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A REVOLUTION IN THE USE OF DATA?

EXECUTIVE SUMMARY

1.

Aims and objectives

There has been a revolution in the use of data... [now] any teacher
will be aware of what is happening ... data supports intuition.

There has definitely been a revolution. The amount of data has
exploded!

There has been a.cultural shift in the use of data. Nowadays every
one of our schools makes good use of data.
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These statements were made by senior officers in local education authorities
(LEAs) who were being interviewed about the ways in which pupil
performance data is being used by local education authorities (LEAs) and
schools. Inrecent years, the use of pupil performance data for target setting
and raising standards of attainment in schools has become increasingly
important. So much so that it is now generally acknowledged that there
has been a cultural shift or even a ‘revolution’ in the ways that schools and
LEAs collect and use pupil data. The research reported on here, carried
out between 2000 and 2001 as part of the Local Government Association’s
Educational Research Programme, takes stock of these changes and maps
out the role of the LEA in collecting, analysing, disseminating and using
pupil data. It examines how schools and LEAs can best work together and
make optimum use of pupil performance data and presents examples of
good practice in these areas of activity. The central aims of the research
were as follows:

¢ to promote a better understanding of the key issues and problems
associated with the use of performance data in different contexts,

¢  to assess how well LEAs have been preparing and feeding back to
schools data that will help school management teams to identify and
address underachievement;

4  to assess how effective LEAs have been in meeting the needs of
schools in terms of presentation of data, training in data use, timing
and so on;

¢  to examine how LEA support for schools has been managed and
how the data has been made available so it can be accessed,
understood and used effectively by schools, advisers and other LEA
personnel.

To meet these objectives, the research team used documentary analysis, in-
depth interviews with LEA personnel, school senior managers and
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governors, and a questionnaire survey of school subject leaders in English,
mathematics and science. The research was focused on eight case-study
LEAs (and their schools) which were known to be active in the field of data
collection and use and which were representative of a range of geographical
and organisational contexts. Altogether 20 senior LEA officers and 38 school
managers were interviewed and over 450 questionnaire survey returms were
analysed, making this one of the most detailed pieces of research on the use
of school performance data ever carried out.

2. The LEA role

The role of the LEA in data collection, analysis and use was examined
through the use of documentary materials and detailed interview responses
from senior LEA officers. There was considerable variation in the ways
that LEAs carried out these activities, but if there was a standard process or
cycle, it was something like the following:

- 4 the LEA collects the relevant data from schools and national sources

4  the LEA turns this data into a package for each individual school, a
school profile

4  the profile, which includes value-added data, is sent to schools in the
autumn

¢  guidance notes and key questions for schools are included in the
package

¢ visits are made to schools by link inspectors, who assist with
interpretation, action planning and target setting

short training courses in data mterpretation and use are provided

a statistician or adviser will follow up any further school enquiries.

Schools were, on the whole, very happy with the statistical packages and
accompanying guidance provided by their LEAs: using and acting upon
data was seen by both schools and LEAs as a process, an ongoing dialogue.

The strengths of the LEAs were perceived to be in the general provision of
data — ‘we are information rich... we have a wonderful base, a really
comprehensive picture |and] research work is spectacularly good’ — and in
addressing the needs of particular phases, subjects or groups of pupils. In
six of the eight LEAs featured, there was an emphasis on strengths in the
use of primary school data (KS1 and KS2).

For the majority of the LEAs featured, there was a feeling that more needed
to be done to address the problem of underachievement across some groups
or key phases (several were reflecting the prevailing national pattern by
turning their attention to pupil performance in key stage 3), and also that
there was a need to look at departmental or subject area effectiveness.
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3.

LEA officers recognised that, to a considerable extent, their own organisation
or section had to take the lead in using and acting upon data, and that playing
just a supporting role was not enough. In five of the cight LEAs featured,
it was said that much of the impetus for improving pupil performance had
come from an individual, usually the Chief Education Officer (or equivalent),
but the importance of input from school improvement teams and dialogue
with schools were also stressed.

Schools’ use of data: the basics

The research team investigated the various forms of data that were available
for use by schools, what teachers’ preferred forms of data were, and how
helpful they found these. Responses from the questionnaire survey revealed
that the most frequently used data was that generated by schools themselves
(97 per cent of both primary and secondary respondents). LEA-produced
data was also used (93 per cent of primary and 86 per cent of secondary
respondents). Additionally, key stage test results and PANDA data were
also very well used in both sectors. The Autumn Package was also used by
a large majority of schools in each sector. External, commercially produced
data packages were used by a minority of respondents in both sectors.

Respondents who took part in the survey were asked whether one member
of staff had overall responsibility for managing performance data in their
school. A slightly higher proportion of primary respondents (79 per cent)
than secondary respondents (72 per cent) reported having a colleague
responsible for the data. According to them, a greater proportion of primary
school headteachers (49 per cent) compared with secondary headteachers
(10 per cent) had overall responsibility for performance data. Just over
half of secondary respondents (52 per cent) said that this role had been
delegated to deputy headteachers, perhaps reflecting the different staffing
structures and usual sizes of primary and secondary schools. Where the
headteacher did not have responsibility for performance data, primary
respondents stated that this role most frequently fell to assessment
coordinators (26 per cent).

The questionnaire survey sought information on the extent of other teachers’
(i.e. teachers who were not headteachers or deputies) involvement in using
different types of data. In secondary schools the use of data was more
widely spread among staff, with heads of year and heads of department
making more use of the data than their equivalent primary colleagues. Senior
managers in secondary schools were less likely to use school- or LEA-
produced data than their primary counterparts. Secondary classroom
teachers were also less likely to use LEA-produced data (only 24 per cent
compared to 38 per cent of primary classroom teachers) and school-produced
data (71 per cent compared to 81 per cent). Clearly secondary school heads
of department have a crucial role in the use of performance data, and training
for school middle management may need to take account of this particular
aspect of a departmental role.
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The results from the questionnaire survey suggested that while teachers did
make use of the data that the LEA had sent to their school, LEAs were less
effective in providing training and support in this area for school staff other
than headteachers. Much of the training appeared to be aimed directly at
headteachers, their deputies and assessment coordinators, rather than
classroom teachers, who often had to rely on cascaded knowledge and skills.
This finding was supported by the fact that a “Jack of training’ was identified
as a difficulty by 23 per cent of primary and 29 per cent of secondary school
respondents.

4. Using data for school improvement

An important part of the research brief was to uncover how performance
data is used in schools. There was widespread agreement among subject
coordinators completing the questionnaires and schootl staff and governors
interviewed about the ways in which data is used: most usually for target
setting, planning and review activities. Results from the survey also revealed
that there was much overlap in the practical ways that primary and secondary
schools used the data available to them.

It became apparent from the in-depth interviews that schools’ systems for
using data vary widely, from those in which data exists and is used patchily
by teachers according to their personal interest and degree of skill in
interpreting data, to those in which a whole-school approach has been
developed over a number of years. For the most part, the schools visited as
part of the qualitative data collection phase of this research had either well-
developed or developing systems for the analysis and use of performance
data, with only a minority experiencing such significant difficulties that
they were unable (and occasionally reluctant) to encourage the widespread
and routine use of data to inform school management and classroom practice.

The questionnaire survey included a number of questions asking for teachers’
opinions on the helpfulness of various types of data. Primary school subject
coordinators reported that the data produced in-school was the most helpful,
together with key stage | results (with 91 per cent saying that these were
either ‘very helpful’ or ‘helpful’).

A similar picture emerged from the secondary school questionnaire
responses: heads of department found key stage 3 results most helpful (94
per cent), along with GCSE results and school-produced data (92 and 83
per cenf respectively). Again, the least helpful types of data were the
commercially available packages. Schools in both sectors also found the
comparative data provided by their LEAs to be helpful.

It is not possible to say how the use of data has impacted upon pupil
attainment without further quantitative research in this area. It would, in
any case, be very difficult to disentangle all the factors, including teaching
quality, school characteristics, pupil prior attainment and the effects of
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various educational initiatives, that may be impacting upon pupil
achievement. However, from the research carried out for this project it is
apparent from the perspectives of LEA officers and school subject
coordinators that there may be a number of benefits arising from the
expansion of the use of pupil data over the last few years, These can be
briefly summarised as follows:

¢ LEA-school collaboration

¢  increased involvement of teachers with data and analysis
¢  increased pupil involvement in assessment and monitoring
¢

transparency in educational objectives.

Issues and challenges

The analysis of the surveys shows that 132 (a third of those who responded)
primary subject coordinators and 32 secondary heads of department (47
per cent of respondents) reported having encountered difficulfies using
performance data. Teachers were asked to identify those types of data which
have caused them problems and to also indicate that nature of their
difficulties.

Of the data packages that both primary and secondary school receive, for
the most part, similar proportions of teachers, in each sector, reported
difficulties with the same types of data. For example, 24 per cent of primary
school respondents and 22 per cent of secondary school teachers reported
having difficulties making use of their schools’ PANDAs. There were also
no differences in primary/secondary teachers’ views of the Autumn Package
and LEA-produced data. In contrast, however, only four per cent of primary
school subject coordinators encountered problems using key stage 2 data,
compared to almost a third (29 per cent) of heads of department in secondary
schools. One reason for this may be that secondary school stafl were less
familiar with key stage two data (as it is transferred from primary schools)
than they were with secondary-phase data.

There were some interesting findings surrounding the nature of difficulties
in dealing with performance data. A shortage of time to use data and a lack
of training on how to use performance data were reported as being the two
main difficulties for both primary and secondary school staff. It was also
evident from the secondary school survey that other practical problems
were arising in secondary schools: just over a third (34 per cent) of secondary
heads of department felt that data was not made available soon enough, 24
per cent reported difficulties with the ways in which data was presented
and around a fifth complained of the lack of access to ICT facilities (19 per
cent) or that they had not received enough performance data (18 per cent).
These issues did not appear to present problems to the same extent in primary
schools.




EXECUTIVE SUMMARY

The interviews with both school and LEA staff uncovered some additional
concerns about using data. There were also some differences in the issues
identified by schools and LEAs. Inparticular, overcoming negative attitudes
towards performance data was considered to be a prime concern for LEA
officers, while this was not felt to be such a significant challenge for schools.
The broad issues identified in the interviews were as follows:

¢ timing

4  the need for systems for analysing and disseminating data

¢  the relevance and reliability of data

¢ lack of time to analyse and use data

4  the need on the part of schools for further LEA support and training.

6. Recommendations and conclusions

Recommendations for LEAs

It was clear from the questionnaire survey responses and the interviews
with senior school staff that schools were, on the whole, satisfied with and
appreciative of] the statistical services provided by their LEAs. However,
there were a number of suggestions from our respondents about how LEAs
might be able to enhance their role in relation to the collection, analysis
and dissemination of pupil performance data. These are presented below
as a series of recommendations. They are not meant to be prescriptive;
rather they are provided as a stimulus for discussion on how the provision
of pupil performance data for schools might be improved.

&  Consider simplifying and streamlining the presentation of data to
schools. Aim for simplicity in data collection and presentation.
Ensure that data is presented in efficient and accessible ways and,
additionally, try to ensure that where possible only relevant data is
presented.

¢  Look carefully at the timing of the production of data packages.
To a large extent, of course, LEA officers are constrained by
national time cycles of data production and target setting, but in the
view of some of our teacher respondents there may be some room
for improving the timeliness of data provision, support and guidance
at local levels.

¢  Encourage schoels to conduct dialogues and to share good
practice. Of course the drive for this may need to come from
schools themselves, but LEA officers, with their overview of
schools in the locality, could help: *Sharing good practice [in the
use of data] between strong and weak schools would help.

¢  Consult regularly with, and encourage feedback from, the users of
your data. There were strong signs that good practice in data
provision and analysis was associated with regular feedback.

vii
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Consider how best to provide (and who to target for) training in
data use. There may be a need for more customised training on
using data, targeted at middle managers and classroom teachers, as
well as headteachers.

Keep a focus on the ‘bigger picture’, on the strategic implications
of school and pupil data. Keep a focus on quality, rather than on
service.

Recommendations for school staff

Interviewees showed universal agreement in the belief that teachers and
school managers were getting better at using data. As the quotations at the
very beginning of this report show, LEA officers were positive about the
ways in which school managers and other school staff were developing
their uses and understanding of pupil data. There were, however, some
variations on this theme, and a number of views about how school staff
might improve their use of data emerged from the research findings. Again,
these are presented as ideas for consideration and discussion rather than as
prescriptions for ‘success’.

$

Spread data analysis responsibilities and tasks throughout the
school. It seems that, in the view of many of our respondents,
involvement in the use of performance data, to some degree, should
permeate all levels of a school staffing structure.

Encourage intra- and inter-school collaboration in data analysis
and use. School management teams may wish to consider possible
ways of providing the space, time and mechanisms required to allow
teachers and departments to talk to each other. It is also clear that
schools can learn a good deal from each other about best practice in
using and acting upon performance data.

Consider {(further} involving pupils in planning their own targets
and achievement levels. Obviously such involvement needs to be
kept simple and relevant, but the resultant dialogues between
teachers and pupils help the latter to focus and to see the objectives
of their work.

Keep in mind the whole picture of pupil performance. Many
respondents were at pains to stress that although pupil performance
data is highly important, it constitutes just one part of the context of
raising achievement levels and improving educational outcomes.
Teacher interviewees, particularly, emphasised the fact that they
need to continue to use their professional judgement, intuition and

hunches, as well as objective performance data.

Encourage action on data, as well as accessibility. Several
respondents made the point that it is no good just looking at data;
you need to act upon it. Teachers need to be given time to consider
and reflect upon data, to plan who they are going to target and how
they are going to act upon the data.
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Conclusions

The interviews conducted for this research pointed to widespread agreement
among school staff that analysing and using performance data are important
elements in their annual cycle of work. However, interviewees were also
keen to place the use of data in its wider context, seeing it as one part of the
picture of their schools’ performance and as one way of assessing their
schools’ strengths and weaknesses. They were concerned not to place too
much emphasis on examination results and test scores at the expense of
other aspects of children’s wider educational development and experiences.

Despite these justifiable words of caution, the great majority of school and
LEA interviewees were positive and enthusiastic about the use of pupil
performance data. LEAs were developing increasingly sophisticated data
analysis packages and school staff were becoming more and more confident
with using data and setting targets. It is probably reasonable, given the
extent of change in this area in recent years, to describe these developments
as a kind of ‘revolution’. But the revolution is not yet over; indeed it is
likely to continue for some time yet. It was clear from the attifudes and
comments of our respondents that, in their view, the use of pupil performance
data to improve educational outcomes is not something that is going to go
away in the near future.
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INTRODUCTION

1. INTRODUCTION

Ten to 15 years ago, by all accounts, LEA and school use of data was limited.
Teachers would commonly look across the pages of their mark books for
pupil classwork grades, homework grades, effort grades, test scores and
examination results, Predicted grades might also have been written into
one of the columns of the mark book. Now, in an age of target setting,
development planning, regular national testing, electronic spreadsheets,
pupil databases and optional commercial packages that can help teachers
to look for and identify pupil underachievement, things have changed
dramatically. Teachers, school managers and LEA personnel have had no
choice but to develop their understanding and skills relating to the collection,
analysis and use of pupil performance data,

1.1 A revolution in the use of data?

‘There has been a revolution in the use of data... [now] any
teacher will be aware of what is happening... data supports
intuition.’

‘There has definitely been a revolution. The amount of data

has-exploded!’

‘There has been a cultural shift in the use of data. Nowadays
every one of our schools makes good use of data.’

“Teacher understanding has improved considerably recently ...
a few years ago there was a huge amount of work to be done.’

‘We are fortunate in that they [now] do a lot of data collection
for us... We now have a standard pattern of analysis. Teachers
are more confident with data.’

‘Schools’ use of pupil data is now widespread... they re pretty
familiar with the collection of data and much better now at
interpreting the data.’

These statements were made by senior officers in local education authorities
(LEAs) who were being interviewed about the ways in which pupil
performance data is being used by LEAs and schools. These particular
quotations reflect LEA officers’ generally positive perceptions of how school
staff are making use of pupil performance data.
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Does this constitute a revolution in the use of data? Two of the interviewees
quoted above thought so and a third talked about a ‘cultural shifi’. 1f there
has been a revolution it has not been a simple, straightforward one, but
there can be no doubt that major changes, stimulated by the raising
attainment and target-setting agendas that have been promoted at national,
local and institutional levels, have indeed occurred in this area of schooling.

This report considers the extent and the impact of these changes. It is based
upon the views of LEA officers and school staff who, often on a daily basis,
make use of pupil performance data in an attempt to improve the educational
outcomes and experiences of children in their schools.

1.2 Background and aims

The project reported on here was supported by the Local Government
Association (LGA) Educational Research Programme. It has investigated
how LEAs collect and use school and pupil performance data.

Underlying these issues is the changing role of the LEA with regard to
school improvement and the use of pupil data. Since the introduction of
the 1998 School Standards and Framework Act, LEAs have been required
to produce an Education Development Plan (EDP) which includes LEA
and school targets for improvement and a school improvement programme.

An important aspect of the responsibility LEAs have for school improvement
is the establishment of systems for monitoring the educational achievement
and progress of schools across the LEA, individually and of specific groups
of pupils. The response of LEAs to this Act has largely been to produce
detailed pupil datasets, but also to encourage and support schools in
processes of self-evaluation. These processes require relevant, detailed,
good-quality data at school and pupil level.

Of course the LEA is not the only source of data for schools. The Autumn
Package, PANDA reports and the School and College Performance Tables
are also used, to varying extents, as are commercial packages such as PIPS,
MidYIS, Alis+ and Yellis.! However, it is clear that the great majority of
schools need and indeed actively make use of the statistical support of their
LEAs:

Although all schools should have access to national performance
and benchmark data, there is an expectation on LEAs to prepare
and provide wider benchmark data in order to help schools

! PANDA is the acronym for a school's Performance and Assessment report. PIPS stands for
Performance Indicators in Primary Schools, a commercial service for schools offered by the
Curriculum, Evaluation and Management Centre at the University of Durham. The Centre provides
a number of value-added statistical services, including MidY1$ (Middle Years Information System),
Yellis (Year Eleven Information System) and Alist+ (A-Level Information System plus GNVQs).
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compare themselves more effectively with other schools in the LEA.
According to the White Paper Excellence in Schools, these data
should be presented in a form that is easily accessed and
understood for use with target setting (Derrington, 2000, p.61).

This report presents a picture of what was going on in LEAs, in terms of
data collection, analysis and use, how schools were using this data, what
the relationship was between LEA data production and schools’ use of this
data, and how all of this was perceived to be contributing to the improvement
of pupil attainment {evels.

The aim has been not only to explore and map out the role of LEAs in data
collection, analysis, dissemination and use, but also to try to assess how
that service has contributed to strategies at LEA, school and subject leader
levels for raising attainment. This required consideration of:

¢ how well LEAs have been preparing and feeding back to schools
data that will help school management teams to identify and address
underachievement;

¢  how effective LEAs have been in meeting the needs of schools in
terms of presentation of data, training in data use, timing and so on;

&  how LEA support for schools has been managed and how the data
has been made available by LEA research and statistics staff so that
it can be accessed, understood and used effectively by schools,
advisers and other LEA personnel.

Other central aims of the project have been, firstly, to promote a better
understanding of the key issues and problems associated with the use of
performance data in different contexts; and, secondly, to identify examples
of good practice for LEAs and schoois. -

1.3 Methodology

In order to construct a picture of how pupil data was being used by LEAs
and schools, a number of methodological approaches were adopted,
including:

¢  documentary analysis;

¢  in-depth interviews with LEA personnel, school senior managers
and school governors,

4  aquestionnaire survey of school subject area leaders in English,
mathematics and science.

It was not possible to implement these approaches across all local education
authorities, so eight LEAs were chosen for in-depth study, to represent a
range of geographical and socio-economic contexts. To select the eight
LEAs, the following process was utilised:
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4  The research team visited the NFER’s Educational Management
Information Exchange (EMIE) database to seek out LEA documents
. to do with the collection and use of pupil data: enquiries at the
EMIE service helped in identifying which LEAs were particularly
active and well established in this area of work.

& Potential LEASs for study were then put together in a long list which
included divisions by region and by local authority type: this helped
to ensure that there was a good geographical spread (one LEA for
each region identified, plus two for L.ondon) and a range of LEA
types (metropolitan, shire and unitary authorities).

¢  Letters were sent to eight of these LEAs asking if they would be
willing to assist with this project: six positive responses were
received — a further two reserve LEAs from the list were recruited to
make up the eight authorities needed.

There were three shire counties (mainly rural, but with small towns and
some areas of social deprivation), three urban authorities (two of these were
London boroughs), one relatively small county that included an urban-raral
mix, and one small, relatively new unitary authority. The smallest of the
LEAs featured contained about 50 schools and the largest had over 350
schools. The proportions of ethnic minority pupils in these areas varied
from around two per cent to 40 per cent and there was a similar range in
eligibility for free school meal (FSM) percentages. Interviewees were given
an opportunity to mention any important local contextual characteristics,
such as high pupil mobility, the presence of grammar schools, or a local
tradition of moving into employment at age 16, and these are identified at
the relevant points in this report.

Documentary analysis

Many of the LEAs also provided documents on their context and on the
services provided for their schools. Documentary analysis included
examination of policy and planning documents, such as Education
Development Plans and School Development Plans, along with data and
information packages provided by LEAs for schools.

In terms of this study, the most important document was usually the annual
data or performance package provided by the LEA for the school. These
packages often made use of national data provision, but also included local
contextual information such as ‘families’ of schools, or schools grouped on
the basis of free school meal ranges, so that local comparisons could be
made and targets could be set in the context of specific local factors and
conditions. Further details of these packages and how they were used are
provided in Chapter 2.

in-depth interviews

In-depth, semi-structured interviews were carried out with LEA senior
managers, school governors and senior school staff responsible for the use
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of data in their schools. Fifty-eight individuals were interviewed. This
enabled the research team to make use of the detailed perspectives of those
who were experienced in this field and who were ‘at the sharp end’ of
using data, day by day, to identify pupil underachievement and to raise
attainment levels. Appendix A summarises the pattern of interviews
carried out.

Once the LEAs had agreed to participate, interviews were set up with the
senior officers responsible for overseeing the collection and use of pupil
performance data. In some cases, there was one clearly identifiable person
with responsibility for these tasks, but in others, the responsibility was spread
between two, three and even four people. In total, 20 LEA senior officers
were interviewed. The job titles of these interviewees ranged from Director
of Education, through to Head of Research and Statistics, Head of
Information, and School Improvement Adviser. The interviews lasted
between 40 minutes and one-and-a-half hours. The broad topics covered
included the following (see Appendix B):

¢ the LEA context

¢  pupil performance patterns
4  the production of data
4

the use of performance data.

Further, up to four schools were visited in each LEA, usually two secondary
and two primary schools. These institutions were selected in consultation
with LEA staff. Researchers siressed that they wished to visit not only
schools that were very good or confident at using data, but also schools that
may have had some difficulties in making use of LEA data provision, where
staff may have raised important issues to do with data use, or were relatively
new to such processes.

The schools were contacted by letter and, subject to their agreement,
interviews were set up with the headteacher and any other members of staff
closely involved in the collection and use of pupil data. Usually, the relevant
member of staff was the headteacher in primary schools and a senior teacher
or deputy headteacher in secondary schools, though there were some
variations in this pattern. Altogether, 38 staff from 27 schools were
interviewed, including headteachers, deputy headteachers, key stage
coordinators, heads of department and school governors. These interviews
normally lasted between 40 minutes and one hour. The broad topics covered
included the following (see Appendix C):

the school context and background information
collecting performance data

provision of performance data

using performance data

support from the LEA

@* @ S & @+ @

the impact on pupil performance.
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The gquestionnaire survey

As part of the interview process, researchers sought permission from officers
in the eight LEAs to approach schools with a questionnaire survey. In all
cases this was agreed. It was not possible to survey all the schools in an
LEA area, so a random sample of schools was selected. Since this was a
random sample of all local authority schools within an area, primary schools
were predominant in the sample. This numerical predominance was
maintained because the research team felt that the use of data in, and the
provision of statistical information for, primary schools had been under-
investigated prior to the present project. Whilst the use of pupil data,
including the use of value-added information, was fairly well established
in secondary schools, it was reasonable to say that less was known about
these topics in primary schools.

A questionnaire for school coordinators in the three core subjects of
mathematics, English and science was devised. Slightly different versions
were used for primary school subject coordinators and secondary school
heads of department (see Appendices D and E). Both questionnaires
consisted of three sections:

¢  Section A: You and your school
¢  Section B: Using performance data

¢ Section C: The support and training you receive.

There were some slight differences in wording and some different tick-box
statements, based upon the fact that primary and secondary schools would
use different types of data and differing terminology relating to the key
stages, but on the whole these two questionnaires were directly comparable.
This provided the option of looking at the survey results either by phase or
across all teacher respondents, primary and secondary. Full details of survey
respondents by phase are as shown in Table 1 below.

Table 1. Details of questionnaire surveys in eight case-study LEAs

R A R R R Y ‘}.S"'E-B‘ﬂx-"' R A =
. Numberof ;| Numberof | Number of Number of
schools questionnaires schools | questionnaires
contacted sent responding @ returned

2 Primary schools, ;
. subject coordinator survey 343 1029 : 200 : 400
; Secondary school, ]
:g of department survey A 57 171 - 36 68
:f Primary and secondary 5
¢ school totals g 400 - 1200 : 236 ; 468
t"f’&?}'yﬁd%}%‘%@%ﬂ%ﬁ%féﬁ%@ﬁ%ﬂ%ﬁ%ﬁ?&ﬁ{«-fﬁ“&&%&b}l’ﬁ%f’ﬁﬁ“ﬁ*ﬁﬂaﬁﬂ32\2"»‘.255'2?S%Wk?ﬁﬁaﬁwﬂﬂﬂiﬁﬁ‘l‘vf?ﬁ’ R D
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Response rates from schools, based upon the number of schools returning
at least one questionnaire, were 58 per cent (primary schools) and 63 per
cent {secondary schools). Response rates for individual teacher returns
were 39 per cent and 38 per cent respectively.?

Although the number of secondary respondents was relatively low, and any
statements made upon the basis of the secondary sample alone need fo be
treated with caution, the overall number of respondents was encouraging,
given circumstances at the time the questionnaires were sent out, and this
has been one of the largest, most detailed surveys ever carried out in relation
to LEA and school use of pupil data.

1.4 Structure of this report

At all stages of the presentation of these findings, the evidence has been
presented, as far as possible, via the ‘voice’ of our respondents. The
questionnaire responses from subject coordinators and the interview
comments of senior school and LEA staff form the core of evidence for this
report. The research team was aware that if the findings described here
were to be of any practical use, than it was important that the concerns of
those people who use data on a regular basis should be fully addressed.

This project looked at data and processes of analysis that were, at times,
very complicated and highly technical. There were also several layers of
activity of data use: from national cohort data, down to LEA-level data,
school- and departmental- level information and pupil-level data. In order,
however, to keep the presentation of the project’s findings as straightforward
and direct as possible, the report pulls together the information obtained
from various sources with a view to answering a number of basic questions:

¢ what data is used?

who uses the data?

how is the data used?

what works (in terms of data use)?

what are the main challenges and issues (in terms of data use)?

> ¢ ® > @

how could the use of data be improved?

2 There were several possible reasons why response rates were, in some respects, lower than might
have been expected. Aithough efforts were made to keep the questionnaire as short and as simple as
possible, the use of performance data is a complex area, and the level of detail contained in the
questions may have prevented some respondents from completing it, especially given the work
commitments of subject coordinaters. Also, the guestionnaires were sent to the headteacher, who
was asked to distribute them to the three relevant subject coordinators or heads of department, and,
inevitably, some of the questionnaires would have been “lost’ in this process. It should aiso be noted
that, at the time of the survey, some teacher organisations were in dispute over the amounts of
paperwork and ‘bureaucracy’ they had to contend with. The research team are, of course, very grateful
to those departmental managers who did find the time fo complete the questionnaires.
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Subsequent chapters deal with these questions, as outlined below:

¢

Chapter 2 examines, specifically, how LEAs put data packages
together, what systems they use, and how the data is analysed and
disseminated to schools.

Chapter 3 looks at the types of data used in schools and asks ‘who
uses the data?’ This chapter also examines teacher perspectives on
the support and training in data analysis provided by LEAs.

Chapter 4 progresses this approach by asking ‘how is the data used?’
What are teachers’ attitudes towards the use of data and what
constitutes good practice in this area of support for school
improvement?

The use of data for these purposes is never unproblematic and
Chapter 5 presents some of the issues and challenges that arise
during these processes. What are the main difficulties and how
might these be resolved?

Finally, Chapter 6 summarises the findings, suggests where the main
areas for improvement might be and makes a number of
recommendations for consideration by LEA and school staff. It also
stresses the importance of seeing data as just one element, albeit an
important one, in school improvement processes.
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2. THE LEA ROLE

This chapter looks at the role of the LEA in data collection, analysis and
use, as described by our interviewees in the eight featured LEAs. Details
are provided of how LEAs analyse data and how they disseminate this
information to schools. Key areas of success, in terms of using data to raise
pupil attainment, are identified, along with areas where, in the opinion of
our respondents, more and better use of data could be made. There is also
consideration of what support LEAs offer to schools, in terms of guidance,
leadership, information and training.

This chapter takes an LEA perspective: it should be read in conjunction
with the following chapter, which looks at these activities from the
perspective of school managers, the people who receive and may have to
act upon LEA pupil performance data.

2.1 Systems for collecting, analysing and
disseminating data
There was, of .course, considerable variation in the ways in which these
LEAs collected, analysed and disseminated pupil performance data. If there

was a standard pattern, it was something like that presented in the following
case-study example.

Case study: a ‘typical’ pattern of data collection and use

S
%

R

One of the larger authorities, which has a very good reputation for its collection
and use of pupil performance data, had what might be described as a ‘typical’
process for collecting and feeding back data {o its schools:

¢ where necessary, the relevant data is collected from schools and national
sources; : : :

the LEA turns this data into a ‘school profile’ or an ‘annual stalisticaf profile’,

the profile is sent to schools in the autumn term: it includes individual pupil
data, benchmarking information, and value-added data;

¢ guidance notes and ‘key guestions' for schools to ask are included in the
package;

¢ visits are made to schools, by link inspectors, to assist with data interpretation
and target setting (using the five-stage cycle of target setting),

¢ short training courses in data use are provided for headteachers and school
senior managers; there may also be an annual school improvement conference;

¢ the relevant statistician/manager deals with school enquiries on a regular basis;
he or she will answer telephone enguiries and may also make individual school
visits.

A

S
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Across LEAs, there are some variations in the stages of this process,
depending upon local needs, LEA structures and the level of pro gress made
in the use of data in recent years. Having said this, the broad pattern of
activity presented above was in use in most of the LEAs featured in this
study and it would not be unreasonable to say that this represents a standard
approach to data collection, analysis and use.

The first stage of the process described above, collecting the data from
schools, seemed to be relatively unproblematic from the perspective of the
LEA officers interviewed. There had previously been some issues about
key stage 2 to 3 transition data, but these appear to have been resolved.
There were also a few issues about how best to collect the data, in a technical
sense. Most of the LEAs were developing electronic systems for the
collection of data, and respondents reported that this made the whole process
easier for both schools and LEAs.

All the featured LEAs made use of national datasets, or commercial
packages, during this process. At least some schools, in most of the LEAs
featured, made use of PIPS, QCA test scores, standardised reading test
scores, MidYIS, Yellis or Alis+, or NFER-NELSON Cognitive Ability Test
(CAT) scores. One LEA paid for CATs in all its schools for Years 4 and 7.
In practice, however, relatively small proportions of schools ‘bought in’
these packages, suggesting that they were moving towards a greater reliance
on, and appreciation of, local authority information and packages. Many
LEA officers made use of PANDA reports, levels obtained in national tests,
and the Autumn Package, but it was very clear that schools needed a
localised, customised package that went beyond the limitations and general
contexts of these national information sets.

The second and third stages of the process, providing some sort of school
profile, were evident in all the LEAs featured, though different names were
given to the document that was sent to schools in the autumn term. The
length of such documents varied from around 20 pages to over 100 pages.
It was evident that there were very strong time pressures on LEA staff as
they went through the process of turning data into intelligible school profiles.
One LEA officer commented that ‘August to October is frantic. It feels
like a tremendous rush between getting data in and getting data out quickly
enough to be of use in the current school year’.
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Case study: the usefulness of the school profile
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School staff were, on the whole, very happy with the profiles or packages provided
by their LEAs. The head of statistics in one of the authorities described the process
of putting together such a package in more detail.

The relevant data is entered into spreadsheets by LEA administrative officers. A
school report, with explanatory notes, is then produced which includes the foliowing
comparisons:

# comparisons against the national average;
4 comparisons against the LEA average;
4% comparisons with other schools in ‘school families’ within the LEA.

The two LEA-based comparisons were seen as important because of special
contextual factors relevant to this LEA, including high FSM figures, high rates of
pupil mobility and high proportions of ethnic minority pupils. Itis partly because of
this context that value-added data was crucial: ‘The LEA gives schools a clear
understanding of value-added data... we need fo know where we're faking children.
Making fair comparisons is important for strategic planning.” (All but one of the
eight LEAs featured provided value-added data to schools. Five of these had, at
least initially, worked with leading academics in the field to produce value-added
data. Usually the production of value-added data involved making adjustments
based upon pupils’ prior attainment and some indicator of socio-economic status,
such as the free school meals percentage.)

In this authority the school profile, as in several of the LEAs featured, acts as a
starting point for discussions between school managers, LEA advisers and research
and statistics staff: 'If helps them to ask questions and leads to an action plan.’ In
this authority, one-third of the head of statistics’ time was devoted to making scheol
visits. He was also available 10 answer school telephone queries.
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All the LEAs issued guidance notes of some sort {though one used a bought- .
in document rather than its own customised package) and made help
available from the statistics or advisory team. This stage of the process is
particularly important, because the meaningful and successful use of pupil
performance data depends very much upon school-LEA relationships. Some
of our respondents stressed that it is important that all the data is reported
in a clear, simple way and that school staff should have ample opportunity
to discuss the implications of their school profile with the relevant LEA
staff: ‘This is very much a process, a discussion.

Evidence presented in the next chapter shows that school staff had, on the
whole, a high degree of satisfaction with the data packages and statistical
services provided by their LEA. For example, the results from our survey
of primary subject coordinators showed that 93 per cent found the guidance
given by LEAs to be ‘helpful’ or ‘very helpful’ (see Section 3.4 below).

Of course, as has already been noted, LEA officers do not just rely upon

their own customised data services; they also have access to national data
sources, such as the School and College Performance Tables and the Autumn

11
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Package. Where possible, during the course of the interviews, the researchers
asked ‘How usefidl are national datasets?’ Responses to this question were
somewhat mixed and issues of timing predominated, as the following
examples show:

¢ On PANDASs (Performance and Assessment reports), one respondent
said ‘PANDASs are useful’, but another indicated that ‘PANDAs come
too late for target setting ... To some extent the LEA is at the mercy
of national timetables’.

¢ The Autumn Package, said one interviewee, ‘is helpful’, but
another commented that it ‘is not sophisticated enough: 85 per cent
of our primary schools fit into two FSM categories. This is why we
started to provide data ourselves’. Timing was again an issue: “The
Autumn Package comes out too late.” 1tis ‘very useful... It5 a
shame it doesn 't come sooner’.

¢  There was some praise concerning national guidance on target
setting, and the five-stage cycle of target setting promoted by the
DfEE (and DfES) was frequently mentioned. This cycle of target
setting was explicitly used by four of the LEAs. One respondent
said that ‘we use this cycle, particularly the fifth stage, to make
things happen’.

2.2 Key areas of success

12

LEA senior officers were asked, in relation to pupil performance patterns,
‘What are the key areas of success and under-performance in the LEA as a
whole?’ The aim here was not to explore the performance of the LEA itself,
but to try to find out more about the performance of pupil groups within the
LEA’s schools. Ths question provoked a good deal of thought and comment,
and responses are considered here (perceived areas of success) and in the
following section (perceived areas of weakness).

The openness of this question allowed for a variety of types of responses.
Interviewees could identify success across key stages or age groups, for
particular types of pupils, across subject areas or in terms of LEA services.
Most talked about the first set of categories, key stages or age groups. In
three LEAS, respondents emphasised success with key stage 1 pupils: e.g.
‘we 've had a steady and continued slight improvement at key stage I’; in
another three, the emphasis was on key stage 2: ‘our KSI and KS2 results
are good. We feel that we 've made very good progress. We have improved
relative to the national norms and in relation to our statistical neighbours’;
and two stressed the importance of success at key stage 4. Of course, mention
of one particular key stage phase did not mean that there were no
manifestations of improvement in other phases.
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With respect to key stage 4, one statistics officer in an urban authority said
that the numbers achieving five A* to C GCSE grades had improved by
two to three per cent each year, compared to one per cent nationally: “There
is evidence to show that a difference is being made.” Another officer was
pleased that GCSE results in her LEA were better than the national average,
especially as this was an area where there was still a problem of ‘how
education is valued...there is a prevailing attitude among pupils that “I'll
get a job anyway’”, but also recognised that there was a problem of variation
or polarisation between schools, i.e. there were large differences in school
rates of achieving five or more GCSEs at the higher grades.

At the time the research was being carried out, a perception of a ‘dip’ in the
performance of 11- to 14-year-olds was developing, and policy makers were
turning their attention to this age group. Interestingly, in our study, no LEA
- respondent specifically picked out key stage 3 as an area of success, and
several said that they were in the process of turning their attention to this
phase. This could be coincidence, but it may also be that these LEAs were
experiencing difficulties that reflected national patterns of pupil
performance: ‘[Our LEA] is big enough to reflect national patterns, but it
is also self-contained. You'd see this in most LEAs. We're better at primary
than our neighbours [but not so strong at KS3]. We do make a difference.’

Other success areas identified included subject or curriculum areas such as
‘reading’, ‘ICT", ‘numeracy and literacy’, ‘science’ and pupil groupings
such as ‘minority ethnic groups’. Each of these was mentioned in one
LEA.

Three of our senior respondents chose, in their replies, to place a more
general emphasis on the LEA’s services, particularly on their provision of
data for schools. One said; ‘We are information rich... we have a wonderful
base, a really comprehensive picture [and) research work is spectacularly
good.” Two of these respondents stressed success, within the broader
provision of data, in terms of the value-added work being carried out within
their authority.

Four of the eight LEAs had been inspected by OFSTED at the time of the
fieldwork, and some respondents quoted positive comments from OFSTED
about the work of their research and statistics departments.

The strengths of the LEAs, then, were perceived to be in the general provision
of data, including value-added information, and in addressing the needs of
particular phases, subjects or groups of pupils. The LEA role consisted of
general statistical support along with particular activities and programmes
for addressing the underachievement of particular subjects or groups of
pupils.

13
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2.3 Perceived areas of underperformance

14

When asked about possible weaknesses, within the LEA area as a whole, as
revealed in data relating to pupil performance, most respondents, again,
talked about particular key stages or subjects. Key stages 2 and 3 received
much attention. Key stage 2 underperformance was identified in five of
the eight LEAs: *The data suggested that there was a need for more work
at key stage 2. This shows the power and usefulness of data.’

Sometimes particular subjects at KS2 were identified, including English
(or literacy) and mathematics. Insome areas, there had clearly been a drive
on key stage 2, and these authorities were now turning their attention to
key stage 3. In others, the emphasis was still on older primary school pupils,
perhaps with a focus on literacy or reading. In one of the LEAs featured,
the statistics officer felt that there was underperformance in KS3
mathematics because of a previous concentration on reading in this age
group: ‘Partly as a result of concentrating on reading in primary schools,
teachers took their eye off the ball in relation to maths.’ '

Several LEA respondents mentioned difficulties with transition data (from
KS2 to K83), but most of these were to do with minor technical difficulties.
It seemed that the difficulties that were previously occurring with the
passing on of information from primary to secondary schools were now
being ironed out.

The head of statistics at one of the larger authorities provided an excellent
summary of what had been happening with respect to this type of transition
data: ‘a few years ago there was a huge amount of work to be done’, but
the use of data in this area is now ‘much improved’ and schools have made
a ‘huge leap’ in this respect. There is still, however, ‘variable usage’ of
transition data, for example, some secondary schools still retest to set groups
in Year 7, despite Year 6 testing.

In four of the LEAs featured, as might be expected from comments made in
the previous section and reflecting national patterns at the time the
interviews were carried out, underperformance was said to be occurring
at key stage 3:

‘KS3 is an area of renewed focus’
‘there has been a dip in KS3 which we are seeking to improve’

‘we have specifically looked at KS3, trying to coordinate
initiatives’.

There was limited discussion of possible underperformance at key stage 4,
and where this was mentioned it was usually related to departmental
performance or variability in the performance of schools within an LEA:
“The LEA is looking for weak departments at key stage 4. There is usually
a particular problem. We use raw analysis versus residual analysis. This
allows for the calibre of pupils... There is always going to be concern about
some departments.’
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Two interviewees expressed concern about differences in the performance
of ethnic groups and indicated that this area would be receiving attention:
‘There were some interesting differences in ethnicity.” A further two
mentioned gender differences, suggesting particularly that boys were
underachieving in English. In general, however, differences between age
groups featured much more heavily in the interview discussions than ethnic
or gender differences, and this probably indicated that, in some LEAs at
least, the latter types of differences had already been receiving attention,
though there was always more work to be done in these areas.

One respondent mentioned the need for ‘more work on pupil mobility’, and
another stressed the need for information on ‘looked after children.” Finally,
one school improvement manager, in a recently created unitary authority
(see the case-study details below), used the question about areas of success
and underperformance to elaborate on the general weaknesses of her
authority’s data collection processes.

Case study: developing the use of data in a smali, ‘new’ LEA
e e R

Patterns of data collection, analysis and use in this unitary authority largely reflected
national patterns. In recent years, attention had been focused on literacy and
numeracy in primary schools and improvements had been made in these areas.
Now the focus was shifting to underperformance in secondary schools, especially
at key stage 3.

To cope with the increased need for data collection (and subsequent action}, this
LEA had reorganised its services and had set up a School Improvement Team
which included LEA officers and advisers. The head of this team, however, was
worried about the ‘school improvement label’. The label suggests ‘that other people
do not have that roleg’, when in fact school improvement responsibilities should be
spread right across the LEA’s services because of the need for two-way
relationships (with schools) and coherence.

This particular interviewee admitted that ‘we're a little behind other authorifies in
ferms of data analysis and the management of data’. This was undoubtedly partly
because this was a relatively new authority (created in 1997) and partly because
it was a small authority, with only one person dealing directly with school
performance data.

This was the only authority in the eight featured in this study which:
(a) had not yet made detailed use of value-added data;
(b} did not use individual pupil data; and

(c) did not use its own data package, but bought one in from outside. Having
said this, it was, at the time the research was being carried out, working very
hard to make changes in line with what the more established LEAs were
doing. It may well be that the experiences of this authority were common to
many of the new unitaries.
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2.4 Leading and supporting schools

16

Since the introduction of the Education Act 1997 and the School Standards
and Framework Act 1998, L.LEAs have had to redefine and redevelop their
roles in relation to schools and school improvement. Some issues have
arisen in relation to the need to achieve a balance between leading schools
and supporting them. LEAs provide support in the sense that they make
pupil data available and can offer training and professional development in
this area, but to what extent should they also intervene and challenge and
direct schools? For many LEAs, the provision of data was seen as a general,
universal role; all schools need this data. Intervention in schools, usually
in ‘inverse proportion to success’, was more specific, more proactive and
required leadership from the LEA.

When LEA officers were interviewed, they were asked: ‘Where has the
lead come from on school improvement/raising attainment in the LEA?’ In
five of the LEAs featured, the main impetus seems to have come from the
Chief Education Officer or equivalent. One respondent, for example, stated
explicitly that leadership came from ‘the CEO — he joined the LEA in the
mid-1990s, with a strong school improvement agenda’. Another stated that
his authority’s new Director was taking a lead, but the previous Director
had also been ‘very strong — she had a vision. She worked hard over a
short period of time’, she had *a clear focus on school improvement’ .

In the three other areas, it was stressed that the LEA, or more specifically,
teams or combinations of teams within the LEA, usually including advisers
or a ‘school improvement’ section, had led the way in setting up and using
systems for improving pupil performance through the use of data: ‘No one
individual — we 've had teams for raising achievement.” Ofien, as in the
case-study example given below, the LEA team used performance packages,
and changes in the dissemination of these, as a ‘way in’ to schools, as a way
of keeping school staff aware of the developing use of performance data
and trends in target setting.
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Case study: a history of LEA leadership in school improvement
B B

One of our interviewees, a head of research and statistics, described the various
stages of giving data prominence and of ‘chalfenging’ schools to improve:

¢ In the early 1990s, when reading scores were low, particularly in primary
schools, he took over the Curricufum and Assessment division of the LEAand
began a two-year reading project using a standardised reading test {0 assess
progress.

¢ In 1993, a new CEQ was appointed and schools were asked to audit what they
did in terms of data use. There was a need, said this respondent, to keep
schools inferested in using data, and the LEA developed a value-added package
with a leading academic in the field. The authority knew that schools wanted
this information, but they could also use it as a ‘way in, a Trojan horse’.

¢ Inthe mid-1990s, again as part of the ongoing drive to challenge schools, the
LEA decided to benchmark schools using prior attainment scores and to put
them in family groups. There was resistance to schools being named at first,
but this soon became standard practice.

¢ Two years later, target setting, which provided a new but important angle on
the use of pupil data, was introduced ‘to keep the ball rolling and avoid initiative
wilf. In 1998, a further impetus was provided by the need for the LEA to
produce an Education Development Plan, which had to build upon individuai
school targets.
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1t should be stressed that in all these authorities, including those where an
individual was perceived to have led school improvement processes, there
was an emphasis on dialogue between the schools and the authority when
it came to the detail of working with pupil performance data. This is an
area of LEA provision for schools which, perhaps more than any other,
requires a considerable degree of consultation and collaboration. LEAs
may be in the best position to collect data and to present data in standardised
formats to schools, but schools and teachers have the responsibility for
taking action and making the changes necessary for real improvements in
pupil performance.

17
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THE BASICS

This chapter examines the ways in which schools were making use of
performance data. Particular consideration is given to teachers’ preferences
regarding types of data and their views of the support and training provided
by LEAs. Many of the findings summarised in this chapter are based on
the school questionnaire survey results, with additional illustrative material
drawn from the qualitative interviews carried out with school staff.

3.1 What kinds of data are used?

18

In the current climate of setting targets to raise attainment, schools collect
and generate much pupil performance data for themselves. However, in
addition, they receive much, often quite complex, performance data from
national sources, LEA school improvement or research and statistics
sections, and perhaps external, commercial organisations. The research
team were interested to discover which types of data schools used, which
they preferred, whether there were any differences between primary and
secondary schools in data use and, in particular, what types of data their
LEAs provided for them.

Survey respondents were asked ‘Which ... types of performance data are
used to analyse performance in your school?’, and a list of data types was
provided, as shown in Tables 2 and 3 below. It can be seen that both
primary and secondary schools reported using a whole range of data
packages:

¢  not surprisingly, school-produced data was very frequently used (94
per cent for primary coordinators and 91 per cent for secondary
heads of department);

¢  key stage resulis were reportedly widely used by the majority of
schools. However, a smaller proportion of primary coordinators
made use of their key stage 2 data (73 per cent), compared with key
stage | data (96 per cent), or with secondary schools’ use of key
stage 2 results (93 per cent of departmental heads);

& PANDA reports were well used by schools, with 95 per cent of
primary and 85 per cent of secondary school respondents indicating
use of these reports;
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4 the Autumn Package was used by 70 per cent of primary subject
coordinators and 72 per cent of secondary heads of department;

¢  the survey findings also indicated that LEA data was being widely
used in both sectors: 90 per cent of primary and 81 per cent of
secondary school respondents reported using LEA-produced data;
the slightly lower secondary proportion may reflect the fact that
secondary school staff, with larger departments and probably a
longer history of data availability, may in some cases be slightly
more experienced in independent data use than their primary school
counterparts;

¢  although the majority of primary schools (82 per cent) reported
using baseline data and 84 per cent of secondaries used CAT scores,
there was less widespread use of other commercial tests such as
Yellis and MidYIS, and respondents were more likely to express
uncertainty as to whether or not the latter were used in their school;
for example, 27 per cent of primary school respondents were unsure
whether PIPs were used to monitor pupils’ performance in their own
institution.

Table 2.  Types of data used in primary schools

3@&@%&%&%&’%‘%@%@@&% T T B B S B S R A P
;f? Used Not used Unsure No response
| Typesof Data % % A %

fé Key stage 1 96 1 - 4

. PANDA 95 1 3 1

. School-produced data 94 <1 2 4

;:’ LEA-produced data 90 1 6 3

3} Baseline tests . 82 : 10 2 7

. Key stage 2 : 73 : 14 - : I3

©  Autumn Package : 70 2 17 3]

. PIPS 13 26 Y 34

f Other 24 4 5 67

| N=400

4

3
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Due to rounding ervors, percentages may not sum to 100
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Table 3.  Types of data used in secondary schools

e o

b S R

 Used . Mot used Unsure  No response

Types of data i % % % Y
i; Key stage 3 87 : 3 : - -
% Key stage 2 93 ' 2 2
% School-produced data 91 - 3 6
g GCSE results 91 7 2 ~
% PANDA 85 3 9 3
% CAT scores 84 6 7 3
% LEA-produced data g1 - . 13 6 .
% Autamn Package 7 3 19 6 .
| Yellis 29 34 16 21 .
| MidYIS 16 37 21 27 >;
. Other 13 2 3 82 .
%ﬁ N =68
%#MWA@MW?W%M%%W@W S D e &

Duie to rounding errors, percentages may not sum to 100

In summary, then, the questionnaire responses indicated that schools made
widespread use of a variety of data forms. Prominent amongst these were
school-produced and LEA-produced data. If the degree of school use of
data is a measure of the importance and relevance of information, then it is
clear that the work that LEA officers put into the production and analysis of
pupil performance data is generally a good use of LEA time and resources.

LEA data frequently included local and national comparisons in some form.
The local comparisons were particularly important to schools because these
showed how they were performing in relation to their neighbouring
institutions: they also allowed for school averages to be set against the
LEA average. Tables 4 and 5 below show that comparisons between schools
within the LEA area nearly always featured in LEA-produced data packages:
96 per cent of primary respondenis and 90 per cent of secondary school
respondents indicated that this type of comparison was provided by their LEA.
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Table 4. Broad types of data provided by the LEA for primary schools

T A B o B A e R s P R e g,

A

i 7

Yes Neo Unsure - No response |

. Types of data o % % % .

% Comparisons between : i

. schools in the LEA 96 - 2 _ 2 7
©  National comparisons 91 1 6 _ 2
¢ Data for cluster groups 55 : 12 20 i 13
Other 9 ‘ 2 . 9 8l

| N=400 ,,

B R A e

Due to rounding ervors, percentages may not sum fto 100

Table 5. Broad types of data provided by the LEA for secondary schools

> e e e : R R S A A .wxﬁﬁa@m%mmﬂwmwz%@m&mﬁmvm%
§ Yes No Unsure No response |
2 Types of data %o % % Yo
§ Comparisons between ;

~ schools in the LEA 90 - 9 2

2 National comparisons 71 2 18 16

2 Data for cluster groups 53 4 ‘ 31 12 .
i ' ‘ 7
= Other 3 - 10 : 87 7
. N=¢68 .

S B A B A B B P S B
Due to rounding errors, percentages may not sum to 100

;»

National comparisons were more likely to be provided for primary schools
(91 per cent of respondents) than secondary schools (71 per cent), probably
reflecting the fact that secondary schools are likely to have had opportunities
to develop a greater familiarity with national data and there was probably,
therefore, less need for the LEA to help with this particular form of
comparative data.

There was some uncertainty, on the part of our school respondents, as to
the question of whether or not their LEAs produced information about the
relative performance of schools within the same ‘cluster’ or ‘family’ groups.
A fifth of primary respondents and just under a third of secondary
respondents were unsure as to whether such data was provided.
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Of course the provision of data is not quite the same as using information,
nor is the information guaranteed to be helpful in the running of a school or
a subject area. Consequently, the questionnaire survey included a number
of questions asking for teachers’ opinions on the helpfulness of various
types of data. One question asked ‘How helpful have you found the following
types of data?’, with respondents being asked to look at a list of data types
and to tick a box based upon the perceived degree of helpfulness of that
type of data (see Tables 6 and 7 below).

Tabie 6.  Helpfulness of data for primary school respondents

%%%WMWMW&W&%&“MWMWJJ%W%%&o‘.’f’é’ﬁ.ﬂ-’ﬁéﬁ’ﬁ%ﬁ%'@wMVE-M"-'?W@’% e e b e
.  Very | Helpful Unhelpfii Very | Not No
; helpful - unhelpful; used | response
% i % % % %o | %
. KSI resuls 45 | 46 4 I 2 3
. KS2results .37 34 1 1 13 15
| PANDA 22 53 i 2 9 4
g Autumn Package | 16 41 4 1 23 16
~  LEA-produced data 3 s 3 I

i{g Schookproduced data 59 32 [ <1 3

. Baseline tests 33 1 39 5 1 10 12
_ PIPS 5 6 - - 34 56
. Other o6 _ 7 76
. N=400

e T B A P S e

Due to rounding errors, percentages may not sum to 100

Table 7.  Helpiuiness of data for secondary school respondents

e e e S e e e e

. Very | Helpful | Unhelpful; Very Net | No
- helpful unhelpfual; wused ' response
% %o : %% %o : %% : %
Key stage 2 results 35 0 47 10 . - 2 6
Keystage3results @ 53 | 4 ¢ 4 . - . - 2
GCSE results 60 2 3 - 3 2
PANDA 24 4 12 - 12 9
Autumn Package | 24 41 6 | - i 1 22
CATs scores 35 3 4 4 9 10
MidYIS 2 1 2 2 i 03 52
Yellis 6 16 3 2 2 1 4l
LEA-produced data 2 50 6 - 6 16
School-produced data: 46 37, 03 4 2 2 12
Other I B R T 87
. N=68

T T o B P R B R

Due to rounding errors, percentages may not sum to 100
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The overall picture given by these tables, and from interview comments, is
that not only do school staff make use of this data, but also they mosily find
it helpful in relation to their classroom, departmental and school activities.
Primary school subject coordinators reported that key stage 1 results,
together with the data produced in school, were the most helpful (with 91
per cent in each case saying that these were either ‘very helpful’ or *helpful’).
This was perhaps to be expected, given the usually customised nature of
school-produced data.

A similar picture emerged from the secondary school questionnaire
responses. Heads of department found key stage 3 results most helpful (54
per cent), along with GCSE results and school-produced data (92 per cent
and 83 per cent respectively). Schools also found the comparative data
provided by their LEAs to be helpful. These findings suggest that among

" the wealth of data available to schools, teachers find key stage resuits,
alongside the bigger comparative picture that LEAs can provide, to be the
most helpful and useful forms of data.

3.2 Who uses data?

These who took part in the survey were asked whether one member of staff
had overall responsibility for managing performance data in their school.
A slightly higher proportion of primary (79 per cent) than secondary
respondents (72 per cent) reported having a colleague responsible for the
data. Table 8 below provides further details on the status of the members of
staff responsible for performance data.

Table 8.  Titie of teacher with overall responsibility for performance data

’9«‘?{'«'4’-\%#ﬁfﬂwﬁ@ﬁfﬁwﬂ’imﬁiw‘ﬂ"-c:}"6’.53"}‘?.’.&“!’-'o‘%’v’53‘9<{’-ﬁ'<’¢<’¢ﬁ*’#’}<”$"5>4<¢/¢"9’}3/4.:1‘3'3«*"%’»"}.:’5*% e e e S e

: Primary school Secondary school
, respondents : respondents

Job titie %Yo : %o

Headteacher ; 49 10

Assessment coordinator 26 17

Deputy headteacher : 13 52

Senior manager ' 6 4

Curriculum manager f <l 2

Director - 4

Senior teacher - 6

Head of year - 2

Other 4 3 -

No response : 2

N 48

A R N R

Due 1o rounding errors, percentages may not sum to 100
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Table .

It was clear that a greater proportion of primary school headteachers (49
per cent) compared with secondary headteachers (10 per cent) had overall
responsibility for performance data. Just over half of secondary school
respondents (52 per cent) reported that this role had been delegated to deputy
headteachers, perhaps reflecting the different staffing structures and usual
sizes of primary and secondary schools. In primary schools where the
headteacher did not have responsibility for performance data, this role most
frequently fell to assessment coordinators (reported by 26 per cent of

respondents).

The questionnaire survey sought information on the extent of other teachers’
(i.e. teachers who were not headteachers or deputies) involvement in using
different types of data (see Tables 9 and 10 below). There were some
important issues here: to what extent does data remain in the hands of
school senior managers? To what extent is it disseminated widely? Do
different members of staff prefer to use particular types of data more than
others? What might be the reasons for this? How is different data used —

and what activities does it inform?

As can be seen in Table 9, there are patterns of similarities and differences
in the types of data that various primary school staff use. Senior managers
and assessment coordinators (those with responsibility for the school’s
overall performance) make more use of data which provides comparative
information about ‘/ike’ schools, such as PANDAs, the Autumn Package
and LEA-produced data. However, in terms of more specific data about
pupil performance, such as key stage results, school-produced data and

baseline scores, other staff categories have been involved too.

Staff use of performance data (primary schools)

A A e R A R e e

R R

S
= R
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Semior | Assessment; Headof . Headof | Class

manager coordinator: year department: teacher
Type of data % % % i % %
Key stage 1 results %0 | 7 16 24 81
Key stage 2 results 70 . 56 14 24 61
PANDA 91 64 8 16 31
Autumn Package 69 47 6 10 19
LEA-produced data 87 63 8 15 38
School-produced data; 86 68 17 27 81
Baseline tests 74 51 13 16 71
PIPS 13 9 3 9
Other 18 14 4 20
N=400

S e e e

More than one answer could be given so percentages do not sum to 100
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The picture in secondary schools was a little different (see Table 10 below).
In general, the use of data was more widely spread among staff, with heads
of year and heads of department making more use of the data than their
equivalent primary colleagues. Senior managers in secondary schools were
less likely to use school- or LEA-produced data. Secondary classroom
teachers were also less likely to report the use of LEA-produced data by
classroom teachers (only 24 per cent compared to 38 per cent of primary
respondents) and school-produced data (71 per cent compared to 81 per
cent). Clearly secondary school heads of department have a crucial role in
the use of performance data, and training for school middle management
may need to take account of this particular aspect of a departmental role.

Table 10.  Staff use of performance data {secondary schools)

%ﬁ@fﬁmﬁ?}’ﬁ%ﬂ%"fﬁzﬁ%f‘%"%ﬂ"ﬁ$é%?{v’ﬁi{-“f}ﬁw%i«?& e S s A
. - Senior  Assessment; Headof i Headof @ Class No
\f manager 'coordinator; year :department! teacher | response
. Typeofdata % % % . % % %
. Keystage2resuls | 75 | 62 6 - 93 82
} Keystage3results | 85 66 &0 | 94 85 3
_ GCSE results B0 0 4 88 69 10
. PANDA © o84 . 56 ¢ 21 66 2 12
. AuumnPackage 65 | 47 16 53 1 12 29
| CATscores 6 54 50 6 | 62 19
| MidYIS 16 12 9 . 15 . 9 8
| Yellis 2718 130 27 112 71
? LEA-produceddata | 75 1 54 & 32 . 69 24 19
. School-produced data ;71 9 0 2 . s T 12
Other 10 0 ¢ 12 1212 87

N=68

R S S

S e e S e S e

More than one answer could be given so percentages do not sum to 100

3.3 Support and training

One important aim of the project was to try to assess the extent and the
nature of LEA support and training for schools in using performance data.
There was also a concern to explore the extent to which LEA. support met
the needs of schools.

The results from the questionnaire survey suggested that while teachers
had positive views about the data that the LEA had sent to their school,
their perception was that LEAs were less effective in terms of providing
training and support in this area for school staff other than headteachers.
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bie 11.

s e e T R R

Much of the training appeared to be aimed directly at headteachers, rather
than classroom teachers, who often had to rely on ‘cascaded’” knowledge
and skills. This finding was supported by the fact that a ‘lack of training’
was identified as a difficulty by 23 per cent of primary and 29 per cent of
secondary school respondents (for more detail on this, see Section 5.6).

Slightly fewer than two-thirds of primary school subject coordinators (61
per cent) and over a third of secondary school heads of department (39 per
cent) reported receiving written guidance accompanying their LEA data.
This suggested that guidance on data use was more frequently (and more
easily) filtered down in primary than in secondary schools. Of those who
received guidance on using their data, the great majority of primary teachers
(93 per cent) felt the guidance to have been helpful. A smaller proportion
(79 per cent), but still a substantial majority, of secondary school respondents
reported that their written guidance had been helpful. Of those who did not
receive any guidance, similar proportions of primary (71 per cent) and
secondary (68 per cent) teachers reported that they would like to receive
guidance from their authority.

Alongside written guidance, an important aspect of the support LEAs could
provide to their schools was face-to-face training. As has already been
mentioned, responses from the survey suggested that many teachers had
not received training in understanding and using performance data from
the LEA. Fewer than half of primary subject coordinators (42 per cent) and
only 28 per cent of secondary school respondents reported that they had
had LEA training of this form. It appears that classroom teachers are often
trained in the day-to-day school context, rather than in dedicated training
sessions or courses, with information cascaded down from senior managers.

The training subject coordinators received from their LEAs varied in type
(see Table 11 below), and there were some differences between primary
and secondary school respondents. Two-thirds (67 per cent) of primary
teachers who completed the survey had attended a ‘one-off” course,
compared to just over a third of secondary teachers (37 per cent). However,
‘whole-staff’ training was more frequently reported by secondary
respondents. Programmes of ongoing support were, in general, less common
than any other type of training.

Types of training provided by LEAs

Primary school Secondary school
respondents : respondents

Form of training : Yo %
Whole-staff training 20 . 37

A ‘one-off” course 67 37

An ongoing programme 1

of support 28 21

Other 11 : 27

No response 4 1 -

N 167 19
D B o s S

Mare than one answer could be given so perceniages do not sum to 100
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Table 12.

O D e R A R O e A S R et

Schools were also asked to provide information about the focus of the
training they had received from their LEAs. A wide range of activities was
identified; however, among both primary and secondary school respondents,
target setting was the most common focus of training programmes (19 per
cent of secondary school and 14 per cent of primary school respondents).
Twelve per cent of secondaries and 11 per cent of primaries had had training
in understanding different types of data and the same proportion of
secondaries had focused on value-added analysis.

It was clear that, in the view of teachers, there was a perceived gap between
what LEAs offer schools and the support that teachers feel they need. As
can be seen in Table 12 below, fewer than half of the respondents (47 per
cent of primary and 42 per cent of secondary) felt that the training they had
received had met their needs.

The extent to which LEA training has met the needs of primary and
secondary school respondents

e e

Primary school ' Secondary school
Training has met respondents ‘g respondents
their needs... ? : %o : Y
3 i @ RO AR
Yes 47 42
No 6 i 21
In part 42 ; 32
Unsure 2 -
No response : 4 5
N 167 19
O e B O s S S S

Bue t rounding errors, percentages may not surm to 100

If there was a degree of dissatisfaction about training provision, what kinds
of training did these respondents wish to have? How could LEAs start to
bridge the gap? There was a great deal of similarity among primary and
secondary coordinators as to what their training needs were. For example,
19 per cent of primary and 18 per cent of secondary school respondents felt
that they needed more support to be able to effectively analyse and interpret
performance data. Similar proportions (22 per cent of secondary heads of
department and 16 per cent of primary coordinators) felt that they would
benefit from training to improve the ways in which they could make best
use of the data they were receiving.

Training classroom teachers in data use certainly seems to be an area that
I.LEAsneed fo look at. 1t should be noted, however, that during the interviews,
many headteachers expressed satisfaction with the training they had recetved
from their LEAs. For example, one primary headteacher described an
ongoing programme of termly meetings, which focused {particularly in the
autumn term) on the analysis of performance data. She commented that
‘the forums are providing good support and relevant support’. In addition,
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the LEA also ran one-off courses: ‘There are plenty of courses on school
improvement and school self-review... they re urging headteachers to get
involved.” Another headteacher also felt that LEA training for staff other
than headteachers was unnecessary and undesirable as this would only
increase the workload burden on teachers: ‘I don! think staff want any
movre information than what we [school managers] give them....its almost
a waste of time, so many people analysing the data. We all come up with
the same conclusions!” In this context, it is difficult for LEAs to get the
balance right, in terms of who should be trained in the use of data, and how
much training they should receive.
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4. USING DATA FOR
SCHOOL IMPROVEMENT

The previous chapter has outlined the fypes of data used in schools, but
another important part of the research brief was to uncover how performance
data is being used. This chapter looks at examples of the uses of performance
‘data in schools, examines teachers’ attitudes towards the use of data, and
summarises the perceived advantages of using pupil data.

4.1 How data is used in schoois

Both subject coordinators completing the questionnaires and senior school
staff interviewed agreed that data is used in two main ways: firstly, for
target setting, and secondly for planning and review activities.

Results from the survey (see Tables 13 and 14 below, relating to target
setting and planning and review, respectively} show that there were
similarities in the ways that primary and secondary schools used the data
available to them.

Table 13. Types of target setting activities informed by the use of data

O A A R R S
Primary school : Secondary school
. respondents respondents
Target setting for... % %
Whole school 85 | 50
Year groups 76 ; 62
Key stage 1 z 68 -
Key stage 2 66 -
Key stage 3 - : 87
Key stage 4 - 87
Individual pupils j 79 79
SEN pupils j 68 57
(Gender groups 36 25
Ethnic groups _ 10 4
Other 5 10
No response 1 -
N 400 : 68
G e e e

More than one answer could be given so percentages do not sum to 100
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If there were any differences between the primary and secondary sectors,
they were in whole-school target setting (used by 85 per cent of primary
school respondents, compared to 50 per cent in secondary schools), and in
target setting based on key stage iformation.

Table 14. Types of planning and review activities informed by the use of data

B e e e s e s

R

% Primary school ‘ Secondary school
f»f Planning and respondents P respondents
g review agtivities % ‘ %
} Improvement planning 84 75

Professional development 67 ‘» 57

Curriculum planning 81 77

Lesson planning | 67 65

Analysis of year-on-year |

performance 88 ‘ 93

Target setting reviews 85 79

Reports to governors 80 40

Reports to parents : 73 49

Other i 3

No response 1 : 2

N 400 | 68

e S A N S e R A e S e S

Move than one answer could be given so percentages do not sum to 100

There were also few differences between the two sectors in relation to
planning and review activities. However, a higher proportion of primary
schools indicated that they used data as a basis for reporting to governors
and parents than secondary schools.

It became apparent from the in-depth interviews that school systems for
using data varied widely, from those in which data exists and is used
‘patchily’ by teachers according to their personal interest and degree of
skill in interpreting data, to those in which a comprehensive, whole-school
approach has been developed over a considerable number of years. Most
of the schools visited as part of the gualitative data collection phase of this
research had either well-developed or developing systems for the analysis
and use of performance data, with only a minority experiencing such
significant difficulties that they were unable (and occasionally reluctant) to
encourage the widespread and routine use of data to inform school
management and classroom practice.

Many of the schools visited had a process of ‘filtering down’ the large
amounts of data that they receive from their LEAs and commercial
organisations, in addition to that generated in-house. This was usually a
task undertaken by the headteacher, often with the help of a deputy,
assessment coordinator or, occasionally, a governor. Other staff would then
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be provided with the selection of data considered relevant to their particular
needs. Often this approach was adopted in an effort not to overwhelm
teachers with data, so that they were ‘not getting lost in a maze of numbers’.
Only in a minority of smaller primary schools was all of the available data
shared across the whole teaching staff. Often target setting was carried out
only by headteachers or other senior staff, but senior managers were keen
to encourage class teachers to make more use of the data, partly as an attempt
to spread the workload. The headteacher of a primary school visited as part
of the research commented that: “Using CATY results with teachers takes
hours. It will be better when teachers do the analysis themselves and report
back to me.’

When teachers spoke of ‘farget setting’ and ‘monitoring’, these broad
categories hid a variety of activities. In particular, targets were often set
and monitored for the whole school, key stages, departments, year groups
and individual pupils. Only in a small proportion of schools, however, was
much comment made in relation to the usefulness of data for setting targets
for particular groups of pupils, such as ethnic minorities, boys and girls,
high achievers and low achievers. This is a finding that is supported by the
survey results.

Given the amounts of data available in schools and the numbers of staff
involved (to varying degrees) in its analysis, it was not surprising that several
interviewees were keen to stress the importance of putting in place systems
to enable information to be shared among staff. There was a great deal of
variation in practice in terms of setting up data-sharing systems, and it
appears that much of the impetus depended largely on the vision of the
headteacher.

The following case studies offer illustrative examples of some of the
approaches and systems that schools have developed to make use of
performance data. The first of these highlights the importance of tracking
individual pupil progress, while the second describes how one school uses
its ICT system to support the widespread use of data.

Case study: tracking individual pupii progress

B

b

This is a medium-sized girls’ school, located in an inner-city area. Tweniy-one
per cent of pupils are entitied 1o FSM and although there is a high proportion of
EAL pupils, only a few of these are in the early stages of learning English. The
school achieves excellent examination results, with 80 per cent of pupils gaining
five GCSE A* to C grades. The headteacher has been in post for ten years and is
particularly keen to track pupils to see where the school is adding value. They
have had a system of individual pupil monitoring (IPM) in place since 1995,

IPM is used by all the teaching staff. and pupils are assessed in each subject on
a termly basis. Assessment includes both ‘achievement’ and ‘attainment’ levels.
In addition, targets are set for each subject, and summative assessments take
place during the summer term. Pupils themselves are involved in the process
and have fwice-yearly meetings with tutors o review their progress.
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:% The headteacher stressed the importance not only of the outcomes, but also of
. trying to understand ‘what works': ‘The data is nof just telling us whether we're
% adding value, but what we've done 1o the processes for adding value.' In addition
% to individual pupil tracking, departments carry out an annual review which considers
f;f; their attainment, curricuium planning, quality of teaching and learning, individual

i

pupils’ needs (such as SEN, gifted and talented), leadership and management .

S
2

Despite the wealth of data available in the school, there is a clear focus on the
purpose behind using it: *Data ought to make you ask questions. | wanted to be
able to help teachers make a difference in the classroom.’

s A e e B

Case study: using information and communications technclogy
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. This school, a large suburban comprehensive with predominantly mixed-ability
;gg classes, has worked hard to develop an ICT system which reflects the particular
. needs of the institution. The assistant headteacher has been largely responsible
?ﬁ for setting up the system, which is easily accessible: ‘We are unique at this school
. inthat we can do it, we've got lots of hardware. The data can be accessed on any
Qf machine by all staff...[the data} is very public.’

% Teachers are responsible for putting ‘level’ and ‘effort’ grades into the system. Up

to a year ago, staff were working with large amounts of ‘raw’ data. Now, however,
summaries of performance and progress are electronically produced for each
department by the assistant headteacher.

i

o

The school’s Senior Management Team also uses the information to identify
management issues: for example, that one department’s teachers may have been
too harsh in setting the levels of their predicted grades, which in turn may have
had a negative impact on teachers’ expectations.

Key stage 2 to 3 progress data is used to develop predictions for all pupils. In
addition to data for individual pupils, there is also a supplementary database for
pupils ‘causing concern’ which includes pupils putting in little effort as well as low-
ability pupils, and a database of ‘improving’ pupils has also been developed. This
data is shared with careers counsellors and educational psychologists as well as
teaching staff.

Lt

R

SRR S e

It is notable that both of the case-study schools described above included
pupils in the processes of monitoring and reviewing performance. While
this practice was not widespread among the schools visited, it was felt in
these cases to be a particularly important part of the ethos behind using
performance data, a ‘pupil-centred’ approach to target setting and review.
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4.2 Teachers’ attitudes towards performance data

The investigation reported on here provided a useful opportunity to explore
teachers’ attitudes towards data. Do teachers themselves consider that data
is helpful in informing their practice? Does their school encourage the

- widespread use of data among staff? Are there adequate systems in place
in schools to ensure that teachers receive data that meets their needs and at
a time when it is most useful to them? Have teachers’ attitudes towards
performance data changed in recent years?

Table 15.  Primary school respondents: views on performance daia
WM&@MK@%&%&%&#%%@%@%&&WM&@W@’&%“ S R R B S R s Wwﬁﬁﬁﬁwwﬁiffmf&%’zﬁéwﬁ
Strongly | Agree | Disagree | Strongly | Don’t . No
agree . disagree | know : response
% | % % % % Yo

&

et
s

TR

3
o
b2
2

Smns

S O

2 School has a good system: ;
i for collecting data 16 67 12 1 4 1
’jé School has good systems .

EE for analysing data 3 . 57 2 1 6 2
% ;

- School has a good system
. for disseminating data |
¢ tothe staff 3 64 22 3 4 2
? Data is given to me at

é the right time to enable _
. metouse it effectively 7 60 1 24 2 6 3

g Data is useful to help : :
set targets 43 55 1 ' Lo 1 1

Data is useful for
;i curriculum planning ¢ 21 . 68 7 i 2 2

in school o2 .o s o2 s 4

B S i R e e A e S B A R

Due o rounding errors, percentages may not sum to 100

Among primary school teachers who took part in the survey, the majority
agreed (or strongly agreed) that data is useful for target setting (98 per
“cent) and curriculum planning (89 per cent). The responses (see Table 15
above) also suggested that, on the whole, primary school subject coordinators
were satisfied with the systems that their schools had put in place to collect
and analyse data. However, around a quarter of respondents reported
difficulties with their school’s system for disseminating data (25 per cent),
38 per cent felt that data was not widely used by all staff, and over three-
quarters (79 per cent) felt that there was not enough helpful performance
data in school.
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The picture for secondary schools broadly reflected the views of primary
coordinators (see Table 16 below). Once again, the majority of respondents
felt that data was useful for target setting and curriculum planning. However,
higher proportions of secondary school coordinators reported difficuities
with the dissemination of data (44 per cent of respondents disagreed or
strongly disagreed with the statement that ‘The school has a good system
for disseminating the data to staff’ compared to 25 per cent of primary
respondents) and the timing of the data they received (40 per cent secondary
expressed a negative view, compared to 26 per cent of primary respondents).

Table 16. Secondary school respondents: views on performance data
e s b e S i SRR
Strongly © Agree : Disagree ! Strongly: Don’t | No
agree disagree : know | respons
% % % i % i % %

School has a good system :
for collecting data 19 47 21 7 4 2

- School has good systems ‘
. for analysing data 15 44 31 6 4 -

& School has a good system
for disseminating data 3 ‘
. to the staff 10 43 34 10 3 -

Data is given to me at
the right time to enable ;
- me to use it effectively | 7 43 31 9 & 10 -

Data is useful to help ;
set targets 47 49 2 - : 2 2
Data is useful for 5 _ 1 l
curriculum planning @ 27 ' 59 3 : 4 7 : -
Data is widely used by & : g

. all staff 15 : 27 35 9 .13 2

© Not enough helpful
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Due to rounding errors, percentages may not sum to 100

In addition to the survey data, comments made by headteacher and governor
interviewees broadly echoed these survey findings and also revealed that,
on the whole, teachers’ attitudes towards using performance data have
improved in recent years. In only two of the schools visited were any
concerns about teachers’ use of data raised. In one school, it was felt that
teachers were sceptical about the usefulness of value-added data and in
another the headteacher expressed a general concern about using data for
predictive purposes, commenting that ‘/ am sceptical that any statistician
can predict what will happen’.
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There was some suggestion from a number of interviewees that teachers of
core subjects had become more familiar, more quickly, with performance
data and were more willing to use data than other subject teachers. However,
a significant number of schools were keen to stress that a culture of open
professional dialogue about performance data had developed across the
whole school. In one primary school, responsibility for using data had
become more widespread in recent years. It was no longer the exclusive
job of Year 2 and Year 6 teachers: ‘Its a corporate responsibility. There
isn't a blame culture here;, we just have to say what we ve got wrong and
what we need to do.” An assessment coordinator in a large secondary school
noted that the way in which performance data was used in the school
reflected the ethos of the school more generally: ‘There § a leadership culture
in this school which isn t about smacking people over the head.’

It appears that as teachers become more familiar with analysing data and
using it to inform their target-setting cycles, for tracking pupils’ progress
and identifying learning needs for particular groups of pupils, so they
approach performance data with increasing confidence. The nature of
training received by teachers in this area is discussed in some detail in
Section 3.4. However, it is worth noting here that a number of schools felt
that INSET focused on the analyses and use of data had played an important
part in improving teachers attitudes: ‘The change has largely come from
the INSET. League tables [had] put staff back a long way. Now staff can
see the value of data as being a positive influence on the way they plan.’

4.3 The advantages of using pupil data

It 1s not possible to say how the use of data has impacted upon pupil
attainment without further quantitative research in this area. It would, in
any case, be very difficult to disentangle all the factors, including teaching
quality, school characteristics, pupil prior attainment and the effects of
various educational initiatives, that may be impacting upon pupil
achievement.

However, from the research carried out for this project, it is apparent from
the perspectives of LEA officers and school subject coordinators that there
may be a number of benefits arising from the expansion of the use of pupil
data over the last few years. These can be briefly summarised as follows:

¢ LEA-school collaboration

¢  increased involvement of teachers with data and analysis
¢  increased pupil involvement in assessment and monitoring
¢

transparency in educational objectives.
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LEA—school collaboration. The use of performance data provides unique
opportunities for schools and LEAs to work together. The schools and
LEAs featured in this research (with one possible exception) tended to work
closely together in this respect. Schools worked closely with their statistics
departments and link advisers to maximise the effective use of data. LEA
officers had clearly been taking account of the needs of schools, and school
staff generally recognised their responsibility for acting upon the data that
had been provided by LEAs. LEA-produced statistical packages were useful
to school staff in that they facilitated local and national comparisons with
other schools. Value-added information also helped school staff to identify
pupil progress that may not have been evident from ‘raw’ data, sometimes
giving teachers a much needed morale booster.

Increased involvement of teachers with data. Although teachers’ familiarity
with, and confidence in using, pupil performance data varies considerably
from individual to individual and from school to school, there can be no
doubt that the last few years have seen developments in the statistical

‘knowledge and skills of the teaching profession as a whole. Many

interviewees stressed that teachers were ‘much more confident’ in using
data than they used to be: ‘they know what questions to ask’. Some schools
reported that all their teachers were involved in target setting and data
analysis processes. There was also evidence that teachers were increasingly
‘talking to each other’ about pupil performance: inter-departmental
discussions were frequently mentioned as a way of secking out
underachievers.

Increased pupil involvement. There was also some evidence that the use
of data and the setting of targets was filtering down to pupil level, providing
common goals and ways of working for teachers and their pupils. One
primary school, for example, pasted ‘target cards’ into the backs of pupils
workbooks, which were reviewed in discussion with pupils every six to
eight weeks. Several interviewees suggested that their pupils had become
more focused on their work as a result of improving their understanding of
performance targets.

Transparency in educational objectives. Although there were a number of
(mainly indirect) criticisms of the target-setting agenda, and some direct
criticism of performance tables, both school and LEA respondents tended
to accept that the use of performance data was now an established part of
school and classroom life. Many stressed that education should not revolve
entirely around statistics of pupil performance, but there was a recognition
that, if performance data was fairly presented and used, then it was very
useful as a tool for raising the individual achievement levels of pupils and
for school improvement more generally. Value-added data assisted the
process of making fair comparisons. LEA officers also appreciated the
importance of data for giving an overall picture of schools’ performance,
which could be used as a basis for future strategic decisions.
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5. ISSUES AND CHALLENGES

In addition to exploring the various strategies employed by LEAs to support
schools in the use of performance data, and the ways in which schools
made use of the data available to them, the research team was also concerned
to identify the difficulties and constraints which both LEAs and schools
encountered in attempting to assimilate different types of data and to embed
them into planning and review cycles. '

When asked whether they had encountered any difficulties in using
performance data, 132 primary subject coordinators (a third of those who
responded) and 32 secondary heads of department (47 per cent of
respondents) reported having experienced one or more problems. These
teachers were asked to identify those types of data which had caused them
problems and also to indicate the nature of their difficulties.

5.1 Difficulties with data

Tables 17 and 18 below show that, on the whole, similar proportions of
primary and secondary teachers reported difficulties with the same types of
data. For example, 24 per cent of primary school respondents and 22 per
cent of secondary school teachers reported having difficulties in making
use of their school’s PANDA report. There were also no major differences
in teachers’ views of the Autumn Package and LEA-produced data, in this
respect.

In contrast only four per cent of primary school subject coordinators
encountered problems using key stage 2 data, compared to almost a third
{29 per cent) of heads of department in secondary schools. This undoubtedly
reflects the fact that primary teachers will have less need to use key stage 2
data than secondary teachers,

PANDA reports presented the greatest difficulties for those primary teachers
who responded to the questionnaire {24 per cent), with the Auturmn Package
causing difficulties for 17 per cent. [t was evident from the data that the
use of key stage results and data produced by schools themselves was
relatively unproblematic in primary schools.

37




A REVOLUTION IN THE USE OF DATA?

Table 17. Types of data that have caused diffiéulties for primary school subject

cootdinators
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§ School-produced data 2
; Other 2
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Tabie 18. Types of data that have caused difficulties for secondary school heads

of department
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With reference to the secondary school responses, it was clear that heads of
department had encountered more difficulties with key stage results and
other ‘publicly available’ data (the Autumn Package and PANDAS) than
they had with commercial data such as Yellis and CAT scores and data
provided by their own LEA or school.
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Having identified the types of data that had proved to be problematic for
teachers, it was important to attempt to uncover information about the nature
of these difficulties. Table 19 below presents survey responses to a question
asking what the causes of the difficulties in using data had been.

Table 18. Reasons for difficulties in using performance data

B A A B S B A B e

. Primary school Secondary school

% respondents respondents

; Reasons for difﬁcuity % %

. Lack of time 37 47

| Lack of training 23 | 29
Poor presentation of data 9 ‘ 24
Lack of access to ICT facilities 9 19 .
Being given data too late 7 34 ;;
Inappropriate ICT hardware 6 12 g
Receiving too little data . 3 : 18 %
Other 15 ' 25 f
No response 46 : 24 %
N : 400 68 ¢

e e s e

e

Move than one answer could be given so percentages do not sum to 100

It can be seen from Table 19 that a lack of time to use data and a lack of
training on how to use performance data were the two main reported
difficulties for both primary and secondary school staff. It was also evident
from the survey that other practical problems were causing concern in
secondary schools:

¢  just over a third (34 per cent) of secondary heads of department felt
that data were not made available quickly enough;

# 24 per cent reported difficulties with the ways in which data was
presented;

¢  around a fifth complained of the lack of access to ICT facilities (19
per cent) or that they had not received enough performance data (18
per cent).

These issues did not appear to present problems to the same extent in primary
schools. This is not surprising given that primary schools tend to be smaller
than secondaries, and therefore the circulation of data will normally be
easier.

Of those respondents identifying ‘other’ reasons for their difficulties in
using performance data, the most frequently identified problems were as
follows: ' :

¢  issues to do with the perceived unreliability or contradictory nature
of the data (18 respondents);
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¢  complaints that the available data did not meet the needs of small
schools (12 primary school respondents);

¢ complaints that performance data did not always fairly represent the
school’s achievements (11 respondents).

The interview discussions broadly reflected the picture that emerged from
the survey data; however the in-depth interviews uncovered some additional
concerns amongst school staff. In this respect, it is important to note that
there were some differences in the issues identified by schools and those
highlighted by LEAs. In particular, overcoming negative attitudes towards
performance data amongst some teachers was considered to be a prime
concern for LEA officers, while this was not felt to be such a significant
challenge for schools. The specific issues identified were as follows:

¢ timing issues
difficulties with systems for analysing and disseminating data
problems with the relevance and reliability of data

lack of time to analyse and use data

> @ < 9

further requirements for LEA support.

These are discussed further below.

5.2 Timing issues
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The timeliness of performance data is of great importance to schools,
especially if it is to be used in meaningful ways to inform curriculum
planming, target setting and reviews of pupil, teacher, departmental and
whole-schoo! performance. As has already been reported, there were
concerns amongst secondary school heads of department and LEA officers
(see Section 2.1) that data arrives too late to be really useful as a contribution
to these processes. Evidence from the interviews supports this view: staff
in seven of the schools visited highlighted timing as a problem. The need
to process data as it arrives from schools and to disseminate national, local
and school data as quickly and conveniently as possible was clearly
recognised as a challenge by both school managers and LEA personnel.

In most cases, LEAs were able to provide schools with data during October;
however, there were exceptions, with one school reporting having had to
wait until March to receive value-added data. Some LEAs were clearly
finding it difficult to produce data packages quickly enough to meet schools’
needs. One LEA information officer described the weeks between national
data being published and sending data to schools as follows: ‘It feels like a
tremendous rush between getting data [in] and getting data out quickly
enough to be of use in the current school year.’
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While it was clear that a great deal of effort was being made by LEAs to
produce data for schools as close to the start of the autumn term as possible,
interviews with school staff suggested that much of the review and planning
work undertaken by school senior managers, key stage coordinators and
heads of department takes place during the summer break using their own
key stage results. Clearly this level of analysis can only make use of in-
school and LEA data: PANDAs and the Autumn Package, inevitably, can
only be used later, in the autumn.

5.3 Systems for analysing and disseminating data

By and large, the LEAs featured in this research had well-developed systems
for collecting, analysing and disseminating data, which had been reviewed
and refined over a number of years (with the exception of the unitary
authority, which was understandably still in the early stages of developing
systems). In contrast, however, there were wide variations in schools’
practices for managing and disseminating the data they were receiving from
different sources, at different times and in different formats.

Findings from the interviews point to concerns among both LEA and school
personnel about variations in school systems and particularly in the use of
ICT to support data analysis and dissemination. Difficulties appear to arise
for three reasons:

¢ schools do not have the appropriate hardware and/or sofiware
¢ cven where ICT systems are available, access can be limited

¢  some teachers lack the skills to make use of the equipment.

These practical difficulties were also raised by teachers in the surveys, and
it appears that while the management of data was not felt to be a problem in
the majority of schools visited, in those schools where provision or skills
were lacking, the impact was significant.

In some schools, teachers had had difficulty using the Autumn Package.
One school asked its LEA for help with the Autumn Package, but officers
were unable to help because they themselves had not received anything
relating to this package. Schools were also grappling with wider problems
of collating data from different sources (paper and electronic) in an effort
to streamline analysis and dissemination processes.

These data systems and storage issues were felt acutely, for example, among
teachers in the unitary authority visited by the research team. In some
schools, data was produced only on paper: ‘We are not doing it in a
technically efficient advanced way — still paper!” Another headteacher,
who was candid in his admission that the school had made very little use of
performance data, remarked that: “We are developing a better system of
storage. It{assessment] has been in teachers’ markbooks rather than easily
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accessible.” Such fragmentation and restriction of information clearly makes
it difficult for teachers to share their assessments and to open up a dialogue
about pupils’ performance in different areas of the curriculum — information
which, if available, can prove valuable for identifying areas of the
curriculum, groups of pupils or individuals who may be causing concern.

5.4 Relevance and reliability of data
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Given the increasing amounts and different types of data currently available
and the limited time that teachers have to make use of this data, it is important
that school staff should be confident that what they receive provides an
accurate picture of their pupils’ performance and that it meets their needs,
in terms of planning, target sefting and so on. The interview responses
suggested that teachers do largely have confidence in the data that is
provided. If, however, teachers do not have confidence in the data or do
not see the relevance of it to their school, then the data is of limited use. As
one headteacher commented: ‘Masses of data don t mean a thing if teachers
don 't think it is useful’.

Many of the issues related to the relevance of data centred around the use
by LEAs of benchmarks, either local or national, to compare schools against
other ‘like’ schools. Usually this was done by placing schools in bands
according to the proportions of pupils entitled to free school meals (FSM).
There were some comments about the relevance and meaningfulness of the
FSM criterion. Teachers in one school echoed the views of teachers
elsewhere when they said that schools which are deemed similar in terms
of their FSM may in fact have very different characteristics. Sometimes,
had a school’s FSM been one per cent higher or lower, they would have
been placed in a different benchmark band, which would have given a very
different ‘picture’ of their relative performance.

The headteacher of a school with high academic performance was also
critical of what her PANDA report could tell her, given that almost all of
her students achieved five GCSE grades at A*-C: [t doesn ¥ tell me how
much firther I can go!” Another headteacher, this time from the primary
sector, was very critical of PANDA reports: ‘PANDAs are disgusting. They
are cold and impersonal. They give unnecessary data, which makes me

Sume!”

These examples highlighted the difficulties facing those involved with
producing school performance data in an effort to meet schools’ individual
needs. A further criticism was raised in relation to an L.EA data pack which
presented the same data in a variety of ways: this had the advantage of
enabling schools to use the format best suited to them, but also required
teachers to filter out information, which was a time-consuming exercise.

Most data was seen to be relevant — and LEAs had clearly been listening to
teachers’ views about what statistical information was most useful to them,
but there was also some evidence to suggest that certain types of data were
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not felt to be helpful because teachers were unclear as to what they might
mean or how they could best use such information. One teacher pointed to
the need for LEASs to provide targeted training and guidance: ‘Ifyou speak
the same language as those who have written it [the data pack], you will
understand it!”

A smaller number of interviewees expressed concerns about the reliability
of data, often raising issues, for example, about baseline data. One
respondent, who worked in an infant school, made this point. In her school,
termly meetings of the headteacher, SENCO and class teachers take place
to consider the needs of individual pupils in the light of targets which are
set for the year group. The headteacher felt that it was important that year
group average targets only should be set for Year I pupils, rather than
individual pupil targets. She stressed that: ‘Reception children are not as
ready to learn and so data is unreliable’.

A teacher in a relatively small unitary LEA was also sceptical of the ‘likeness’
of other schools in his authority: ‘It might be helpful to have wider groups...
there are only [a limited number of] secondaries, which begs the question
of how comparable schools are.” In other schools and in two LEAs, there
were concerns about the reliability of key stage 3 data (particularly English
scores) and teacher assessments: ‘I don ¥ think anyone... takes any notice
of them!”

5.5 Lack of time to analyse and use data

Finding time to consider performance data and to feed it into monitoring
and review processes was the most commonly reported difficulty for both
primary and secondary teachers who completed the questionnaires. This
pattern was also evident in the information collected during the qualitative,
interview-based, phase of the project. For most schools, the work of collating
and analysing data takes place outside teachers’ usual working day (and
often during holidays), though a few have made resources available to enable
those responsible for data to have time set aside within the school day: this
tends to be more difficult for primary schools, where teachers do not usually
have non-contact time.

One headteacher of a primary school was very enthusiastic about the value
of performance data, but nevertheless felt pressurised by other demands.
The need to balance competing demands had left her frustrated that progress
in encouraging more of her class teachers to engage in the data was taking
longer than she had hoped: ‘The biggest problem is time. There§ never
enough time to do one thing well before it’s time to do something else.
Everything is getting done, but not as quickly as we’'d like.” Another teacher
also pointed to the time it takes to make judgements about both the figures
and teachers’ own knowledge of their pupils: ‘Jts not just a matter of
collecting data. It'’s engaging with individuals and inevitably time is a
problem.’
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That time, or the lack of it, was an issue for many schools is perhaps
unsurprising. What emerged from the research, however, was the importance
of having in place strategies and systems which minimise the burden on
teachers, and that LEAs should provide relevant and timely data which
teachers can comprehend quickly, using systems which minimise duplication
and errors.

5.6 Further requirements for LEA support
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There was some criticism from a minority of school respondents about the
level of support they received from their LEAs. This was mainly to do
with, firstly, forms and relevance of training provision and, secondly, a
perceived lack of quality in one-to-one support from link advisers. Teachers
expressed some dissatisfaction about the focus of training, reporting that
they wanted to develop their skills in using data rather than their
understanding of it. For example, one headteacher described how the LEA
had focused on outlining what types of data they provided (benchmarks,
value-added figures, and so on) rather than on how to use data to identify
areas for improvement. ‘We need to know what it means and what to do
about it!’ said another headteacher interviewee.

There were also practical problems, particularly in arranging training for
governors, who often had other professional responsibilities: *We usually
get such short notice or they 're [training sessions) during working hours.’
Teachers from the same authority were also critical that the LEA did not
have a uniform system for producing data, which meant that different types
of information (on gender and ethnicity, for example) was generated by
different departments and disseminated at different times of the year. There
were also complaints about ‘the problem of repeated requests [for
information] from the LEA’.

It should be stressed that, in general, the support provided by LEA advisory
services was widely appreciated. However, one authority featured in the
research attracted criticism from teachers for not having enough advisers.
They said that at times it was difficult to contact the Assessment Adviser,
who was often unavailable due to a high workload. Relations with link
advisers were also said to be poor. In three of the four schools visited in
this authority, teachers were unhappy with the relationship they had with
their adviser. One headteacher described an unproductive meeting as
follows:

I just talked at her for three hours. I was having to defend members
of my staff. All that was looked at was the data and not the reasons
behind it. It would be useful to use the link adviser as a sounding
board. 1feel I'm having to justify all the time. It § judgemental so
there's a lot I would never say, because judgements would be made
on it,




ISSUES AND CHALLENGES

A governor from another school in this authority was also concerned that
the school was receiving conflicting messages from advisers, and he hinted
at conflicts within an organisation where link advisers appear to hold more
authority than subject advisers:

We have had contradictory advice from a literacy adviser and our
link adviser, which is unhelpful in the extreme! We value the
literacy, numeracy and SEN advisers much more [than link
advisers]. They re not a cohesive bunch... you feel you may as
well just get on and do it yourself.
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6. RECOMMENDATIONS AND

6.1
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CONCLUSIONS

What does all this mean for LEA and school staff who use pupil performance
data? What messages came out of the research that would help to inform
the future use of pupil data? This chapter takes an overview of the survey
and interview data and presents a number of recommendations for LEA
and school staff.

Recommendations for LEAs

It was clear from the questionnaire survey responses and the mterviews
with senior school staff that schools were, on the whole, satisfied with and
appreciative of the statistical services provided by their LEAs. Some were
very enthusiastic, noting the usefulness of, for example, value-added data
and comparative information based on ‘families’ of schools. However,
there were a number of suggestions from our respondents about how LEASs
might be able to enhance their role in relation to the collection, analysis
and dissemination of pupil performance data. These are presented below
as a series of recommendations, supported by LEA officer comments where
appropriate. They are not meant to be prescriptive, and their relevance
will vary across LEAs: they are provided as a stimulus for discussion on
how the provision of pupil performance data for schools might be improved.

&  Consider simplifying and streamlining the presentation of data to
schools, Aim for simplicity in data collection and presentation. Ensure
that data is presented in efficient and accessible ways and, additionally,
{ry to ensure that where possible only relevant data is presented: ‘We...
need to make sure that we only produce usable data, striking a balance,
making sure that schools have what they need; you don't want to
produce stuff that goes in a cupboard’; ‘It is no use putting complicated
stuff on OHTs. I'm convinced the simplest things are the best’.

¢  Look carefully at the fiming of the production of data packages. To
a large extent, of course, LEA officers are constrained by national
time cycles of data production and target setting, but in the view of
some of our teacher respondents, there may be some room for
improving the timeliness of data provision, support and guidance at
local levels.

¢  Encourage schools to conduct dialogues and to share good practice.
Of course, the drive for this may need to come from schools themselves,
but LEA officers, with their overview of schools in the locality, could
help: ‘Sharing good practice [in the use of data] between strong and
weak schools would help’; *We could pick out more examples of good
practice’.
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¢ Consult regularly with, and encourage feedback from, the users of
your data. There were strong signs that good practice in data provision
and analysis was associated with regular feedback. Systems were
stronger and procedures were more relevant where there was regular
communication between teachers, advisers and LEA officers, and where
evaluation of LEA processes was taking place.

¢  Consider how best to provide (and who to rarget for) training in data
use. There are obvious financial and time constraints on LEA provision,
but it would appear from our respondents’ comments that there may
be a need for more customised training on using data, targeted at middle
managers and classroom teachers, as well as headteachers. Training
should be geared to how data should be used, not what forms it takes.
Support should be ongoing and easily accessible.

¢  Keep a focus on the ‘bigger picture’, on the strategic implications of
school and pupil data. Keep a focus on quality, rather than on service:
‘Don t get sucked into the day-to-day crises. Keep the analytical focus,
stay strategic’; ‘The area of quality assurance will grow. [LEA]
Departments will have growing analytical functions and less service
provision... Quality standards will be important’.

6.2 Recommendations for school staff

Interviewees showed universal agreement in the belief that teachers and
school managers were getting better at using data. As the quotations at the
very beginning of this report show, LEA officers were positive about the
ways in which school managers and other school staff were developing
their uses and understanding of pupil data.

There were, however, some variations on this theme. A few respondents
identified differences between the primary and secondary sectors, or between
senior managers and classroom teachers, or between departments or
curriculum areas. A number of views about how school staff might improve
their use of data emerged from the research findings. Again, these are
presented as ideas for consideration and discussion rather than as
prescriptions for ‘success’: much depends, in any case, upon the context,
culture and procedures of the individual school.

¢ Spread data analysis responsibilities and tasks throughout the school.
It seems that, in the view of many of our respondents, involvement in
the use of performance data, to some degree, should permeate all levels
of a school staffing structure. Headteachers, understandably, have
played a major role to date, but there is evidence that subject
coordinators, heads of department and classroom teachers should all
be involved if data is to be used to best effect. The LEA officer who
stated that “class teachers are the weakest link’, in terms of data analysis
and use, was not alone in taking this view!
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¢ Encourage intra- and inter-school collaboration in data analysis and
use. School management teams may wish to consider possible ways
of providing the space, time and mechanisms required to allow teachers
and departments to talk to each other. Sharing thoughts on the progress
of individuals or groups of pupils is a good way of identifying
underachievement. It is also clear that schools can learn a good deal
from each other about best practice in using and acting upon
performance data.

&  Consider (further) involving pupils in planning their own targets
and achievement levels. Obviously such involvement needs to be
kept simple and relevant, but the resultant dialogues between teachers
and pupils help the latter to focus and to see the objectives of their
work. There may also be motivational benefits within these processes.

¢  Keep in mind the whole picture of pupil performance. Many
respondents were at pains to stress that although pupil performance
data is highly important, it constitutes just one part of the context of
raising achievement levels and improving educational outcomes.
Teacher interviewees, particularly, emphasised the fact that they need
to continue to use their professional judgement, intuition and hunches,
as well as ‘objective’ performance data.

¢  Encourage action on data, as well as accessibility. Several respondents
made the point that it is no good just looking at data; you need to act
upon it. One school interviewee showed the researcher an electronic
spreadsheet which was ‘available to every teacher in the school’, but
at the same time acknowledged that ‘access isn t everything’. Teachers
need to be given time to consider and reflect upon data, to plan who
they are going to target and how they are going to act upon the data.
Senior school staff may wish to consider what mechanisms and
procedures are best for encouraging and facilitating action on
underachievement in their own institutional context.

6.3 Conclusions: keeping data in context
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The interviews conducted for this research pointed to widespread agreement
among school staff that performance data is an important element in their
annual cycle of work. However, interviewees were also keen to place the
use of data in its wider context, seeing it as one part of the picture of their
schools’ performance and as one way of assessing their schools’ strengths
and weaknesses. They were concerned not to place too much emphasis on
examination results and test scores at the expense of other aspects of
children’s wider educational development and experiences.

The headteacher of an inner-city school was keen to place data in context,
not only for her teaching staff, but also for parents and pupils, in an effort to
encourage children (from Reception onwards) to view learning as relevant
to their lives:
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I'm still struggling with unlocking the whole issue of motivating
children who come from environments where education is not seen
as important... the big picture is important; this is what we’re
doing, this is why we ‘re doing it and this is how it links to life.

A further example of ‘putting data in context’ came from the headteacher
of an inner-city primary school. She was considering whether or not to
admit to the school a group of refugee children who had recently arrived in
the area. She said that some staff had expressed a view that the children
should not be admitted because, with their lack of spoken and written
English, they would have a ‘negative effect’ on the school’s performance
statistics. In the end, however, this headteacher felt that it was her duty to
admit these children: ‘Our main duty is to serve the community out there,
" not to try to produce good performance statistics.”

Another interviewee was also concerned not to become over-reliant on
performance data: ‘It would be nice to measure pupils’ development in
other ways. Data is an objective picture, but life is about more things. [
wouldn t want to become data fixated.’

One respondent was very critical of a possible ‘over-reliance on data. Data
can tell you where there is a problem, e.g. writing, but not what the problem
is exactly’. She also stressed that data “should carry a health warning. It
provides onfy a snapshot in time. It can raise issues, but it doesn t give you
the answers’. There was also a worry that LEAs and schools are ‘getting fo
the point where we’re only interested in focusing on what is easily
measurable’, rather than looking at things such as ethos and relationships.

Despite these justifiable words of caution, the great majority of school and
LEA interviewees were positive and enthusiastic about the use of pupil
performance data. LEAs were developing increasingly sophisticated data
analysis packages, and school staff were becoming more and more confident
with using data and setting targets. It is probably reasonable, given the
extent of change in this area in recent years, to describe these developments
as a kind of ‘revolution’.

But the revolution is not yet over; indeed 1t is likely to continue for some
time yet. Developments in the provision of pupil data at the national level,
including the availability of national value-added datasets, along with new
ways of using statistics at local levels, will ensure that the culture and
practicalities of data use will continue to change and to take new directions.
It was clear from the attitudes of our respondents, and the things that they
said, that their view was that the use of pupil performance data to improve
educational outcomes is not something that is going to go away in the near
future.
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Appendix B: LEA senior officer interview schedule

The LEA Role in Data Cellection, Analysis and Use,
and its Impact on Pupil Performance

Interview schedule for LEA personnel

Documentation to be requested:

- Any documentation relating the collection/analysis/use of performance data
which the LEA has developed

- Relevant sections of the Education Development Plan

- Written evidence, if any, of the impact of performance data on pupil
performance

1.  TheLEA Context
Name and type of LEA: location, size etc.

Characteristics of pupil intake and any particular features of the community served by
the LEA which influence its work

Characteristics of school organisation within the LEA which need to be taken account
of.

2. Performance Patterns
Where has the lead come from on school improvement/raising attainment in the LEA?

- advisory/inspection unit
- CEO
- data analysis unit
- councillor
What are the key areas of success and under-performance in the LEA as a whole?

Has the LEA undergone the Ofsted inspection process yet? If yes, what were the main
findings?

What aspects of pupil performance has the LEA been secking to improve? In which key
stages/subject arcas?

What are the LEA’s performance targets for KS2 and KS4?7 How well does this average
relate to the actual spread of school-level perfonmance targets?
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How far have standards of attainment improved - for which group(s) of students/
subjects?

Do you expect these improvements to be maintained next year/in the longer term?

Are there any areas where progress has been disappointing? If so, what reasons can be
adduced for this?

What forms of consultation with schools are used?

Do schools feel sufficiently involved in the process of data collection and analysis? Is
there a culture of ‘ownership’ in schools? Are there any schools ‘outside the circle’ (e.g.
ex-GM schools). Why?

3. The production of data

What types and levels of performance and other e.g. contextual, data are produced
by the LEA for schools?
Prompts: degree of disaggregation in terms of gender, ethnicity, SATs/value added

Is all the LEA’s performance data based on statutory tests/produced in-house or are
any optional services ‘bought-in’ by the LEA? (e.g. CATs, YELLIS). Do any
individual schools buy in services?

What else in terms of data and information should be provided at LEA level?

What guidance materials has the LEA produced to support schools on, for example:
- target-setting
- using data for raising attainment
- identifying patterns of under-achievement and those students most at risk?

How useful are national data sets? What else should be provided at a national level?

4. Use of performance data

How well is the production, accessibility and use of attainment data on pupils as the
enter Year 7 coordinated by the LEA?

Do these data enable schools to establish appropriate curriculum design and pupil
groupings?

How, and how well, is performance data used to identify areas for improvement?

What training and support in using data is given by the LEA, by whom, to whom and
in what form? Whose responsibility is it to help school SMTs interpret and work with
their data?
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Are there any other forms of data analysis, support/training that the LEA should
provide for schools?

How is the production of data linked to LEA strategies and support for school
improvement?

To what extent is there coherence and coordination across LEA services?
How well does the timing and production of data complement dissemination?
Do schools perceive the LEA to be giving coherent messages in these areas?

How widespread is the use of performance data within schools? What do staff use it
for?

Prompt: monitoring and tracking individual progress, diagnosing learning needs,
identifving areas for curriculum development/staff development

What monitoring and evaluation strategies has the LEA put in place to review the
impact of its performance data package?

How do you know that schools make use of data?

What, if any, constraints have been encountered in schools’ use of performance
data?

What more do schools and the LEA need to do to maximise the impact of the data?
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Appendix C: Senior school manager interview schedule

The LEA Role in Data Collection, Analysis and Use
and its Impact on Pupil Performance

Interview Schedule for School Senior Managers

1. The school context and background information
The type and status of school: age range of pupils, staffing profile etc.

The nature of the pupil intake and any particular features of the community served by
the school which influence its work. '

Which member of staff has overall responsibility for performance data in your
school? What is their role?

What is your own role in the process of analysing and using performance data? What
are you other duties?

2. Colleeting Performance Data

Does the LEA ask you to provide information other than that which is statutory, in order
for them to produce performance data? What types of information?

Have you (or any teachers/governors) been consulted by the LEA as to the type(s) of
data that would be of use to you as a school?

If yes, what form has this consultation process taken?

If no, would you like to be more involved in the process?

3. Provision of Performance Data

What types of performance and other e.g. contextual, data are produced by the LEA
for your school? What exactly does your LEA provide?

Prompts: degree of disaggregation in terms of gender, ethnicity, SATS, value added.

Is all the LEA’s performance data based on statutory tests, produced in-house or are
any optional services ‘bought in’ by the LEA (e.g. CATs, YELLIS).

Do you, as a school, ‘buy in’ or receive any other types of performance data?

What else, in terms of data and information would you like to see provided by the
LEA?
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4. Using Performance Data

Which other members of staff and governor have responsibility for performance data?
What is their role in making use of the data?
Prompts: analysis, distribution to staff, training efc.

Which other members of staff and governors make use of the performance data
provided by the LEA?

What types of data do they use, and for what purpose?
Prompt: monitoring and tracking individual progress, diagnosing learning needs,
identifying areas for curriculum development/staff development.

How, and how well, is performance data used to identify areas for improvement?

Have there been changes in the ways in which performance data is thought of and
used in school in recent years? In what ways? By whom?

How closely do aspects of the schools” performance identified as being in need of
improvement match with the work of the LEA?

How well does the timing and dissemination of data from the LEA complement the
planning and review cycles in your school?

To what extent do you feel there is coherence and coordination across LEA
departments and/or services? Do you perceive the LEA to be giving coherent
messages”?

How useful are national data sets to vou as a school? What else could be provided at a
national level?

S, Support from the LEA

Have you (or any other members of staff) received any written guidance from the
LEA to support you in the use of performance data? How helpful has this been?
Prompt: on target-setting, raising attainment, identifying patterns of
underachievement eic. '

What type(s)/level(s) of training and/or support in using performance data have you
received from the LEA?

To what extent has this met your needs? Are there areas in which you feel you would
benefit from further training?

What types of training and/or support have other members of teaching staff and
governors received from the LEA to help them understand and make use of
performance data?
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How useful, in your view, has training for other staff been? In what ways, if at all
could the support for staff be improved upon by the LEA?

Are you (or other members of staff) able to contact the LEA on an ad hoc basis to
discuss particular issues as they arise? Who would you contact in the LEA?

If not, would it be helpful to you to be able to contact the LEA as needs arise?

6.  Impact on Pupil Performance

How far do you believe the use of performance data is helpmg to raise pupil
attainment? -

What evidence do you use to measure improvements?

Are there areas of pupil performance where you consider progress to have been
disappointing? If so, what reasons can you adduce for this?

7. Summing up

Have you encountered any ¢ cohstfamts in understanding and/or making use of the
performance data provided by the LEA? Why? How (1f at all) have these dlfﬁcumes
been overcome? 1h

What more do LEAs and schools need to do to maximise the impact of performance
data on pupils’ performance? :
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Appendix D: Primary school subject coordinator’s questionnaire

Survey of Subject Coordinators in Primary Schools

o A e e N A S R e A R A AR WW.&WE&&&?%
B

Your Local Education Authority (LEA) has agreed to participate in this research project,
which aims to explore the ways in which LEAs support schools to use performance data.
A questionnaire is being sent to mathematics, science and English coordinators/Heads of
Department in a sample of secondary and primary schools in eight LEAs. Your responses
are very important in helping us to understand how performance data are used at
departmental and school level. They will also assist us in identifying examples of good
practice and the key issues and problems associated with the ways in which LEAs support
schools to understand and use performance data.

We assure you that your answers will be treated CONFIDENTIALLY.

Your cooperation and effort in completing this questionnalre are greatly appreciated.

Mathematics

: Science

© National Foundation for Educational Research, The Mere, Upton Park,
Slough, Berks. SL1 2DQ. Tel: (01753) 695800
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Over 60

Years 1 &2

* Years 3-6

: Urban

Suburban

- Inner-city

. Rural

Foundation school

Local Authority
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Overall tendency towards high attainment

Overall tendency towards low attainment

Overall tendency towards the middle range of
attainment

Complete spread of attainment

:'Secﬁon B. Using performance data
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Key Stage 1 results

Key Stage 2 results
PANDA
Autumn Package

; LEA-produced data

School-produced data

Raseline tests
- PIPS
Other (please specify)

ey Stage 1 results

Key Stage 2 results
 PANDA
| Autumn Package

~ LEA-produced data

- School-produced data

 Baseline tests
~ PIPS
- Other (please specify)
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Data for cluster groups

Comparisons between your school and other:

in the LEA

National comparisons

- Other (please specify)
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'PANDA
“ Autumn package
LEA-produced data
School-produced data
Baseline tests

PIPS

Key Stage 1 results

Key Stage 2 results

Other (please specify)
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The whole school

Year groups

Key Stage 1

Key Stage 2

Individual pupils

Pupils with Special Educational Need
(Gender groups

Ethnic groups

Other (please specify)

Improvement planning
Professional development
Curriculum planning

Lesson planning

Analysis of year-on-year performance

Target setting reviews
Reports to governors

Reports to parents

Other (please specify)
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Key Stage 1 results
Key Stage 2 results
PANDA

Autumn Package
LEA-produced data

School-produced data

Baseline tests
PIPS
Other (please specify)
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Lack of training

Lack of time

Poor presentation of data
Receiving too little data

Lack of access to ICT facilities
Inappropriate ICT hardware
Being given data too late

Other (please specify)
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Section C. The support and fraining you receive

- Whole staff tréining (INSET)

A ‘one-off” course

An on-going programme of support

Other (please specify)
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No

In part

Not sure
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ection D.

- Data is useful to help set targets

- Data is useful for curriculum planning

: Data is widely used by all staff in my
- school

' The school has good systems for

The school has good systems for
nalysing data

- There is not enough helpful
erformance data in my school

The school has good systems for
- disseminating data to staff

Data is given to me at the right time to

nable me to use it effectively
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Appendix E: Secondary school head of department’s questionnaire

e e R

Your Local Education Authority (LEA) has agreed to participate in this research project,
" which aims to explore the ways in which LEAs support schools to use performance data.
A questionnaire is being sent to mathematics, science and English coordinators/Heads of
. Department in a sample of secondary and primary schools in eight LEAs. Your responses
are very important in helping us to understand how performance data are used at
- departmental and school level. They will also assist us in identifying examples of good
practice and the key issues and problems associated with the ways in which LEAs support
. schools to understand and use performance data.

.J We assure you that your answers will be treated CONFIDENTIALLY.

. Your cooperation and effort in completing this questionnaire are greatiy appreciated.

En ghsh
Mathematics

- Science

© National Foundation for Educational Research, The Mere, Upton Park,
Slough, Berks. SLI 2DQ. Tel: (01753) 695800
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 Foundation school

Local Authority




Urban
Suburban
Inner-city

Rural

Overall tendency towards high attainment
Overall tendency towards low attainment

Overall tendency towards the middle range of
attainment

Complete spread of attainment

APPENDICES
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- Key Stage 2 Results Analysis

Key Stage 3 Results Analysis
GCSE results
- PANDA

Autumn Package
CATs scores
. MIDYIS
. YELLIS
LEA-produced data
- School-produced data

QOther (please specify)

- Key Stage 2 Results Analysis

Key Stage 3 Results Analysis

. PANDA
© Autumn Package
- CATsscores

LEA-produced data

School-produced data
Other (please specify)
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~ Data for cluster groups

- Comparisons between your school and others ST
- inthe LEA o

. National comparisons

Other (please specify)

‘f Kéy Stage? r.eslulllts“ R

Key Stage 3 results

. GCSE results
- PANDA

Autumn package

CATs scores

 MIDYIS
YELLIS
LEA-produced data

School-produced data

Other (please specify)
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- The whole school
Year groups
Key Stage 3
Key Stage 4

- Individual pupils

Pupils with Special Educational Needs

~ Gender groups

- Ethnic groups

VOther (please Speczﬁ))

Improvement planning

Professional development
Curriculum planning

Lesson planning

- Analysis of year-on-year performance

- Target setting reviews

- Reports to parents




APPENDICES

Key Stage 2 results
Key Stage 3 results
GCSE results

LEA-produced data

- School-produced data
© Other (please specify)
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Lack of training

Lack of time

Poor presentation of data
Receiving too little data

Lack of access to ICT facilities
Inappropriate ICT hardware
Being given data too late

Other (pledse specify)
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 one box only).

Very helpful
Helpful
Unhelpful
Very unhelpful

Whole sfaff trammg (INSET) -
A ‘one-off” course
An on-going programme of support

Other (please specify)
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SectionD.  Your views about performanc

Data is useful to help set targets

Data is useful for curriculum planning

' Data is widely used by all staff in my T
i school C

- The school has good systems for
“collecting data

The school has good systems for
- analysing data

There is not enough helpful
- performance data in my school

The school has good systems for
 disseminating data to staff

Data is given to me at the right time to =
- enable me to use it effectively
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