozen primary headteachers already actively engaged in school development 
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planning. This is evidenced in two of the subject schools of this study, and is an 
issue that will be explored in later sections. 

In the summer of 1990 the Senior Primary Advisor organised a half day 

training session, to discuss the merits of school development plans and 
disseminate the SDP Project literature, as an example of good practice, amongst all 

primary headteachers. Any headteacher who subsequently produced a school 
development plan was asked to submit it to the Senior Primary Advisor. During 

1990-91 training sessions using an external consultant were built into INSET 

programmes for both heads and deputies. In 1991 schools were requested to 

submit a school development plan for the academic year 1991-92, which identified 

areas of concern and priorities, and to produce an action plan for dealing with those 

priorities. These plans were not produced in accordance with any centrally agreed 
format, and 18 out of 24 schools produced a school development plan which was 

submitted to the Senior Primary Advisor. This lack of compulsion led to the 

implementation of school development planning taking different forms in each of the 

schools, depending upon the experience and priorities of the individual 

headteachers. This will examined further in Chapter Six. 

In 1992-93 this process was repeated but a section needed to be appended 

to the school development plan which included; curriculum, organisation & 

management, resources, staff development and physical environment. This was 

used by the Advisory Service in order to plan their provision for the academic year. 
During this period 1992-93 all 24 primary schools produced a school development 

plan , and this was repeated in 1993 - 94. 

During the initial round of interviews in February and March 1994 the 

headteachers received 'Guidelines for Whole School Planning 1994-1995' 

produced by the Education Department's Advisory Service. This document was 
designed to provide the standard framework which all schools would use for the 

production of their 1994-95 school development plans. The Advisory Service 

Guidelines are heavily influenced by both the School Development Plans Project 

(1991) and Hargreaves & Hopkins (1991). This is reflected in the following quote 
from Hargreaves & Hopkins which appears in the preamble. 

The purpose of development planning is to improve the quality of 
teaching and leaming in a school through the successful 
management of innovation and change. 
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The gain is that the school is enabled to organise what it is already 
doing and what it needs to do in a more purposeful and coherent 
way. (p3) 

The suggested school development plan document was divided into the 

following components: 

e Staff List 
Review of work undertaken in 1993-94 

Statement of current curriculum provision 

Statement of subject development intentions 

Agreed school priorities for the coming year 

a start with an audit 

9 include these areas 

e establish priorities 
Action Plans and Target Setting 

" Target 

" Key tasks 

" Success criteria 

" Leader and others involved 

" Resources needed 

" To be reviewed 

" School support from the advisory team 

" Support for individual teachers, planned from other resources 

" Projections for 1995-1996 

e The year at a glance 
The production of these extensive guidelines and accompanying software to 

facilitate completion of the document represented a significant change in practice 

and contributed to the level of external environmental turbulence experienced in the 

schools. As previously noted, in earlier cycles the schools had a free hand in the 

design of the school development plan, a common format was now being 

recommended. Second, the Senior Primary Advisor requested that the plans be 

submitted before the end of the Easter term. This raises the issue of the extent to 

which the school development plan can be used to help focus action on issues that 

may emerge in the Summer term, and may have a significant bearing on the 

school's needs for development. Third, the rationale for the introduction of the 

guidelines needs to be examined, as this may give clues as to system -wide 
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initiation and implementation of school development plans . Fourth, the introduction 

of the central guidelines also needs to be seen in the context of other innovations 

taking place, in particular Validated School Self Evaluation which was being piloted 
in 1993-94, with the intention of it being introduced on a system-wide basis in 

September 1995. The importance of this innovation for school development 

planning is twofold. First, school development plans will be used as evidence by 

the evaluation team; second, there is an expectation that one of the outcomes of 
the Validated School Self Evaluation will be an amended school development plan, 

with a programme of development being established for the next four years and the 

next round of evaluation. 

The previous discussion has implicitly touched upon the issue of the 
initiation of the innovation, and in particular some of the strategies that could be 

adopted. At this stage, it would seem appropriate to consider some of the tactics 

adopted by the Senior Primary Advisor in trying to get headteachers to use school 
development plans. We have already mentioned the Senior Primary Advisors 

meetings with headteachers to discuss the DES SDP Project materials. INSET was 
directed towards helping headteachers write school development plans . Further, 

the Senior Primary Advisor organised a series of meetings with each headteacher in 

order to discuss planning within his/her school: 

I then an-anged to spend two hours with each headteacher talking 
about theirplanning to offer support, to come in as a resource, in 
essence (the headteachers) knowing that / was coming focuses the 
mind. 

During these meetings three arguments were put forward to support the 

introduction of school development plans . First, some form of systematic planning 

was needed to cope with the volume of change brought about by curriculum 

changes. Second, planning had already taken place in the schools, so school 
development plans were put forward as not involving significant additional work, but 

rather could be seen as a co-ordinating device. Third, school development plans 

could be used as a defence mechanism, which would allow the 'school' to resist 
requests from parents or other outside agencies. 

In addition, INSET requests had to be justified with reference to the school 
development plan. In 1991 -92, significant requests were being made of the 

Technology Co-ordinator and schools were deprioritised unless appropriate 

reference had been made in the school development plan . In addition to the 'hard' 
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strategy of the denial of resources, other'soft' strategies were adopted. In yearly 

review meetings between individual headteachers and the Senior Primary Advisor, 

headteachers were informed that they were the only ones left yet to produce a plan, 

or it was pointed out that it would be somewhat embarrassing of they were the only 

school left out of the summary document. 

However, the production of the guidelines and the reasons for their 
development does give us some understanding of how the school development 

planning innovation was being used by schools other than those in the study. The 

production of 'Guidelines for Whole School Planning 1994-1995' was in part a 

response to schools submitting their 1993-94 school development plan in December 

1993 and January 1994. The Senior Primary Advisor stated. 

... if you (schools) are planning in December what you did last 
September, it showed that the process was not embedded in the 
work of the school, and it was something they were doing to get me 
off their backs, rather than as a working tool. 

By June 1994,13 of the 24 primary schools had submitted school 
development plans to the Advisory Service. The submission of the plan before the 

end of the existing school development planning cycle does raise the issue of the 
difficulties associated with overlapping planning cycles. The rationale for the early 

submission of the plans was stated: 

For me to plan the input of the advisory team for primary sector, 
need to know what they want to do. 

This requirement to know what schools want to do can provide a means to 

encourage schools to be more forthcoming in their production of school 
development plans. During June 1994, the Senior Primary Advisor wrote to all 

primary headteachers with the following message: 

'... for those schools whose plan / have, / will be able to give first 
attention, But / won't be able to guarantee support, if / don't know 
what you want. 

By September 1994 all 24 primary schools had submitted school 
development plans . Table 5.1 summarises the Jersey school development 

planning initiative in the Summer of 1994. 
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Table 5.1 Jersey school development planning initiative Summer 1994 

Factor Expression In Jersey school development planning 
innovation 

Origin Senior Primary Advisor who required information for the 
management of in-service training and who drew upon 
DES guidelines, although some headteachers already 
engaged in development planning. 

Compulsion for Voluntary but expectation to complete document and 
schools submit to Senior Primary Advisor - 
Planning cycle Academic year plus an outline for the following two years 
Recommended Consultation with staff and the production of action plan 
procedure including: Target, Key tasks, Success criteria, Leader 

and others involved, Resources needed. 
Components of plan Curriculum, organisation & management, resources, staff 

development and physical environment 
Number of priority Not specified 
areas to be included in 
SDP 

Documentation No central format or documentation until 'Guidelines for 
Whole School Planning 1994-1995'which was made 
available on paper or computer disc 

Implementation Introduced to all schools 1990, training given to 
headteachers and deputy headteachers. 

Review and evaluation Yearly meeting of headteacher and Senior Primary 
Advisor in summer term to discuss both current and 
prospective plan 

Administrators'use of Inform Advisory Service of in-service training 
development plan requirements and from 1995-96 as evidence for 

Validated School-Self Evaluation. 

SCHOOL DEVELOPMENT PLANNING AND THE WIDER 

CONTEXT 

At this stage it is worth attempting to locate school development planning 

within the overall planning activities of the Education Department during the early to 

mid 1990s. In 1993 the Education Service produced a five year strategic plan 

entitled A Five Year Strategy Plan for the Jersey Education Service 1993-1998 and 

since 1994 the Education Department has produced an annual business plan 
detailing its previous achievement and identifying the priorities for the year ahead. 
In the summer of 1994 school development plans were included as part of the 

States of Jersey Education Service Handbook (Vol 1,1994). In September 1994 all 
headteachers were invited to a seminar to raise issues relating to individual schools' 
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development plan and its relationship to the Education Department's 1995 Business 

Plan. This move towards a planning culture can be in part attributed to the financial 

circumstances of the States of Jersey, with the economic recession of the early 
1990s leading to a downturn in revenues. The School development planning 
innovation is consistent with an increased use of long term cyclic plans and planning 

as a mechanism for justification of both the acquisition and subsequent allocation of 

resources. 

It is clear that school development plans will continue to have the attention 

of officers of the Education Department. The Senior Primary Advisor is committed to 

the use of school development plans as a means of managing change in schools. 
The Senior Primary Advisor requires information from the school development plan 
in order to plan the work of the Advisory Service. He uses the school development 

plan as a basis for conducting a yearly review meeting with headteachers of all the 

individual schools. The Education Department is committed to a planning culture 

and school development plans are used to inform the Education Department's 

Business Plan. Finally, the requirements of Validated School-Self Evaluation 

(VSSE) which is due to be introduced in September 1995 will necessitate the 

production of school development plans as an example of good management 

practice. 

So far the focus of this chapter has been on 'what happened and when'; it 

now seems important to explain why school development plans were initiated. A 

broader consideration of the factors explaining implementation and 
institutionalisation will be undertaken in Chapter Six. 

FACTORS EXPLAINING THE INITIATION OF SCHOOL 

DEVELOPMENT PLANNING 

It is clear that a number of factors have impacted upon the initiation phase of 
the change process, but it is more difficult to attach an appropriate weight and 
importance to each one. The significant point is that the factor appeared to be 

influencing the process. 

Although there was isolated use of school development plans in a number of 

primary schools it would appear that the existence of school development planning 
innovations in England and Wales and in particular the School Development 

Planning Project was of import. The influence of this project was increased by the 
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dissemination of the project materials in 1989 and 1991, which greatly increased 

access to the processes and practices involved. However, the existence and 

availability of the materials is not enough to explain initiation. School development 

planning had a powerful advocate in the Senior Primary Advisor who viewed school 
development plans as being essential for the effective implementation of the Jersey 

National Curriculum. The Senior Primary Advisor used a variety of strategies in 

order to facilitate the adoption of school development plans. These included 

attempting to tie support from the Advisory Service to the production of School 

Development Plans. Furthermore, it would appear that schools adopted school 
development plans partly in response to the pressure of 'attention' imposed by the 

Senior Primary Advisor, with adoption leading to a reduction in the pressure. The 

ability of the Senior Primary Advisor to apply pressure was aided by some schools 
having already adopted the innovation. However, the Senior Primary Advisor is not 
the only key player in the process. The use of an external consultant and the 

building in of the school development planning into a management training 

programme also emphasised the importance attached to the innovation. To 

summarise, the following factors seem to be more important: 

e local headteacher advocates for the innovation; 

e the innovation was linked to a local curriculum agenda; 

there was an active local advocate who was in a position to support 
initiation 

* active initiation through the local advocate and external change agent; 

the availability and accessibility of a'qualitY' innovation (the issue of 

quality will be examined in more detail in the next chapter, but in this 

context refers to the availability of well presented and documented 

materials); 

It is appropriate to now consider to how far the factors affecting the initiation 

of the school development planning innovation are consistent with the factors 

identified by Fullan (1991) and listed in Chapter Two. It is immediately apparent 
that many of the factors identified by Fullan (1991) have been at work, for example, 

access to the innovation and the role of local advocates promoting the innovation. 

Nevertheless there are two factors that Fullan identified that do not seem have 

been important in this instance. First, the school development planning innovation 
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was not a product of pressure from the local community demanding a more 
systematic and coherent approach to planning in primary schools. Second, the 

school development planning innovation was not a product of the availability of 

external funding, or an external mandate imposed on the Senior Primary Advisor 

and the headteachers. 

The above analysis provides only a partial picture of the factors affecting the 

change process. In particular, some schools had been implementing the innovation 

for a number of years, so it becomes relatively difficult fully to disentangle the 
initiation and implementation phases of the innovation. The next chapter will 
involve a more fine grained analysis of the sample schools and how headteachers 

perceived that they went about the process of producing and implementing school 
development plans and the development planning process. 
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Chaptýr 6 

SCHOOL DEVELOPMENT PLANNING IN ACTION 

Chapter One identified some of the differences in the timetable and burden 

of reform between the States of Jersey and the English and Welsh education 

systems. Chapter Five focused upon the initiation of school development plans in 

Jersey primary schools and concentrated on the work of the Senior Primary Advisor 

in developing and supporting the use of school development plans in Jersey primary 

schools. This chapter will focus down on the individual schools including the 

background to the school development planning innovation in each of the schools 

and what happened as the 1993-94 school development plan was implemented. 

Accordingly, the first part of the chapter will provide the following: 

a brief overview of each of the five schools in order to understand the 

individual site context; 

a cross-site summary of annual school development planning in the five 

selected primary schools. 

This will be followed by an attempt to explain the factors that appeared to be 

important in explaining the fate of school development planning. 

THE SITE-LEVEL CONTEXT 

This section consists of two components: first, a short'pen portrait' of each 

school; second, a cross-site summary of the key features of each school 

highlighting the main areas of similarities and difference. 

LES LANDES SCHOOL 

Les Landes school is located in the rural north west corner of the island. 

The odginal school building was built in 1902, and has been added to in an 

uncoordinated manner. The school faced problems posed by differing sizes of year 

groups, as a result a decision was taken to maintain seven single age group 

classes. This requires the use of part-time teachers to deliver specialist aspects of 
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the curriculum, but it also requires the full-time teachers to deliver sessions to 

classes other than their own. The consequence of this is that most pupils have 

contact with each of the teachers during some part of the week. 

The head teacher Mrs Ann Renouf was appointed in 1986, and during the 

1994 summer term was on sick leave in order to undergo hip replacement surgery. 
In addition to the head teacher and deputy head teacher there are three supplement 
holders who form the management team. The team meets at the beginning of each 

term and on least six occasions during the rest of the term. 

ROUGE BOUILLON SCHOOL 

Rouge Bouillon School is a large urban primary and is the largest primary 

school on the island. The vast majority of parents work full-time, including a large 

number of single parents and this leads to children accompanying parents to 

parents evenings. The school is organised around their year groups, with either 

two or three classes per year group. Each year group has its own facilities, 

withdrawal rooms, learning resources such as computers and televisions, and 

support staff. The intention is to facilitate as much group work as possible, and to 

ensure that the pupils receive an appropriate differentiated curriculum. On entering 

the school, one is struck by the creative and imaginative use of display, and all 

notices being displayed in three languages, English, Portuguese and French. 

The head teacher Mrs Wendy Hurford has been in post for six years, after 

previously being a head teacher at another school.. The School is based on year 

group organisation, with three classes in Reception to Year 3 inclusive and two in 

years 4 to 6. Each year is managed by either a deputy or a supplement B holder 

who is responsible for the day to day management of the year group. These 

supplement B holders are also responsible for specified areas of the curriculum; in 

addition there are five supplement A holders with specific curriculum responsibilities. 
In addition task teams are set up in order to address specific issues. These task 

teams tend to have five members or less, with all post holders being involved in at 
least one team. The task teams are open to all staff members, with individuals 

being co-opted as appropriate. 
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ST MARKS SCHOOL 

St MarWs School is an urban primary school located in St. Helier. The 

school is in receipt of differential staffing as a result of the reading scores of the 

pupils over the last three years. This has led to St MarWs having an additional 

member of staff to meet the Special Educational Needs of pupils. However, the 

school has experienced difficulties in attracting staff to what is recognised as being 

a challenging pedagogic environment. 

The head teacher, Mr David Marett, had been in post for six years, and at 

the end of the 1993-94 academic year moved as headteacher to another Jersey 

primary school. The school uses a task team approach when dealing with specific 

curricular issues. One of the challenges facing the school is that two of the staff are 

on five year contracts which creates problems of continuity. This is also distressing 

for the remaining staff who are well aware that the departing staff are likely to be 

returning to the UK without employment. 

ST MARTIN'S SCHOOL 

St Martin's'is a rural school in the north east of the island, which draws 

mainly from two housing estates for its pupils. The school is now full with pupils 
from inside the catchment area, who currently attend the nursery school, being 

enrolled into another rural school. There are 10.2 FTE staff including the head 

teacher, of whom nine are full time and two part time. In addition to the deputy head 

teacher there are four supplement holders with differing curriculum responsibilities. 
Most of the curriculum developments are organised around task teams, which was a 

new innovation for the school. The headteacher, Mr James Speight, is relatively 

young and has been in post for three years. Many of the staff at the time of the 

headteacher's appointment, had been there for more than ten years, and the arrival 

of a young energetic head has led to a number of tensions over the increased use 

of a task-team approach. This has been partly eased by an influx of new staff 

resulting from the increase inpupil numbers, and by a number of retirements and 

voluntary transfers. 

ST MARI"S SCHOOL 

St Mary's School is a rural primary school. The school has six classes for 

seven year groups, with the distribution of Pupils between classes being undertaken 
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at the beginning of each academic year depending on the size of the new intake. 

Many of the grandparents and parents of the children also attended the school, 

giving the school a real sense of place within the parish community. 

The school has six FTE staff not including the head teacher. The head 

teacher Mrs Gill Shaw has been in post for four years after previously spending 
fourteen years as a teacher in the school. However, prior to her appointment she 

spent three years as a deputy at Janvrin School. The current deputy was also the 

deputy when the head teacher was previously at the school as a teacher. The 

school has a deputy headteacher; each teacher has an area of curriculum 

responsibility that spans the key stages. Some teachers may hold two areas of 

responsibility depending upon whether they are a supplement holder. Management 

meetings of the headteacher, deputy and supplement holders meet on a weekly 
basis, in addition there is a weekly staff meeting. However, the headteacher stated: 

Nice term 'management team'. but in a small school it is a bit of a laugh 
because everybody is involved. 

This is reflected in that, the two non supplement holders have areas for which 
they are responsible but for which they are not remunerated. 

A cross -site summary of the differences and similarities between the 

schools is illustrated in Table 6.1. Having now considered the site level context it is 

now necessary to begin our cross site analysis of school development plans and 

planning. 
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CROSS-SITE SUMMARY OF ANNUAL 

DEVELOPMENT PLANNING 
In this section the intention is to tell, from the headteachers' perspective, the 

story of school development planning across the five primary schools. In doing so 
the focus will be on: 

e the ofigins of school development planning in each school; 

e the headteachers' views of school development plans; 

* the processes involved in the production of the school development plans; 

e the content of the school development plans; 

e the implementation of the school development plans; 

alterations to the school development plans during the implementation 

phase; 

the review and evaluation of the school development plan in each of the 

schools; 

the factors promoting a shifting balance between environmental 

turbulence and stability. 

THE ORIGINS OF SCHOOL DEVELOPMENT PLANNING 

IN THE SITE SCHOOLS 

The first headteacher to use a development plan was Mrs Wendy Hurford of 
Rouge Bouillon School, who had used a development plans at Bel Royal school 

prior to her appointment to Rouge Bouillon in 1988. As part of the selection 

process for her current headship, Mrs Hurford had produced a five year 
development plan. The first school in the cohort to adopt a development plan was 
Les Landes School in 1986 when the current headteacher, Mrs Ann Renouf was 

appointed. The headteacher held professional development interviews which 

attempted to link both individual and school needs, which subsequently led to the 

production of a development plan. The respective headteachers of St Mark's, 

St Mary's and St Martin's schools all began to produce school development plans in 
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1991 as part of the Senior Primary Advisors local initiative. However, in the case of 
St Martin's School the first school development plan was produced by the previous 
headteacher who had moved to another school in the summer of 1991. 

It should be noted that these early plans were all of a five year span. 
However, as the implementation of the plans unfolded subsequent plans have been 

drawn up which have focused on the forthcoming academic year, and have 

identified priority areas for monitoring and review and INSET for an additional two 

years. As Mr David Marett the headteacher of St Mark's school stated: 

An ideal when we first started these was to think in terms of five 
years; that has not been practical, three years is about as much as 
you can meaningfully plan ahead. What we have found is that even 
in three years you cannot predict what might come up as a result of 
(Education) departmental initiatives, even with reference to their five 
year plan it is not possible to predict. 
This focus on the forthcoming academic year and two subsequent years was 

reflected in the documentation introduced by the Senior Primary Advisor, as detailed 
in the previous chapter. 

There are a number of points to be made in connection with the primary and 

secondary research questions. First, five year planning cycles appear to be 

vulnerable to changes in the external environment, in particular initiatives originating 

with the Education Department. Even with the three year extended 'cycle' and 

attempts to identify possible future external demands it is necessary for the 

headteachers to build sufficient flexibility into their planning to allow for adjustment 

of priorities. Accordingly, environmental turbulence would appear to make medium 
to long-term planning, at best a provisional exercise. Second, the movement away 
from five year plans to a more restricted planning horizon is indicative of 

evolutionary planning, as both the Senior Primary Advisor and the headteachers 

recognised the problems caused by changing curriculum demands. Third, in two 

schools development plans were being implemented prior to the Senior Primary 

Advisor's initiative. This tends to suggest the necessity to examine the relationship 
between the 'bottom-up' school initiated innovation and the 'top-down' Senior 

Primary Advisor initiated innovation. In particular it is necessary to consider the 

extent to which the system-wide innovation brought about changes in the 

implementation of the school initiated innovation in the pioneer schools. 
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HEAD TEA CHERSWIEWS OF SCHOOL DEVELOPMENT 

PLANS 

Not surprisingly given the basis on which the headteachers were selected to 

participate in the study there was general agreement about the benefits of a school 
development plan. Mrs Wendy Hurford of Rouge Bouillon School stated: 

/ could not run the school without the SDP. 

Included among the benefits identified by the headteachers was that a 

school development plan increased the focus and direction of the work of the school 

towards a specific number of objectives. David Marett of St Mark's School stated: 

/ think what it (the SDP) has done is to focus our thinking ... things 
that were done previously on an ad hoc basis, we ought to be looking 
at such and such which we then did, and produced policies or 
whatever was the outcome of the particular initiative, those were 
tending to be done on the hoof . ..... it was very much piecemeal, not 
looking at things overall. 

Mrs Wendy Hurford of Rouge Bouillon School stated that the process of 

creating a plan constitutes a facilitating mechanism for the headteacher to get the 

support of the academic staff, in the pursuit of the determined objectives and 

provided a vehicle for communication between the headteacher and the staff. Mrs 

Renouf of Les Landes School, Mr Speight of St Martin's School and Mrs Shaw of St 

Mary's School stated that the school development plan allowed the headteacher to 

rebuff requests from subject advisors for the school to participate in projects. Finally 

all of the headteachers stated that the school development plan provided a 

checklist for the headteacher to measure the progress of the school towards the 

specified objectives during the academic year. 

However, all the headteachers took the view that the school development 

plan was not a strait-jacket which prevented the headteacher from pursuing other 

objectives or activities as the opportunity arose. Mrs Gill Shaw of St Mary's School 

stated: 

I would not like to say that this (the school development plan) is my 
structure and that it is the only thing that is going to happen, and 
won't allow anything else to happen. Ithinkyou have to allow 
yourself a cedain amount of flexibility. 
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However, it would be wrong to give the impression that all the comments 

about the use of an school development plan were favourable. Mr James Speight 

of St Martin's School stated that a school development plan: 

... raises staff anxieties, this is the downside. You have identified all 
the things that need to be done. The tunnel seems to get longer. 
You feel great that you have achieved something but you know what 
is coming next, achievements can be seen as very short term. 

However, the major negative comments relating to the use of school 
development plans related to the continued changes in the demands placed on the 

school through, in part, initiatives launched by the Advisory Service. As such, 

comments were aimed at the Senior Primary Advisors school development planning 
initiative rather than the use of school development plans themselves. Concern 

was raised about both overlapping planning cycles and an unexpected request for 

the next school development plan. In this instance the Senior Primary Advisor 

requested in late February 1994 that the school development plan be produced 
before the end of the Spring 1994 term. The problems this caused for some 

schools will be discussed in more detail in the sections relating to the construction, 

review and evaluation of school development plans. 

Several points need to be considered at this juncture. First, the evidence 

presented in this and the preceding section suggests that headteachers saw a need 
for development planning, either as result of their own identification of that need or 
in conjunction with the Senior Primary Advisor. Evidence presented in Chapter Five 

would indicate that this need was not shared by all primary headteachers. Second, 

the headteachers' model of planning would appear to be consistent with the both 

the evolutionary and flexible planning models, thus recognising the need to 

continually create new plans as opportunities arise. School development was not 

constrained to priorities identified within the existing school development plan. 
Third, there appears to be a tension between the Senior Primary Advisors 

requirement for information to guide the Advisory Service and the review and 

evaluation of school development plans in schools. The request of the Senior 

Primary Advisor created unanticipated environmental turbulence for some of the 

headteachers. Coupled with the changes in the documentation produced by the 

Senior Primary Advisor, as evidenced in Chapter Five, this led to the innovation, 

being located within the latter part of the implementation phase of the change 

process. 
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THE AUDIT AND CONSTRUCTION PHASES OF SCHOOL 

DEVELOPMENT PLANNING 

At this stage it is appropriate to note that all of the headteachers; with the 

exception of Mrs Gill Shaw (St Mary's) received INSET on the processes involved in 

constructing and implementing a school development plan. The processes 
involved in the production of the 1993-94 and 1994-95 school development plans in 

each of the schools consisted of a combination of the following activities: 

* an audit of the current plan by the headteachers; 

*a whole school staff review meeting focusing on the existing plan; 

a questionnaire distributed to staff requesting them to identify perceived 

requirements; 

ea request for supplement holders to identify areas of concern and action. 

It is interesting to note 1993-94 had seen the introduction of a local scheme 

of appraisal which focused heavily on professional development. Although the 

construction of the 1994-95 school development plans took place in the early stages 

of the two-year professional development cycle there was some evidence of both 

positive and negative interaction of innovations (see Chapter Two). At St Mark's 

School the outcomes of one member of the teachers appraisal was built onto the 

school development plan. However, at St Mary's School the headteacher Mrs Gill 

Shaw stated: 

It does not help things; we had to very quickly do this (produce the 
school development plan), before the professional development 
interviews. It does need to be sorted out so that it is a more logical 
progression. 

Two issues emerge which need noting at this stage. The interaction of 
school development planning and appraisal indicates the complexity of the school 
development planning innovation as a vehicle for bringing together different 

innovations; interrelatedness is a characteristic of the innovation. Second, the 

interaction of innovations was a potential source of environmental turbulence or 

stability for schools. 

As a result of the data collected from the above processes, the headteacher 

would then write up the plan, which was in some schools circulated to the whole 
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staff before submission of the school development plan to the Senior Primary 

Advisor. However, it needs to be noted that the timing of the construction of the 
1994-95 school development plan was influenced by the request of the Senior 

Primary Advisor in February 1994 that the school development plan should be 

produced and submitted before the end of the Spring term. This issue will be 

considered in more detail in the review and evaluation section. 

The 1993-94 plans were all produced using different formats but covered the 
headings identified as being important by the Senior Primary Advisor. The 1994-95 

school development plans were all constructed using the proforma provided by the 
Senior Primary Advisor although the headteachers added sections to the plans as 
they saw fit. For example, the Les Landes school development plan includes 

reference to individual staff development targets. This suggests that the Senior 

Primary Advisor's new documentation was adapted during implementation and is a 
further indication of the dynamic nature of the change processes associated with 
innovations. It also provides evidence of how the Senior Primary Advisors initiative 

influenced the headteachers in the two schools had been early adopters of school 
development planning. 

The number of priorities identified for development also varied between 

schools. In the 1993-94 school development plans the greatest number was twenty 

at St Mary's School and the lowest six at Les Landes School. 
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Table 6.2 1993-94 school development plan cross-site analysis. 

School 
FACTOR LES LANDES ROUGE ST MARKS' ST MARTIN'S ST MARY'S 

BOUILLON 
Timing of Summer term Spring terrn Summer term Summer term Using 1992-94 
Production 1993 1993 1993 1993 SDP 
Process of Staff meeting Questionnaire Staff meeting Headteacher Staff meeting 
construction Staff meeting Interviews with audit Interviews with 

Feedback supplement Staff meeting postholders 
from holders Interview with 
postholders postholders 

Author(s) Headteacher Headship Headteacher Headteacher Headteacher 
team and 

supplement 
holders 

Number of 6 12 20 17 19 
priorities for 
1993-94 
Duration of 1993-94 1993-96 1993-94 1993-96 1993-94 
plan One year in One year in 

detail, the two detail, the two 
subsequent subsequent 
years in outline years in outline 

Submission of April 1994 April 1994 June 1994 April 1994 April 1994 
1994-95 
school 
development 
plan 

Given that evidence Within the schools was only collected from headteachers 
it is not possible to apply MacGilchrist's (1994) typology of school development 

plans. However, it needs to be noted that it was difficult to establish a precise 
number of priorities for each school arising out of the school development plan. 

This was in part due to the different ways in which the plans were written. 
Notwithstanding this difficulty, an issue emerged relating to the extent to which 

headteachers included all the relevant priorities within the formal school 
development plan. There were basically two approaches to the matter, one 
involved attempting to limit the number of priorities as Mrs Ann Renouf of Les 

Landes school stated: 

There are half a dozen things that you put down, that is light, you 
need a focus, they need to be the most impodant, but those are by 
no means the only things you tackle throughout the year. 
This approach was undertaken by a headteacher who had introduced the 

use of a school development plan ahead of the Senior Primary Advisor's initiative. 
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In the early years of this school-based initiative the view of the headteacher was 

that too much had been included in the school development plan. 

This restriction on the number of priorities needs to be contrasted with the 

strategy of Mr James Speight of St Martin's School who stated: 

One of the major difficulties has been the setting of too many 
objectives. Of being too ambitious in what the school is trying to 
achieve .... Next time round we have got to be very honest with 
ourselves and put things down on it that we can achieve. To a certain 
extent what we put down on our last two SDPs (1992-93 & 1993-94) 
has been unachievable, we have included too much in them. 

This finding would tend to confirm the advice of Levine and Liebert (1987) 

and Hargreaves and Hopkins (1991) of the advisability of constructing school 
development plans with a restricted number of priorities. Too many priorities lead 

to headteachers and teachers becoming overburdened, with many of the priorities 
being left as 'good intentions' Headteachers should try and avoid seeking 
immediate development and improvement in all aspects of the school. 

Nevertheless, restricting the number of priorities has implications for 

vulnerability of the school development plan to changes in both the internal and 

external environments. A plan with more priorities, all things being equal, would be 

more vulnerable to changes in the external and internal environment than one 

where the number of priorities had been limited. However, if priorities are restricted 

it does not mean that they have disappeared, and the consequence may only be the 

displacement of the activities outside of the formal school development planning 

processes. This suggests that attempts to restrict the complexity of school 

development planning through reducing the number of priorities may ultimately be in 

vain. 

THE CONTENT OF THE SCHOOL DEVELOPMENT PLAN 

The school development plans were obtained from the five schools for both 

1993-94 and 1994-95 and this section will concentrate on the former. The main 

emphasis related to aspects of the Jersey Curriculum. However, 1993-94 had been 

declared a 'fallow-year' by the Priorities Group of the Jersey Curriculum Council. 

This meant that schools were in a position to concentrate on implementing and 

reviewing established school policies for English, mathematics, science and French. 

Orders for history, geography and technology had been produced but were still 

under review, and would not be reissued in this year. Orders for art, music and 
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physical education had yet to be produced. The Advisory Service had introduced a 

major reading initiative which was also prominent in the school development plans. 

In addition a broader range of activities was included: such as appraisal, a 

behaviour policy, links with parents and the community, the internal and physical 

environments . Two schools, Rouge Bouillon and Les Landes, were in the process 

of taking part in significant renovations of their buildings and this was reflected in 

the respective school development plan . Furthermore, Les Landes school was 

also involved in the pilot for Validated School-Self Evaluation. Table 6.3 seeks to 

classify the contents of the school development plans of the five schools. 
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The sources of innovations identified in the 1993-94 school development 

plan are identified in Table 6.4 

Table 6.4 Origins of innovations in Jersey primary schools 

Origin Innovations 

Education Jersey National Curriculum (English, mathematics, science, 
DepartmentlJersey technology, history geography, art, music, physical 
Curriculum education, religious education), assessment, school 
Council development planning, appraisal, Delegated Financial 

Management, validated -school self evaluation, INSET for 
Curriculum Co-ordinators, Reading, Reading Recovery, SEN 

School Whole-school evaluations, rebuilding, multi-lingual and multi- 
cultural initiatives, behaviour policy, external physical 
environment, sports day, speaking and listening, handw(iting, 
task teams, French visit 

Education Department initiatives such as the Jersey Curriculum and 
appraisal were formative in determining the content of plans. However, it would be 

wrong to give the impression that the implementation of external innovations drove 

all aspects of planning change. Numerous site-level priorities and innovations 

were also being attended to indicating that there was a significant degree of site- 
level control, reflecting the findings reported in the previous sections about the 

number of priorities in a school's development plan. In addition, schools in the 

study were faced with different combinations of environmental turbulence and 

stability. This is reflected in the school based innovations or priorities determined 

by needs identified within the individual schools. Accordingly, any attempt to try 

and locate the mix of turbulence and stability that a school is faced with requires a 
differentiation between external and internal sources of turbulence and stability. 

However, what this analysis does suggest is that Jersey primary schools 

although not been exposed to same burden of externally imposed change as their 

counterparts in England and Wales, were still faced with a significant number of 
innovations and sub-innovations. These innovations were still in the process of 
being initiated, implemented of institutionalised which suggests that all of the 

schools were having to deal with either the initial effects of environmental turbulence 

or subsequent 'aftershock'. This is particularly important to remember given that 
1993-94 was deemed to be a fallow year for the Jersey National Curriculum, and all 
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other things being equal could be perceived as contributing to an overall lower level 

of environmental turbulence. 

IMPLEMENTATION 

The five headteachers; had primary responsibility for implementing the school 
development plan in each of the schools. At Rouge Bouillon School an internal 
INSET programme emerged from the school development plan. In all of the five 

schools aspects of the school development plan were delivered through central 
INSET support and or delivery. 

The five headteachers in the schools appeared to have adopted a twin-track 

strategy to the implementation of specific school development plan priorities. In 

each of the schools the school development plan was primarily implemented 

through either a specified post-holder being given the specific responsibility for a 

priority or through the use of a task team. The establishment of a task team 

involved the following common elements 

e definition of the task for the team 

a success criteria for the task 

a identification of leader and other members 

e definition of resources required 

* setting of a task completion and review date 

The difference between an individual and team approach to priorities is 

illustrated at Les Landes School where, the introduction of a bought-in package of 
reading resource materials was made the responsibility of a single teacher, whilst an 
investigation into the use of non-fiction reading materials was made a task for four 

staff. 

ALTERATIONS TO THE SCHOOL DEVELOPMENT PLANS 

DURING THE IMPLEMENTATION PHASE 

The interviews with headteachers revealed that many of the priorities 

outlined in the school development plans had been implemented or were pursued 
in accordance with the timetables for implementation which had been established. 
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Nevertheless, all of the headteachers had to make some form of alteration to the 

school development plan subsequent to its production and dissemination. 

During the 1993 Autumn term Les Landes School was involved as part of the 

pilot for the Validation of School Self Evaluation (Jersey Education Department, 

1993). As part of this exercise the three core subjects of the Jersey Curriculum 

were to be evaluated, and two members of staff were allocated to each of the core 

subjects to undertake this process. This was based on the assumption that supply 

cover would be available to facilitate the process. Nevertheless, it is important to 

note that science was subsequently reviewed in the Spring term and English in the 

summer term. However, formal adjustments were not made to the school 
development plan. 

At Rouge Bouillon School, there were areas where the targets were not 

achieved, i. e. the environment where it was felt that much of the target was already 

subsumed in work on religious education and geography. The personal and social 

development target was superseded by work on the Behaviour Policy and by the 

social skills programme; it was accordingly pushed back into the next academic 

year. No changes were made to the formal school development plan. 

At St Mark's School the production of a new behaviour policy was a target of 
the school development plan ,a considerable amount of effort went into this 

activity. However, due to the Special Educational Needs teacher retiring at the end 

of the Easter term due to ill health, this led to the document not being produced. 
Furthermore, the Education Department introduced a major Reading initiative which 
involved significant amounts of INSET and school based work. Although the 

headteacher was aware at the time of writing the 1993-94 plan of the possible 
introduction of the scheme, the extent of the resources to be committed, and the 

requirements of the school, had yet to be fully established. As a result, the 

introduction of the reading recovery scheme led to the English co-ordinator being 

released from other targets in order to implement the scheme within the school. 

At St Martin's School one of the priorities was the production of a technology 

policy. The headteacher met with the Technology Advisor, informed him that new 

specifications were being produced. The headteacher stated that he saw little point 

producing an interim policy statement so this priority was shelved. A number of staff 
took part in the Education Department's INSET for reading. In the view of the 

headteacher this led to staff being enthused to address some of the issues arising 
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from the sessions. As a consequence, they continued to develop reading at the 

expense of the proposed production of the writing guidelines. 

At St Mary's school it had been hoped to develop a three year topic cycle. 
However, as the school has only six classes for seven year group, pupils do not 
progress from class to class with the same cohort. One of the factors that 
influenced progression is the size of the new intake. As this was only finalised in 
June 1994 it was decide to produce a topic plan for the coming year only. The 

mathematics co-ordinator was scheduled to work beside colleagues in the 

classroom, but due to timetabling difficulties this had not been possible to undertake 
in a systematic manner. Moreover, it had been intended that all the teachers 

would attend Education Department INSET for reading, but some sessions were 

missed because of the burden of out of class attendance required. This factor led 
to all of the INSET sessions being attended by a member of the school, but not by 

all of the intended staff. 

These examples suggest that headteachers were faced with a number of 
factors, such as lack of resources, staff illness, retirements and changing 
innovations which required adjustment to the implementation of the respective 
school development plans. As a consequence of the changing circumstances 
identified in the section on the management of the implementation of the school 
development plan, changes were required to the implementation timetable in all five 

schools. The headteachers attempted to overcome these difficulties by amending 
the timetable for implementation for a particular priority, dropping priorities and 
decreasing the level of activity to more realistic levels. However, the school 
development plan was not formally amended in any of the schools as the year 

progressed, nor were these changes notified to the Senior Primary Advisor. David 

Marett of St Mark's School stated: 

On paper the plan gets amended at the next plan 

Mrs Ann Renouf, of Les Landes School stated: 

We tend not to write it down, there just isn't time, we are forever 
changing things. Anyway nobody ever wants to know the interim 
stages, so long as we are a// informed within the establishment. It is 
such a small school. 

However, it is clear from the above comment that although the formal school 
development plan was not amended changes were communicated to staff. The 

headteachers stated they communicated many of the changes informally in the 
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staff room or more formally by an announcement in a staff meeting or by 

memorandum. This would suggest that there was a degree of planning for change 

which took place outside of the formal school development planning processes. 

There is some limited evidence to illustrate how such planning took place. At 

Les Landes School two major initiatives were undertaken by the school which were 

not part of the development planning process. Les Landes School had a policy of 
funding all pupils who wished to go on school trips but who might not otherwise be 

able to afford to go. During the 1993 Autumn term a significant financial shortfall of 
approximately E1500 arose. In order to address this deficit, and not having the 
flexibility that full devolved financial management might have provided, the 
headteacher then set out to create a PTA to assist in raising the funds. This was a 

major innovation for the school. In addition, during the 1993 Autumn term the 
Information Technology Advisor lent the school 13 portable computers. 
Subsequent to the return of the borrowed computers, the headteacher committed 
the spare financial resources of the school to the purchase of a number of such 
computers. 

The requirement to undertake planning activity in response to external 

environmental turbulence was also illustrated at Rouge Bouillon School where 

changes in the Early Years entry policy was not approved by the Education 

Committee in time to be included in the school development plan, leading to 

additional planning activity outside the formal school development planning 

procedures. 

However on balance, the preceding discussion of the implementation of the 

school development plans and amendments as a consequence of changes in 

circumstances would appear to be consistent with a model of planning which 
focused upon the amendment of plans within existing priorities. The Hargreaves 

and Hopkins (1991) model of school development planning, which is based on this 

premise, appeared to be sustainable in the site schools during the 1993-94 

academic year. 

REVIEWAND EVALUATION 

In considering the review and evaluation of the school development plans it 

is necessary to divide this discussion into two sections. First, how was the school 
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development plan monitored during its implementation? Second, how were the 

outcomes of the school development plans evaluated? 

MONITORING THE IMPLEMENTATION OF THE SCHOOL DEVELOPMENT 

PLAN 

In all of the schools the headteachers saw themselves as playing the central 
role in monitoring progress with the implementation of the school development plan. 
In undertaking this task all of the heaciteachers stated that they used a number of 

different methods including: 

9 continual and ongoing monitoring by observation and informal discussions 

* whole staff meetings 

a discussions with postholders or task team leaders. 

At Rouge Bouillon School, which is the largest school in the study the 

headteacher also monitored progress by receiving minutes from the respective task 

teams. Only at Les Landes School was a specific mid-year whole staff meeting 
held in order to monitor progress towards the intended outcome of the school 
development plan. 

EVALUATING THE SCHOOL DEVELOPMENT PLAN 

The five headteachers said that they sought to evaluate the 1993-94 school 
development plan as part of the processes associated with producing the 1994-95 

plan. The type of evidence used in evaluating the outcome of the school 
development plan included: 

a the production of policy statements; 

e informal discussion in staff rooms; 

a formal and informal discussion with postholders; 

a internal evaluation of the curriculum. 

However, the headteachers of St Mark's, St Martin's and St Mary's Schools 

felt that the processes for evaluating the outcomes of the school development plan 

were relatively underdeveloped in their schools. As David Marett of St Mark's 

School stated: 
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One of the sea changes / have found by being involved in this next 
plan, .... we are coming to phase two on some of these curricular 
issues, we are coming to the point where we need to set up 
monitoring systems .... we are going to have to be much more rigorous 
in the evaluation process than we have been before, we are going to 
have to quantify things in a much more formal way, maybe this is 
what we should have been doing before. 

This would tend to suggest that clarity about the processes associated with 

school development planning were evolving with the experience of headteachers. 

The discussion so far has focused on internal review and evaluation. The 

school development plan in each of the schools was subject to both internal and 

external review and evaluation. As briefly mentioned in Chapter Five, the Senior 

Primary Advisor visited each of the schools in the summer term in order to discuss 

progress to implementing the 1993-94 school development plan. In addition, issues 

arising from the 1994-95 school development plan were also discussed. 

The ongoing review and evaluation of these school development plans was 
impacted upon by the Senior Primary Advisor's request in February 1994 for the 

1994-95 school development plan to be submitted before the end of the 1994 

Spring term. This caused difficulties for the headteachers at St Mark's, St Martin's 

and St Mary's Schools. The headteacher of St Martin's School stated that it was: 

totally unrealistic, you cannot review the last year, when you are 
literally not quite halfway through the Spring term. 

This sentiment was echoed by the headteacher of St Mark's School who 

stated 

There is a problem being barely half way through the previous plan, 
and you are being asked to produce the next one. You are still not 
sure what initiatives will come from the Education 
Department ... therefore only general statements can be made. 

At St Mary's school the headteacher had anticipated conducting a series of 

interviews with the teaching staff towards the end of the 1994 Summer term as part 

of the process of reviewing progress with the current plan. As a consequence the 

1994-95 school development plan was produced before these meetings took place. 

The headteachers; of both Les Landes and Rouge Bouillon Schools were 
both less concerned with the problem of overlapping planning cycles. At Les 

Landes the headteacher was scheduled to have the 1994 Summer term off in order 

to undergo major surgery, so she had already planned to produce the school 
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development plan in the 1994 Spring term. At Rouge Bouillon school the problems 

were addressed by ensuring that the 1994-95 school development plan was 

sufficiently flexible to allow for the outcome of activities yet to be undertaken in the 

1994 summer term to be incorporated in the work of task teams implementing the 

1994-95 school development plan. 

The review and evaluation of the school development plans raises a number 

of issues. The complexity of the school development plan innovation was being 

impacted upon by the implementation of the Jersey Curriculum. As the Jersey 

Curriculum itself moved through the various phases of the change process this 

appeared to make the requirements for the evaluation of school development 

planning more sophisticated. Second, the external monitoring of the content and 
implementation of the school development plans appears to have been relatively 
limited. The monitoring of both process and outcomes was limited to accounts 

given by the headteachers to the Senior Primary Advisor. Third, aspects of the 

practicality of the development planning innovation was impacted upon by the 

unanticipated request for the production of the school development plans before 

the end of the Spring term. This request meant that all schools, to some extent, had 

to amend the timing and operation of the processes of school development planning 

within the school in order to create the flexibility to be able to respond. Accordingly, 

even in small state where there appears to be a large degree of stability compared 

to England and Wales there may be sufficient turbulence in the system to 

necessitate forms of planning based on 'rapid response' to changing circumstances. 
However, given the specific environmental turbulence related to the processed 

associated with school development planning, this rapid response was still within 

the overall framework provided by the school development planning cycle. Fourth, 

the request for the school development plans and the provision of the 

documentation, as noted in Chapter Five, indicates that the schools development 

planning innovation was in receipt of both pressure and support from the Senior 

Primary Advisor, and was a contributory factor affecting implementation. 

THE SHIFTING BALANCE BETWEEN TURBULENCE AND 

STABILITY 

Having considered each of the phases of the production and 

implementation of the 1993-94 school development plans it is necessary to 
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consider the shifting balance between environmental turbulence and stability faced 

by the headteachers in the schools. At each of the five schools the interaction of 

the factors promoting turbulence and stability was unique, reflecting a combination 

of UK, Jersey and school specific factors. Table 6.5 provides cross-site examples 
of some of the factors that appeared to be promoting turbulence. Table 6.6 

undertakes the same task but focuses on stability. In each of the tables it is 

attempted to show the origin of the turbulence or stability. 

Table 6.5 Factors promoting environmental turbulence 

Factors Example 
promoting Source turbulence 

UK Number of external Local Management of Schools, 
innovations Jersey National Curriculum, Standard 

Assessment Tasks, Appraisal 

Jersey External imposition Request by Senior Primary Advisor 
of non-sequential for production of 1994-95 school 
planning cycles development plan before the end of 

the 1994 Spring term. 

External imposition Appraisal and school development 
of two overlapping plans 
planning cycles 

Unanticipated Submission of school development 
requests plans to Senior Primary Advisor 

before end of Spring term 

Lack of information Reading INSET and Early Years 
about local Entry policy 
innovations 

Changesin Lack of supply cover for INSET 
anticipated activities 
availability of 
resources to 
achieve priorities 

School Crises and issues Lack of financial resources to 
facilitate full involvement in pilot 
activities 

Staff turnover and Non completion of priorities identified 
retirement in school development plan 
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Table 6.6 Factors promoting stability 

Source Factorpromoting Example 
stability 

UK Review of The Dearing Review 
innovation and 
sub-innovation 

Jersey High level of Jersey National Curriculum and the 
control over declaration of a 'fallow year. 
innovations 
originating outside 
of Jersey 

Availability of clear Scheme of professional development 
information about 
external 
innovations 

School Routinized and Mid year reviews 
flexible procedure 
for adjusting plans 

High level of Jersey National Curriculum 
influence over 
innovations 
originating within 
Jersey 

One of the difficulties in producing such a table is trying to attribute any 

weight to each of the factors in each of the schools. What the tables do tentatively 

indicate is that in the 1993-94 academic year that, although there were a number of 
factors promoting environmental turbulence the declaration, of a 'fallow year' and 

waiting for the outcomes for Dearing Review shifted the overall balance towards 

stability. The apparently high-level of site control allowed headteachers and staff in 

schools to pursue school originated priorities. Nevertheless, the existence of some 
degree of locally generated turbulence led to the requirement of some adjustment in 

the work of meeting the priorities outlined in the school development plans. 

SUMMARY OF FINDINGS 

The headteachers were not unsurprisingly in favour of using school 
development plans for the management of planned change. School development 

plans, were used by headteachers as a means for managing planning for change in 
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the later stages of the implementation phase of the change process. This was 
because the innovation was dynamic and constantly evolving and led to the 

processes associated with the different stages of the development planning cycle 

constantly altering in each of the schools, due in part to the experience gained by 

the headteachers as they used the school development plans with staff, but also 
because of changes in the innovation which were brought about by the Senior 

Primary Advisor. However, the form of the development plans while influenced by 

the Senior Primary Advisor, was still very much in the hands of the individual 

headteachers. Furthermore, although many of the innovations schools had to 

adopt and implement originated outside the school, such as the Jersey Curriculum 

and appraisal, headteachers still had the ability significantly to influence the 

priorities to be pursued. Indeed, in some cases this led to the identification of too 

many priorities The schools appeared to be faced with an apparently more stable 

environment than their contemporaries in England and Wales, but adjustments still 

needed to be made to priorities. In addition new priorities were established as a 

result of changing circumstances. Accordingly some planning for change took 

place outside the formal school development planning processes, as circumstances 

altered throughout the year. This led to new or amended priorities being generated 

without formal amendments being made to the school development plans 

themselves. However, on balance the assumption that the environment was 

sufficiently stable to permit priorities to be amended yearly appeared to be correct. 

Finally, it is clear that the school development planning innovation in States of 
Jersey primary schools is not going to 'fade away' and is moving towards the latter 

stages of the implementation phase of the change process and edging towards 

institutionalisation. 

It is now necessary to attempt to identify and analyse the network of factors 

that have interacted in order to explain this institutionalisation. Though, it is 

necessary to remember that for each school the combination of factors was unique 

with both local and site factors being of differential importance at different times of 
the change process. 
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FACTORS AFFECTING THE 

IMPLEMENTATION OF THE SCHOOL 

DEVELOPMENT PLANNING INNOVATION 

In attempting to identify the factors affecting the implementation of the 

school development planning innovation in the five schools, it is necessary to 

remember the that two of the headteachers had introduced school development 

plans to their schools before the start of the Senior Primary Advisors initiative. 

Accordingly, the findings outlined in Chapter Five need also to be remembered 

given the interaction of both different phases of the change process and levels of 
the education system. Nevertheless, it is still possible to identify a number of 
factors which appear to be important in affecting the implementation of school 
development planning innovation. Those factors which seem to have been 

important include: commitment, protection from environmental turbulence, local 

adaptation, evolutionary planning and other innovations affecting implementation. 

COMMITMENT 

The headteachers and Senior Primary Advisor were all committed to the use 

of school development plans for the management of planned change. The Senior 

Primary Advisor clearly saw school development plans as a way of aiding schools 

manage a number of differing innovations, but also as a means of obtaining 

information to increase the effectiveness of the Advisory Service. The commitment 

of headteachers appeared to indicate a feeling that the use of school development 

plans would provide a mechanism for managing the work of the school as a whole, 

and the requirement that the adoption of the Jersey Curriculum would require a 

planned approach to its implementation. 

PROTECTION FROM ENVIRONMENTAL TURBULENCE 

The States of Jersey Education Department, by being free not to have to 

adopt the multiple innovations originating in England and Wales, have created a 

more stable external environment in which the primary schools could operate. The 

degree of environmental stability was enhanced by the decision to make 1993-94 a 

'fallow year in the introduction of the Jersey curriculum, in part influenced by the 
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ongoing Dearing National Curriculum review. This was significant in shifting the mix 

of turbulence and stability faced by schools towards stability. 

LOCAL ADAPTATION 

The headteachers who had introduced school development plans before the 

Senior Primary Advisor's initiative used self-devised processes and planning 
documentation. However, even when the local school development planning 
initiative was initiated he headteachers were free to engage in a process of 
development planning in accordance with their professional judgement. In terms of 
the content and layout and of the school development plans the schools were given 

a free hand. Although guidance was given vis a vis general areas and for 1994-95 

a programme was provided; it was left entirely to the headteacher to determine 

items and priorities. This was reflected in the diversity of presentation of school 
development plans themselves. Headteachers could shape both the plan and 

planning processes to the individual needs of the school. 

EVOLUTIONARY PLANNING 

Initially headteachers were asked to produce a five year development plan 
for the school. However, this was discarded as unworkable, as even though the 
level of environmental turbulence appeared to be comparatively less than in 

England and Wales, there was still sufficient local turbulence to render a five year 
development plan unrealistic. This led to changes in the requirements of the Senior 
Primary Advisor and headteachers produced plans that covered a three year time 
frame, with the first year in detail and the following two in outline. 

OTHER INNOVATIONS AFFECTING IMPLEMENTATION 

School development planning took place within the broader context of an 

education system in a small state. The prevailing climate of 'business planning' and 
resource constraints within both the States of Jersey public sector and Education 

Department, as noted in Chapter Five, added to the currency and legitimacy of a 

quasi-process of strategic planning. Furthermore, expectations about the 

requirement of future innovations appeared to influence the perceived 'currency' of 
the worth of school development planning. The Autumn term of 1993-94 saw the 

pilot of Validated School-Self evaluation, which was scheduled for adoption in 
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September 1995. This innovation looks towards the school development plan as 

an evidence indicator vis a vis the quality of management within the school, this 

has created additional pressure on headteachers for the continued use of plans and 

planning. 

Having considered the school development planning innovation and the 

implementation of school development plans in each school, it is now necessary to 

try and locate the findings of the study in a broader theoretical and conceptual 
framework. This is a task that will be undertaken in the following chapter. 
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Chapter 7 

DISCUSSION AND CONCLUSIONS 

The primary research question was: what effect does a continually shifting 
balance between environmental turbulence and stability have on the implementation 

of school development plans? Accordingly, the first section of this chapter will go 
back to Wallace and McMahon's (1994) findings and test them against the 

outcomes of this study to see to what extent our understanding of the associated 
issues is enhanced. The secondary research question was: what factors affect the 
initiation, implementation and institutionalisation of school development plans as an 
innovation in the context of a small state? In the second section the findings of this 

current study will be compared with the research findings outlined in Chapter Three. 

In engaging in both of these tasks, it needs to be remembered that both are 

mutually informing. The third section will focus on some implications of that 

discussion for the established theoretical framework. The fourth section will 

consider the implications of the study for the adequacy of the theoretical framework. 

The fifth section will examine the research strategy and implications for researchers 

engaged in qualitative research in small states. The chapter will conclude with key 

implications of this study for practice, policy-makers and researchers. 

THE PRIMARY RESEARCH QUESTION, THE 

LITERATURE AND THE FINDINGS OF THIS 

STUDY 

The Wallace and McMahon study was a Leverhulme Trust funded study that 

lasted for a period of two years. Their study covered three LEAs and involved LEA 

staff, headteachers, staff with significant management responsibility, minority ethnic 

group support staff and governors and involved interviews with over 100 informants. 

The current study is limited by focusing on the Senior Primary Advisor and five 

headteachers of primary schools in a small state. These differences in both the 

scope and depth of research make it clear that it is not possible fully to test the 
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guiding hypothesis of this study. However, it is possible to throw some small light 

on its generalisability and identify fruitful areas for further research. 

We will examine each one of Wallace and McMahon's findings in turn. First, 

in their study, primary schools faced a complicated network of factors that led to a 

continually shifting balance between environmental stability and turbulence. This 

network of factors had a number of sub-sets that included the school, local and 

national levels of the education system. The combination of factors was continually 

weighted in favour of turbulence, leading to a process of planning that involved the 

almost constant creation, monitoring and amendment of plans. 

These findings are partially supported and confirmed by the current study. 
Jersey primary schools were faced with a complex system of factors influencing the 

mix of environmental turbulence and stability. This system of factors was different 

from that faced by schools in the Wallace and McMahon study in that the subsets 
included school, national and international dimensions. In this instance, the local 

and national levels are combined given the location of the schools in a small state. 
Given the small state context, the network of factors impacting upon the schools 
had an intemational dimension in that the United Kingdom education system 

provided both innovations and access to them. The combination of these factors 

appeared to create an environment where the weighting was more in the direction of 

stability than in the Wallace and McMahon study. Nevertheless, schools faced 

changing circumstances, for example insufficient resources or information, that 

required to some extent the continual creation, monitoring and adjustment of plans. 

Second, according to Wallace and McMahon, an assumption underpinning 
development planning was that the environment was sufficiently stable to allow for 

priorities to be up-dated once a year as each succeeding plan was constructed. 

This assumption was sufficiently robust when innovations were introduced to the 

schools as part of predetermined schedule. However, when managing numerous 

changes, the assumption of environmental stability proved to be incorrect. This 

consequently created a model of planning deemed to be hyperrational. 

This finding is only partially confirmed by this current study, meaning that the 

network of school, local and international factors was weighted towards stability. 
This meant that the environment was sufficiently stable to allow for priorities to be 

up-dated once a year as each successive plan was constructed. Nevertheless, in 

response to unforeseen circumstances and changing information about innovations, 
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there was some evidence of the priorities identified within the plan evolving as the 

plan unfolded, with some additional priorities being created. However, in this 

context, it would appear the school development planning was not an example of 
hyperrationalisation. $chool development plans were operational in some schools 
prior to the adoption of the island wide policy, for example one school in this present 

study produced its first school development plan in 1986. This would tend to 
indicate that school development planning is seen as an appropriate too) in 

managing and bringing about change. 

Third, Wallace and McMahon argue that an assumption underpinning school 
development planning was that there was enough discretion at the school level to 
limit the number of priorities identified in the school development plan. Yet 
headteachers in their study were forced to adjust the processes associated with the 
development plan in order to cope with changing circumstances. The schools did 

not have control over compulsory or technically option external innovations. The 
burden of external change effectively limited the schools' ability to prioritise school 

originated innovations. 

During the period of the fieldwork for the present study, the headteachers 

appeared to have had sufficient local discretion to limit the number of priorities 
identified in the school development plan if they so wished. However, not all of the 

headteachers chose to focus on a restricted range of priorities, and consequently 
identified a wide and diverse range of priorities. In doing so, they created objectives 
that were almost unachievable. The ability of headteachers to influence the 

implementation of the Jersey Curriculum through bodies such as the 'Priorities 

Group' contributed to shifting the environmental balance towards stability. Where 

innovations were compulsory or technically optional, such as assessment policy and 
development planning, headteachers still had a significant degree of control over 
their implementation. The overall burden of externally originated change did not 

prevent a significant number of school originated priorities being identified within the 

school development plans. 

Fourth, Wallace and McMahon argue that development planning was in itself 

an innovation and was one of the components giving rise to environmental 
turbulence. Development planning was exposed to many of the factors affecting 
the implementation of any other innovation and met with varying success between 

the schools. Development planning was only institutionalised in the two schools 
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within a single LEA which had experienced the least amount of environmental 
turbulence. 

In this study, during the time of the fieldwork, the use of school development 

plans was moving towards institutionalisation in the five primary schools. 
Development plans had been used in one school since 1986, in another since 1988 

and in the remainder since 1991. Development planning was not being initiated in 

any of the schools during the fieldwork. However, there were changes to the timing 

of the request by the Senior Primary Advisor and supporting documentation. This 
led to school development planning in each of the schools to some extent 'flip 
flopping' between implementation and potential institutionalisation. These changes 

added to the level of environmental turbulence. This indicates that school 
development plans may have been in the later stages of implementation and on the 

verge of institutionalisation, and as such it was a dynamic innovation. However, 
factors affecting the development planning innovation were to a large extent the 

same as the factors affecting the implementation of any other innovation. 

This study would appear to provide provisional confirmation of Wallace and 
McMahon's (1994) contingency hypothesis. The schools had been faced with a 
balance of environmental stability and turbulence, which in comparison with the UK 

was weighted towards stability. This comparative increase in stability has created 
the conditions for a systematic and cyclic approach to school development planning 
to be sustainable. Nevertheless, the primary schools were faced with some 
turbulence leading to the necessity for creation, monitoring and readjustment of 

plans. The consequence of this mix of turbulence and stability is that the 

management of planning for change needed to allow for these contradictory 
influences. 

Due to the multivariable nature of the factors accounting for the initiation and 
implementation of school development planning, it is not possible to explain the 

sustainability of school development planning innovation through the comparatively 
lower levels of environmental turbulence. Although it would appear that the 

comparative lack of environmental turbulence was a significant factor affecting 
implementation of the innovation, it is necessary to look at a number of other factors 

that appeared to be important. It is those issues that shall now be examined. 
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THE SECONDARY RESEARCH QUESTION, 

THE LITERATURE AND THE FINDINGS OF THIS 

STUDY 

Before any attempt is made to relate the findings of this study to the specific 
literature on school development planning and the factors affecting initiation and 

implementation, it is necessary to restate that no interviews were carried out with 
teacher informants. As a consequence, it is not possible to make any substantive 

comments on the impact of school development planning on school culture. 
Furthermore, it is not possible to comment with any certainty about the types of 

school development plan as reported by MacGilchrist (1994). Nevertheless, it is 

possible to make valid comment on a number of issues which will now be 

considered. 

The initiation of school development planning as a system-wide innovation in 

Jersey primary schools was in large part the product of the efforts of the Senior 

Primary Advisor. He perceived the need for annual school development plans in 

order to facilitate the implementation in Jersey schools of the Jersey Curriculum. 

However, the Senior Primary Advisor was also influenced by the dissemination of 
the School Development Planning Project (DES, 1989 and 1991) materials and the 

work of some Jersey headteachers who had already begun to implement forms of 
development planning. This places local education department officers at the heart 

of adoption and initiation and is consistent with the findings of Wallace (1991 b) and 
Wallace and McMahon (1994). However, the Senior Primary Advisor although 
involved in the external monitoring of the school development plan, appeared not to 

make a significant contribution to the construction and implementation of the school 
development plans in each of the schools, which again echoes the findings of 
Wallace and McMahon (1994) and MacGilchrist (1994). However, the external 

pressure on headteachers to produce a school development plan has been 

increased by reference to school development planning being included in the States 

of Jersey Education Service Handbook (Vol. 1,1994). 

The pivotal role of the Senior Primary Advisor in initiating and supporting the 

school development planning innovation would suggest that individuals in a small 

state have the potential to make a significant impact. This provides supporting 
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evidence for Rodhouse (1991) of the importance of the personal impact of 

individuals in the States of Jersey Education Department. It also highlights the 

importance of interpersonal contact which has implications for our understanding of 

the relationship between policy and practice which will be considered in the next 

section. 

The headteachers, as in Osborn and Black (1994), MacGilchrist (1994) and 

Bioft et al (1994), in general held very positive views about the usefulness and of 

school development plan as the process provided a sense of purpose and direction. 

Nevertheless there was a recognition on the part of some headteachers that it was 

necessary to restrict the number of identified priorities. If this was not done this 

would lead to plans which became unachievable. 

Given the restricted range of informants it would be relatively easy to place 
too much emphasis in the role of headteachers in school development planning. 
However, from the responses of the headteachers there appeared to be a diversity 

of approaches, particularly the extent to which supplement holders input was directly 

incorporated into the school development plan. The evidence suggests that the 

headteachers interviewed were all individually responsible for bringing school 
development plans into their individual school. This was either as a result of 

personal initiative or in direct response to the local school development planning 
innovation. It would seem to indicate that headteachers were influential actors in 

the processes associated with school development planning and is in accordance 

with the findings of Wallace and McMahon (1994) and MacGilchrist (1994). There 

was little evidence, in part due to the differing nature of the education system, of the 

involvement of parents in the school development planning processes. 

Finally, a factor affecting the implementation of school development planning 

was the development of a business planning culture within both the States of Jersey 

and the Education Department. Headteachers are required to produce annual 

school development plans and these are used to inform the Education Department's 

Business Plan for the forthcoming calendar year. As such, school development 

planning can be seen as part of the wider process of the adoption of corporate 

managerialist approaches to public sector management (Dempster et a/, 1994). 
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BROADER THEORETICAL ISSUES 

The preceding two sections in this Chapter have attempted to address both 

the primary and secondary questions as identified in Chapter One. In this section, 

an attempt will be made to broaden out the discussion in order to consider how the 

findings of this study can be used to develop the theoretical framework identified in 

Chapter Two. 

PLANNING 

In this study school development planning appeared to be the product of a 
formalised procedure incorporating an interrelated set of decisions which led to an 

articulated outcome in the form of a written plan. This is consistent with the 

definition of planning as developed by Mintzberg (1994). The environment 

appeared to be sufficiently stable to allow the productive use of annual planning 

cycles as advocated by Hargreaves and Hopkins (1991) and suggests that Wise's 

(1983) notion of hyperrationalisation was not applicable. Nevertheless, the primary 

schools were faced with a mix of environmental turbulence and stability which 

required some planning for change outside of the formal school development 

planning processes, and is consistent with both Wallace's (1991 a) flexible planning 

model and Louis and Miles's (1992) evolutionary planning model. 

SINGLE AND MULTIPLE INNOVATIONS 
The findings of this study suggest that innovations are subject to a number 

of different factors affecting the initiation and implementation phase of the change 

process. The factors affecting initiation were consistent with the factors identified 

by Fullan (1991). The factors affecting implementation can be divided into two 

groups; first, the characteristics of the innovation; second, background contextual 
factors. The development planning innovation was influenced by the factors of 

need, clarity, complexity and practical ity/q ual ity as perceived by both the Senior 

Primary Advisor and headteachers. The background factors such as the role of the 

headteacher, the managerial orientation of local administrators and the autonomy of 

a small state were also important indicating the necessity of locating an innovation 

within a contextual framework (Fullan, 1991 and Bolam, 1984). 

This is illustrated in this study by the school development planning innovation 

operating not just at different levels within an education system, but also between 
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systems. Accordingly it is necessary to make more explicit the differing levels at 

which school development planning as an innovation is operating within Jersey. In 

Chapter Two Wallace and McMahon (1994) identified for development planning; 

change agents, innovations and users at the national, local and school levels This 

analysis suggested a descending chain of change agents, i. e. central government 

ministers and civil servants; LEA staff and headteachers. In the context of Jersey, 

the levels are different in that both national and local levels are subsumed into a 

single category. On top of these lie the external planning innovation, aspects of 

which such as published materials (School Development Planning Project materials, 
1989 and 1991) feed into the local development planning innovation. 

Table 7.1 Levels of the development planning innovation 

Change agent Innovation User(s) 

School Development Planning Dissemination of development Senior Primary Advisor 
Project authors planning innovation 

-ý-jnfWFrimar-y A-d-v-iso-r ------ S-c-ho-ol-d-ev-et-o-pm-e-nt-p-la-n-nin-g- - -H-e-ad-te-a-ch-e-rs-a-nd --------- advisory staff 
document 

-iTjajtWý-cýe-ri7 ---------- A-u-di-t, -co-n-st-ru-ction --- ------- S-t a-ff-i n- s-c -ho'c, I----------- 
implementation and review and 
evaluation of development 
planning and documentation 

What is of note here, when trying to locate development planning within the 

education system of a small state, is that school development plans are essentially 
an imported innovation. Indeed given the nature of development planning, i. e., of 
being 'essentially content free' (Constable, 1994) this makes it particularly attractive 
to administrators of small states. 

One of the consequences of importation is the development of a sibling 

innovation, in other words, there is an innovation that shares many of the 

assumptions underpinning its adoption, technology and training materials, which at 
the same time will beexposed to differing internal and external conditions. This 
leads to the change process associated with the innovation operating with a 
different set of inputs, for example, the interaction between a differing set of multiple 
innovations. This interaction may lead to the innovation developing in a differing 

manner and having a life-cycle quite separate from the elder sibling innovation. 

The possibility that development planning in England and Wales may have already 
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moved into a 'declining' phase of the innovation life-cycle is noted by Hopkins et a/ 

(1994) who state: 

... sophisticated approaches that are supposed to help us deal with 
multiple innovations, such as 'development planning'are rapidly 
reaching their self-by-date. (p13) 
Given this notion of a sibling innovation, it is appropriate to refer back to the 

work of Dempster et al (1994) who attempted a comparative analysis of 

development planning in the United Kingdom, Australia and Denmark. Table 7.2 

adapted from Dempster et al (1994) attempts a comparison of the legitimating 

sources, rationale and purposes of development planning in both the United 
Kingdom and Jersey. 

Table 7.2 Comparison of legitimating sources, rationales and purposes for 

school development planning 

Countries Legitimating sources Rationale Purposes 
United I-Gnqdom Education Reform Act 1988 - School development planning To assist governors and 
(England) Department of Education and aids the development and teachers to answer four 

Science (de facto) management of change. fundamental questions 
Benefits include: where is the school now? 
focus on aims; totality of What changes do we need to 
planning; sets of manageable make? 
short4erm priorities; relieves How shall we make these 
stress caused by change; changes over time? 
promotes recognition; How shall we know whether 
enhances staff development; our management of change 
and strengthens school- been successful? 
community relationships. 

States of Jersey Development Planning: A School development planning To assist the headteacher and 
Practical Guide (1991) is necessary to: teacher to answer four 
Advisory Service - Guidelines establish clarity of purposes, fundamental questions 
for Whole School Planning give a structure of where is the school now? 
Senior Primary Advisor. development, What changes do we need to 

manage the pace of change make? 
States of Jersey Education rather than react to external How shall we make these 
Service Handbook (Vol. 1) demands and crises, changes over time? 

ensure that resources are How shall we know whether 
used to best advantage, our management of change 
enable as school to measure been successful 
its own progress II 

In both Jersey and the United Kingdom the rationale and purposes of school 

development planning are identical. However, the legitimating sources differ in that 
in the United Kingdom, the legitimating source was legislation and documentation, 

produced by the DES. In Jersey, although there was legitimating documentation 

there was no supporting legislation. The legitimisation of the Senior Primary 

Advisor's activities came not from the use of authority but rather from a position of 
influence. Accordingly, at first the Jersey innovation was in receipt of the 'soft' 

rather than 'hard-sell'. The legitimisation of school development planning changed 

as the innovation developed. Initially, the legitimisation of the innovation came from 
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the influence of the Advisory Service. However, the source of legitimisation began 

to shift in favour of authority as school development planning began to be 

mentioned in Education Department documentation. 

MULTIPLE INNOVATIONS 

Hargreaves and Hopkins (1991) argue that one of the appeals of school 

development planning is that it contributes to the management of multiple 

innovations. The findings of this study indicate schools were faced with the 

implementation of a number of innovations that varied in their size, complexity, 

interrelatedness and compulsion (Wallace, 1991c, Bolam, 1984 and Anderson, 

1990). For example, Reading Recovery can be contrasted with appraisal, in the 

number of staff involved and how it fed into the school development plans 

themselves. School development planning played a role in the co-ordination of the 

school's activities in relation to the implementation of each innovation. Furthermore, 

there is evidence of both positive and negative interaction between innovations 

which had consequences for school development planning in each of the schools 

(Wallace and McMahon, 1994). For example, the declaration of a 'fallow year in 

the implementation of the Jersey Curriculum contributed some stability to the system 

and facilitated, to some extent, the implementation of school development plans. In 

contrast, there is evidence that the planning cycles for both appraisal and school 

development planning were a source of tension. 

CONTINGENCY THEORY 
The first section in this chapter indicates that the schools were open 

systems, where the headteachers had some ability to shape both the external 

environment and demands placed upon the school (Katz and Kahn, 1978). The 

study also suggests that what is deemed to be a relatively 'mechanistic' approach to 

school development planning is sustainable in an environment which can be seen 

as comparatively stable (Bums and Stalker, 1966). However, differing demands 

created, for example, by additional information or lack of resources requires a 
differentiated response requiring more organic/adaptive responses (Kast and 
Rosenzweig, 1973). 

EDUCATIONAL ADMINISTRATION IN A SMALL STATE 

It is now necessary to consider the implications of this study for our 
understanding of the educational administration of small states. In particular it is 
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necessary to consider the role of individuals within the closely knit framework 

provided by a small state. This is necessary for the following reasons: first, the 

Senior Primary Advisor was instrumental in the initiation and implementation of a 
primary-systern wide innovation; second, headteachers have been instrumental in 

bringing the innovation into schools, some doing so before the Senior Primary 

Advisors initiative. 

Bowe and Ball's (1992) model of policy formulation and implementation 

states that policy formulation and implementation is a cycle of mutual influence 

between the context of influence, the context of text production and the context of 

practice. The question we now have to address is how useful is this model in 

understanding the introduction of school development plans into the States of 
Jersey. 

Two points need to be made in addressing this issue. One, it could be 

argued that there was no initial local text production, and that the model has been 

short-circuited so that the active relationship is primarily between the context of 
influence and the context of practice. The context of influence involved discussion 

of the merits of school development plans between the Senior Primary Advisor and 
headteachers. The context of practice involved the headteachers producing their 

own school development plans and formats as they saw fit. 

Two, in small states it is likely that the same individuals will be involved in the 

varying contexts. Individuals who are involved in trying to shape and influence 

policy, will also be involved in both the production of policy documents and their 

subsequent implementation. In this case the leading actor in the context of 
influence, the Senior Primary Advisor, is also instrumental in the context of practice, 
in that he is also involved in the evaluation of that practice. As such, it could be 

argued that Bowe and Ball's (1992) model is applicable to small states, but it needs 

to be interpreted with care depending upon the dynamics of the particular context 

under analysis. Bowe and Ball's (1992) model can be amended to capture the 

overlapping context of the work of individuals in a small state and is illustrated in the 

following simple figure. 

The three circles represent the contexts of production, influence and practice 

respectively. The Senior Primary Senior Primary Advisor is located at point A, 

where the contexts of production, influence and practice overlap. The 

headteachers who introduced development planning ahead of the Senior Primary 
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Advisor's initiative are located at point B, indicating their role in both practice and in 

influencing the Senior Primary Senior Primary Advisor. The remaining 
headteachers are located at point C reflecting their role in implementing the use of 

school development plans in the schools. 
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IMPLICATIONS OF THE FINDINGS FOR THE 

THEORETICAL ORIENTATION 

Chapter One outlined the justification for the use of an eclectic theoretical 

orientation. It is now necessary to consider the success or otherwise of using such 

a framework.. Strategic planning provided the critical screen through which to view 

development planning. This 'critical screen' was highly appropriate given that 

school development planning was 'nested'within an evolving strategic planning 

culture within the States of Jersey public sector, with school development plans 

feeding into the Education Department's business plan. 

The literature on both single and multiple innovations facilitated a processual 
understanding of the school development planning innovation. Development 

planning at both school and systems levels changed as the complex network of 
factors affecting initiation and implementation unfolded However, this in part 

exposed some of the difficulties in trying to identify factors affecting initiation, 

implementation and institutionalisation in that it is hard to define what part of the 

process was being examined, particularly as it was continually necessary to 

consider the different levels of the education system. 

The study revolved around notions of environmental turbulence and stability 

and as noted in Chapter One, there are substantial difficulties in trying to generate 
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measures for each phenomenon. This means a rather crude impressionistic 

attempt has been used to deal with the problem. The problems associated with 

contingency theory are highlighted further when, depending on whose line of 

argument is adopted, development planning is either 'mechanistic' (Wallace and 

McMahon, 1994) or'organic' (Hopkins et al, 1994). Unless contingency theory is, 

to some extent, 'refurbished' to reflect the individuals' ability to choose how to 

respond to environmental changes, its potential as a theoretical framework will not 

be fully utilised. 

The framework provided by the small states literature was of import in 

determining aspects of the research design, the implications of which will be 

considered in more detail in the next section. The small states literature provided 
the theoretical framework within which to locate the Jersey education system. It is 

this 'smallness' which differentiates the study from research carded out on the UK 

mainland. Nevertheless, the field of educational management and administration in 

small states is theoretically and conceptually underdeveloped in seeking to 

understand the relationship between initiators and implementors. 

REFLECTIONS ON RESEARCH METHODS 
Chapter One contains a relatively extended discussion of the limitations of 

the study. This section will involve a consideration of some of the lessons leamt for 

research design and qualitative research in a small state. 

RESEARCH DESIGN 
The research focused on the Senior Primary Advisor and five schools where 

the headteacher was committed to development planning with data not being 

collected from other primary schools. On reflection, it would have been advisable to 

have contacted all primary headteachers and used a basic questionnaire to gain a 

richer set of background data in which to locate the five site schools. This would 
have strengthened the background data available with which to address the 

secondary research question. 

The decision to attempt to tell the story of development planning in five 

primary schools was perhaps over ambitious. One of the consequences was that it 

stretched the resources of the researcher and limited the ability to 'triangulate' the 

data within a site. Given the resources available, it may have been advisable to 
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attempt to tell the story of development planning within a single small school, as it 

could have created the opportunity to interview all the teaching staff. This may 
have led to an increase in internal validity, although an opportunity cost would have 

been incurred in terms of the breadth of the study. 

Finally, the study collected data during two terms of one academic year, and 

encompassed parts of two successive school development planning cycles. In 

attempting to detail the effects of environmental turbulence, a more longitudinal 

study could have generated a richer set of data in tracking the effect of turbulence 

on the implementation of a school development plan over the course of an 

academic year. 

QUALITATIVE RESEARCH IN A SMALL STATE 
A strong stance was taken on the ethics of qualitative research, and in 

particular that interviews with informants were 'on the record and attributable'. The 

wisdom of such a stance was demonstrated throughout the study. Small states, as 

noted earlier, function to some extent on a basis of 'managed intimacy', where the 

networks of personal and professional relationships are often closely integrated. 

These networks manifested themselves time and time again during the duration of 

the study, and as such justified the original decision. 

However, in considering the conduct of qualitative research, it is worth 

noting that I was both an 'insider and 'outsider. I was an insider in working for the 

States of Jersey Education Department and yet an outsider vis a vis the primary 

sector and the individual schools. This duality provides real potential for research 
in small states in that it allows researchers to acquire rich contextual data, yet at the 

same-time allows them to enter and exit 'the field'. It creates a degree of 

separation of the researcher from the researched and as such provides a 'safety 

valve' in what can be highly inward looking societies. 

Both of the above considerations are important for those involved in 

qualitative research in small states. If a researcher was to engage in 'insider- 

insider' research, and for some reason something went'wrong' with either the 

conduct or the dissemination of the research, this could lead to 'career threatening' 

consequences. Such researchers are particularly vulnerable as they may have 

nowhere else in the small state where their specialist skills can be employed. 

Researchers not only have ethical obligations to informants and other researchers 
but also to themselves and their families. 
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SOME IMPLICATIONS OF THIS STUDY FOR 

SCHOOL MANAGEMENT, POLICY AND 

RESEARCH 

This study has sought to contribute to the research base on school 
development plans and heighten awareness of the issues involved. As such some 
of the implications of the study are worthy of consideration by a wider audience. 

IMPLICATIONS FOR SCHOOL MANAGEMENT 
The study suggests that an approach to school development based on 

annual planning cycles is sustainable. Nevertheless, headteachers and others 
involved in the senior management teams of schools are faced with having to meet 
the challenge of managing the paradox created by the twin attractors of stability and 
turbulence. This study prompts a number of questions which headteachers 

amongst others need to address: 

* How can the restriction of the number priorities within the school 
development plan avoid 'alternative' priorities being displaced to planning 
activities outside of the formal processes.? 

e What aspects of the external environment and corresponding potential for 

turbulence can the school seek to influence? 

e Overlapping planning cycles are unlikely to be 'abolished'. Howcanthe 

consequences of overlapping planning cycles be used be used in a 

positive way to enhance the planned management of change? 

e How can information technology be used to synthesise cyclic planning 

with the requirements of rapid response to crises or issues? 

e How can 'resource slack' in schools be created in order to engage in both 

long and short-term planning? 

e How can headteachers meet the requirements of external agencies for 

school development plans and avoid a loss of school-based relevance? 

e How can headteachers; ensure that planning for change is connected to 
improvements in the quality of pupils' learning? 
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Other aspects of the management of planning such as the extent to which 

consultative approach should be adopted and the potential advantages and 

disadvantages of such an approach have not been included as they are outside the 

orbit of this study. 

IMPLICATIONS FOR POLICYMAKERS 
The study raises a number of issues for consideration by policy-makers in 

both small states and larger educational systems. In considering larger educational 

systems, such as England and Wales, policymakers at both LEA and national level 

will be examined. 

Implications for small states policyrnakers 

This study has indicated how a small state has responded to educational 

reforms in another educational system. Policymakers in small states will need to 

continue to consider the extent to which they should introduce some of the reforms 

which have led to the intensification and restructuring of other larger educational 

systems. Such policy-makers will need to exercise judgement in determining the 

appropriate policies to adopt and how they should be amended to meet different 

local conditions. The study has also indicated how individuals can play a central 

role in influencing both policy creation and subsequent implementation. This means 
that policymakers need to be fully appreciative of both the potential they have for 

bringing about reform and the responsibilities that go with that potential. 

Implications for LEA policyrnakers 

Those involved in the design and development of school development 

planning initiatives need to take into account the consequences of the timing of their 

requests for the production of the annual school development plan. Unanticipated 

and possibly premature requests for annual school development plan can lead to 

the unintended undermining of the innovation. LEA policymakers need to reflect on 
the information that they require and when they require it. It could be the case that 

the information required, for instance INSET requirements, could be forthcoming 

without the production of the whole school development plan. Emphasis should be 

placed on supporting development planning rather than requesting the production of 
development plans 
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Implications for national policymakers 

Often policymakers in large states look to other large states for the source of 

educational reforms. Given the ability of small states to adopt and at the same time 

adapt 'large-system' reforms, small states provide opportunities for policymakers to 

examine what their policy could look like if implemented differently. In this study, 
large state policymakers could examine how policymakers in a small state have 

sought to manage the level of environmental turbulence. This may give some 
insights into the what might happen if the burden of reform in England and Wales 

was reduced to potentially more manageable levels. 

IMPLICATIONS FOR RESEARCHERS 
Research is required into how primary schools of differing sizes are able to 

respond to the vagaries of environmental turbulence. In particular, does size of 
school make it more difficult to engage in whole school development planning or 
does a large school allow staff to be less vulnerable to issues and crises caused by 

the absence of individual members of staff? 

Related to the size of the school is the extent to which it is possible clearly to 

identify a management team. In this study, only one deputy headteacher was 
interviewed, and that was because he was deputising for a headteacher who was 

on a term's sick leave. The development plan provided an outline of work still to be 

completed or undertaken. Additional work is required into the construction and 
implementation of development plans where there is a clearly defined and 

structured management team. This needs to be contrasted with those smaller 

schools where in effect the whole of the academic staff are the de facto 

management team. 

The previous discussion throws open the domain of micropolitics. The major 

source of data collected for the study was from headteachers and officers of the 

States of Jersey Education'Department. No data was collected form the 'ordinary 

classroom teacher'. Research is required into how school development planning is 

used as part of the micropolitical strategies of various actors within a school. 
Evidence from this study would tend to suggest that both the process of planning 

and plan itself can be a legitimating device for headteachers in that it can provide 
formal articulation of a school's purposes. 
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The headteachers in the study varied in their length of experience of 
headship. Research is required into how headteachers at differing stages of their 

careers view the notion and use of annual development plans. Furthermore, one of 
the headteachers produced a development plan for the 1994-95 academic year for 

his school which he was not going to implement as he was being transferred to 

another school. Research is required into to how new headteachers adapt and 

implement a development plan produced by the previous incumbent. This would 

shed insight onto the extent to which school development plans are owned by the 

whole school or the headteacher. These issues, taken together with MacGilchrist's 

(1994) typology, would suggest that work needs to undertaken on the vulnerability 

of the different types of school development plan to environmental turbulence. 

One of the major themes of this study is the need for those involved in the 

management of schools to be able to respond rapidly and flexibly to demands, 

issues and crises as they emerge. School development plans were prepared with 

the use of predetermined formats available on floppy disc. Research is required into 

how information technology is used in both the production and up-dating of plans as 
the school moves through the planning cycle. The use of personal computer 

networks linked to local, or in this case national offices, may also lead to changes 
in how progress towards the objectives of a school development plan are kept under 

review. 

As outlined in a previous section, analytical models for examining 

educational innovations and their implementation reflect those models' origins in 

large states. Although models such as that of Bowe and Ball (1992) provide a 
theoretical and conceptual starting point, they under emphasise the role and impact 

of individuals. More micro analyses of the politics of small states is required. In 

particular, additional research is required in other small-states about how the vadous 

contexts of policy making may be 'short-circuited'. 

In this study a small state has responded to an externally created agenda of 

reform by attempting to minimise the difficulties caused by an excessive burden of 

change. This has been done by either not adopting specific reforms or amending 
reforms so that they address the requirements of local contexts. Further research 
is required into reforms , such as the Jersey National Curriculum and Delegated 
Financial Management to consider to what extent 'intensification' and 'restructuring' 
have manifested themselves in a small state. 
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Finally, research is required into other education systems, such as Guernsey 

and the Isle of Man, which have experienced the fallout from the 1988 Education 

Reform Act to see how they have responded to the climate created by such and 

other reforms. This would provide comparative data of how differing states have 

responded to a similar externally set policy agenda. 
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APPENDIX I 

February 17,1994 

Mrs Gill Shaw 
Headteacher 
St Mary's School 
St Mary, JERSEY JE3 3DA 

Dear Gill 

RE INTERVIEW ON SCHOOL DEVELOPMENT PLANS 

Thank you for agreeing to be interviewed at 3.00 p. m. on Thursday 24 February. I 
would like to formally confirm a number of points that we discussed previously: 

" the interview will be tape recorded; 

" any comments will be treated as 'on the record and attributable'; 

" you will have control of the'onloff button on the tape recorder; 

" you will be given the opportunity to check the accuracy of the preliminary research 
outcomes. 

Furthen-nore, I would be most grateful if you could complete the enclosed 
questionnaire and return it prior to the interview. The responses should allow me to 
have a better feel of your school, and allow the interview to concentrate on analysis 
rather than description. I look forward to meeting you again. 

Sincerely, 

Gary Jones 
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APPENDIX 2 

SCHOOL DEVELOPMENT PLAN - DISSERTATION RESEARCH 
PROJECT 

HEADTEACHERS QUESTIONNAHZE 

Name of School 
.......................................................... Cluster 

......................................................................... Age range of pupils ........... Current number of pupils on roll ................... Total number of Teachers (NOT including the Head) 
Full-time 

........... 
Part-time 

.......... 
Total FTE 

....... Is the catchment of the school Urban/Mainly Urban/ Mainly Rural/ Rural and Urban 
How many sites does the school operate on? ......... How many years have you been Headteacher at this school? ........ Were you appointed from inside or outside the school? ................ How many headships, including this one, have you held? 

.......... How many years have you been in teaching? ........... What is your approximate teaching load? 0.2 0.4 0.6 0.8 1.0 
How much secretarial support do you have, approximately? 0.2.0.4 0.6 0.8 1.0 

Could you please briefly describe the school, in particular the organisational or 
structural features of the school, including the way supplements are linked to tasks and 
responsibilities. 

(please use the other side of the sheet if necessary). 
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APPENDIX 3 

Preliminary interview schedule for primary school headteachers 
1. Introtluction 

a) Can you tell me about the history of school development plans in your 
school? 

b) How were they introduced to the school? 
C) What INSET was provided to support the introduction of the SDP? 

2. Aroduction of the SDP? 
a) Could you tell me what period the current SDP spans? 
b) What is the product of this process? 
C) What are the main components of the current SDP? 

i) How do these components differ from what was in previous 
plans? 

d) How was the current SDP conducted in your school? 
i) How did people other than yourself contribute to the production 

of the SDP? 
ii) Do you think there was sufficient consultation in the production 

of the SDP? 
iii) Were there any significant differences of opinion in producing 

the SDP? 
iv) How were these differences handled? 

C) In what has what you have described differed from what happened in 
previous SDP cycles? 

f) Can you tell me what other formal planning activities take place within 
he school? 
i) What planning cycles are involved? 
ii) How do these activities inform the SDP? 
iii) Are there any significant informal planning activities that lie 

outside the SDP? 
3. Implementation 

a) Can you tell me what the current SDP is begin used for? 
b) Can you tell how the current SDP ins being implemented? 

i) What difficulties have you encountered in this process? 
ii) What have been some of the consequences of these difficulties? 
111) Why did these difficulties have these particular consequences? 
iv) Are there any aspects of the SDP more subject to difficulties 

than others? 
V) What strategies were used in attempting to minimise these 

difficulties? 
vi) Why were these strategies chosen? 
vii) What alternative strategies were available? 
viii) To what extent were these difficulties anticipated? 

a) Avoidable 
b) Unavoidable 

ix) How success have these strategies been? 
X) Why do you think these strategies have been successful? 
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4. Review and Evaluation 
a) How has the SDP been reviewed during the course of its introduction 
b) Were there any significant amendments made as a result? 

i) Plan 
ii) Processes 

C) Who has been involved in this process? 
d) How has this evaluation informed the production of subsequent SDP? 
e) Can you tell me what agencies outside of the have been involved in the 

evaluation of the SDPs 
f) What were tee outcomes of the process? 

Outcontes 
a) What have been some of the outcomes of using the SDPs 
b) Have there been any unintended outcome of using SDPs 
C) What explains these outcomes 
d) How useful are SDPs. in managing a school 
e) For what tasks are SDPs most suited? 
f) What changes, if any, could or should be made to the process? 
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