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ABSTRACT

In Australia, traditionally a wide range of measuhave been used to identify
academically successful schools. The mix of thesasures has varied from state to
state. But recently, added to this mix, and perlg®ming the most influential
factor, has been the examination results of setimtents. These have become far
more available to the prospective parents and gavgibodies. They are used to
gauge the ranking of the school, and to whethegrparcan expect their children to
gain entry into the more prestigious tertiary peogs available. But these scores are
also being used to rank staff, and in turn, theliqy of staff becomes yet another
factor in identifying an academically successfiiea. In other words, the notion of
high stakes testing is gaining wide spread usesaat forms of schooling in

Australia, including State, Independent and Cathathools.

This thesis is about teachers in academically sstekeChristian Brothers’ schools. It
is an interpretive study that seeks to understanwdthese teachers respond to this
form of assessment: high stakes testing. Theiroresgs include emotional responses,
how they change their teaching style and how tlee}dbout teaching in Christian
Brothers’ schools striving for academic successhiresearch | interviewed
teachers and administrators at three academiaadlyessful Christian Brothers’
schools in three different states in Australiaeveloped three cases from these
interviews and document searches, one drawn fram &zhool, that indicate the
range of issues that emerged, for them, as teachacademically successful

Christian Brothers’ schools.



The specific use of high stakes testing was fdoruk very different in each of the
schools. One school used high stakes testing asauntability measure for staff,
another used it as an accountability measure folesits, and the third had no history
of using high stakes testing. The study concludasdcademic excellence can be
achieved in Christian Brothers’ schools whilst remray faithful to the ethos that
underpins these schools: the Charism of Edmund Bigaificant factors in the
determination of the successful implementationigh Istakes testing in these schools
were found to be: the effect of senior managemefitience of the media; the
influence of culture; and changing culture andritbture of the schools. The thesis
concludes with a blueprint for a hypothetical Ctais Brothers’ school to follow that

may lead to academic success.
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CHAPTER 1

THE RESEARCH DEFINED

1.1 Introduction to Research

Transition points in any education system areaaithodes for the system as a whole,
but equally for those students who make the joutheyugh these nodes. Typically at
senior levels of a system, this transition reliessome type of assessment of students’
ability. In Australia in the final year of seconglaachooling, this is the case. In recent
times, the results of this form of assessment basmy been used to gauge the
quality of students. In the 1980s, final year assest results also began to be used to
list schools publicly on so called “league tablégaality”. More recently these

results have been used at a third level: as a gafupe quality of staff. Such a

practice is one element of a movement termed “btgkes testing”.

The high stakes testing movement has emerged friooayaof work on ‘quality
schooling’. The issue of quality schooling has higamfluenced the Australian
educational climate, in which these schools actyiisthe educational climate in
many other OECD countries. Furthermore, in thelasyears ‘quality teaching’ has
emerged as central to ensuring quality schoolinglicstudents. Consequently,
measures have been taken to evaluate and enscherteaality, which, reportedly,
has wide reaching effects. A central pillar of imyng teacher quality within the
high stakes testing movement is the use of dat@liassessment. At its simplest
level, high stakes testing utilities the scoresefior students in order to assess the

performance of their teachers.



In Australia, traditionally a wide range of measuhave been used to identify
academically successful schools. The mix of thesasures has varied from state to
state. But recently, added to this mix and perlme®ming the most influential factor
has been the examination results of senior studéhese have become far more
available to the prospective parents and governotlies. They are used to gauge the
ranking of the school, as to whether parents cpe&xheir children to gain entry

into the more prestigious tertiary programs avadalBut these scores are also being
used to rank staff, and in turn, the ‘quality’ tdf§ becomes yet another factor in
identifying an academically successful school.tlmeo words, the notion of high
stakes testing is gaining wide spread use acrbf&srais of schooling in Australia,

including State, Independent and Catholic schools.

Teachers can find this form of assessment extrestsdgsful and the motivational
effects can be negative. It is widely reported #@iools can change their curriculum
and assessment procedures to increase their sgaest high stakes testing criteria
to the detriment of the student’s educational ouies (Amrein & Berliner, 2002a).
Students can also experience a wide range of negeffiects as result of the use of
high stakes testing. They may be drilled to congptests at the expense of skills, such
as practical or laboratory skills that are mord&alidt or time consuming to test.
However, there is a smaller, yet significant boflyork that suggests the contrary
(Wolf & Wolf, 2002). This research highlights incegal motivational effects amongst
staff and improved educational outcomes in somaestbodies. It is against this

backdrop of high stakes testing that this rese@rcbnducted.



In Australia there are a myriad of both Christia &lon-Christian denominations
which have founded and continue to run non-Goventreehools. With many of
these non-government schools, high stakes testiadgpéen embraced. The research
focuses on schools founded by the Christian Brethaar order of religious dedicated
to education and originating in Ireland. These sthare thus influenced by not only
a current education climate focused on teacheitgwald accountability, but also the
Christian Brothers’ tradition elucidated in docurtsesuch a3 he Charter(2004),
which describes the cultural characteristics atimt of Christian Brothers’ schools.
Teachers in Christian Brothers’ schools are calbefdllow the cultural characteristics
at the heart of a Christian Brothers’ school. Thedsaracteristics have been identified
to ensure that the day-to-day activity of thesesthis informed by the message of
the founder of the Christian Brothers, the Bledsdohund Rice. His Charism calls
teachers in Christian Brothers’ schools in a unieyag based on his philosophy of
teaching, formed in Ireland of the nineteenth cgntlihe Charism calls teachers to
firstly encourage pupils to strive for scholastic@lence in a disciplined atmosphere;
secondly offer a religious dimension that perme#tesntire education available to
their pupils; cultivate a strong devotion to Mattye Mother of God; have a clear
emphasis for the care and concern for each indaishuthe school community; and
demonstrate a particular concern for the poor. lEhexpressed through service
learning activities, where students are asked touganto the community to feed the

homeless, provide company for the elderly and rfaisds for overseas development.

Clearly then, teachers at Christian Brothers’ sthbave a number of influences on
them, that include not only the call of the Charsihtdmund Rice, but also the

pressures of high stakes testing. The effect @nabtnation of these influences in a



single school is under-researched. While theresange synergies with one element of
the Charism emphasizing academic excellence, otimturing elements may be seen

as in opposition to a school taking seriously Istgkes testing.

As a past Head of Science and now Head of HougseeaChristian Brothers’ school,
| am acutely aware of a number of changes that haga made at the systemic,
pedagogical, curriculum and assessment levels ghiaut my school over the last 10
years. My personal pedagogy has changed dramgtmadt this last decade as a
consequence of the school’s pursuit of academicessc | have found the way in
which teachers have been managed to adopt percaivedssful practices of great
interest. Consequently, | became interested in ditnver Christian Brothers’ schools
have achieved academic success and, in partieut@ther they had used high stakes
testing, and if so how the staff had respondedciEeihis an interest in the response
of staff that teach in Christian Brothers’ schoslso seek academic success using
high stakes testing, and the management by the@#olleadership Teams in these

colleges, which motivates this research.

In summary, this research is about teachers. Spaltyf these teachers are senior
staff members of the highest academically achie@hgstian Brothers’ schools in
their state or region. To varying degrees, theBeds assess their teachers using the
scores of their Year 12 students; that is, theyvasations of high stakes testing. It is
an interpretive study that seeks to understandthevgenior teachers at these schools

respond to this form of assessment; that is, higkes testing.



1.2 The Schools

The three academically successful Christian Brégrsshools which form the
research sites for this study into the senior teegtliesponses to high stakes testing
were: CBC Adelaide in South Australia; CBC Brisbam@ueensland and CBC
Melbourne in Victoria. CBC Adelaide is a prepargtt year 12 boys’ school of
approximately 1300 students, whilst CBC Brisbana year 5 to year 12 boys’ school
of approximately 1200 students. CBC Melbourne esgmeparatory to Year 12 boy’s

school of approximately 1400 students.

Central to the operation of the schools has beeCtiristian Brothers working within
the Charism of Edmund Rice. Arising from the Greaitd for gift, Charism is

defined as a gift of grace given to people of féatldevelop and renew people of God.
Imbued with this Charism, Christian Brothers havgtly endeavoured to bring
students to the faith, and secondly educate thenthé& number of Christian Brothers
that were active in schools decreased, lay (thabmsreligious) teachers and
Principals have taken on their role. Lay teacheastising at Christian Brothers’
schools are charged with the task of carrying beir tdaily work in a Charismatic

environment; that is staying faithful to the messagd example of Edmund Rice.

Since the first school was opened by Edmund Ride802, the Congregation of
Christian Brothers has grown to 1900 schools ic@®ntries. The first Australian
school was opened in Sydney in 1843 and sincdithat the Christian Brothers have
moulded generations of students. The first schiomaght education to the

disadvantaged in the community, largely the immg@atholic communities. But



gradually the Christian Brothers have opened dehbat cater for the full spectrum

of society, encompassing the whole socio-econoarige.

Each of the three schools in this study is an éswceschool by most measures. Each
school has a dynamic lay Headmaster and a stragyitey staff. Their facilities are
of the highest order; their teachers are well djgdliand committed, and their
education is broad and extremely well supportegbalmicular, the schools have
magnificent grounds and facilities including spagtiand performing arts spaces.
Hence it is no surprise that they have each actiesmarkable success on the sports
field across both summer and winter seasons, amde innovative and proactive
performing arts faculties. They all have very adeghpastoral care protocols and
service learning programs where boys work in thaeroanity with the disadvantaged.
They have all produced high profile members ofabmunity including leaders in
the world of business, politics, the law and acadeitheir academic record is
excellent in each state when compared with otheis@mn Brothers’ schools, other

Catholic schools, and indeed, other Independenfaitdic (state) schools.

Whilst there are significant differences in apptohetween the schools, they are all
outstanding Catholic Boys Schools in the tradinbthe Christian Brothers.

However, this research will consider these schewxtellent using only one aspect of
the school, academic achievement as defined bydbres of their senior students. |
have not looked at the value added assessmenly plueaaw scores of the school as
compared with all other Catholic, Independent atadeSschools. The schools chosen
for this study are not only the academically higleehieving Christian Brother’s

Schools, but also very high achieving schools bydascription.



1.3Identification of Research Questions

Teachers in Christian Brothers Schools are sulbjegthuge number of influences.
The teachers and administrators are continuallyimgadtecisions about future
directions; they are constructing their own reatitya daily basis. Their attitudes and
perceptions are formed and reformed by externaluditiderived from parents,
principals, senior management, and the Charismpiirameates their school. | will
concentrate on four foci in this study, the jusaition of which are developed in

subsequent chapters.

Firstly, | seek to investigate senior teacherpoeses in this atmosphere of change,
challenge and construction, specifically the uskigl stakes testing. | will look at

any changes they have made to their teaching stylpsactice, whether the are
“teaching to the test” in all its various guisesuill investigate any changes made on a
more systemic level to staff professional developimand feedback processes, to
student enrolment to the school and specific caurEleis focus gives a clear
indication of the influence the high stakes teshag had on schools, it's teachers,
and by direct consequence, it’s students. It pewia framework for schools that may
wish to improve their academic results. Informeddbgumentation and interview, it

will provide baseline data for the degree of chaexgabited by a school and its staff.

Secondly, I will highlight how the participants wehese influences, including high
stakes testing. This includes whether they agrée itvin principle, with its methods
or implications, and whether they think it is helpistudents becomes more

academically successful. This focus provides atlerigh which to examine any



changes made by teachers. The degree to whichhsta#fembraced these methods
may have a direct influence on the degree to wthiel have enhanced their teaching.
This focus will enable an understanding to be ghimfehow well the use of high
stakes testing has been managed and to produamaviiork for the use of this data.

It may inform practice in professional developmandl professional feedback
particularly in schools that are seeking to imprtwar academic scores at a senior

level.

Thirdly, I will draw the two major themes togethbat of high stakes testing and the
Charism of Edmund Rice, to illustrate how the resglpressures to achieve
academically are perceived and acted upon by $téféther there is congruence or
dissonance between these pressures, and if sahlegwave been addressed by
individuals and on a school systemic level, willdifemportance within the

discussion.

Finally, if there is dissonance how has it beerrowme? A consideration of this issue
may provide leadership to other schools who semskb/es in a similar context to
one or more of the three schools studied in thogept in the same situation where a
drive for academic success is perceived as beinfgary to the value system of the

institution.

The research questions can therefore be summarized:

1. Have, and if so how have, senior teachers charggd teaching to achieve
academic success in the response to high stakegytestheir school?

2. How do senior teachers perceive methods employedchkieve academic
success in the response to high stakes testitngingchool?



3. Given the Charismatic nature of a Christian Bragh&chool, is there
congruence between the lived experience of thei§ihaand the goals of the
school management as far as high stakes testoonerned?

4. How can methods be employed to improve academiaessc whilst
remaining congruent with lived experience of thea@m of Edmund Rice in
their school?

1.4The study

The purpose of this research was to review therexpee of senior teachers from the
three targeted schools and highlight ways in wheetthers at these Christian
Brother’s schools have achieved academic succélgiveir students without
compromising their lived experience of Edmund Rsdgéharism. Underpinning this
purpose is the belief that teachers and managexshobls can help their students to
achieve academic successes within the framewaoakGifristian Brother's School

committed to the values of Edmund Rice.

Within this study the focus is on senior teach&hese are teachers who teach
students in their final year of secondary schobk $enior students are those who are
taking their final year of schooling and will sitetir leaving examination; for example
the Victorian Certificate of Education (VCE) in Vacia. These teachers, who may
have vast experience or be in their first yeaeathing, teach the most senior

students in the school, and may therefore, be stdge¢o high stakes testing.

The key construct in the study has already beeadoted, high stakes testing. The
term high stakes testing is used to denote thasat®ins where interest in assessment
goes beyond the immediate sphere of educationadume@ent and beyond those

individuals who sit the tests (Messick, 1999). Bxamination results of senior



students determine their entry to tertiary studinto the workplace; hence these
examinations have significant importance for theitieng them. However, the results
of senior students can be used to assess a tetulethe results are used beyond
what they where initially intended for. Managersyrae the data collected from final
examinations to assess teacher’s performance,lbasveport on this data. The term

high stakes testing has been used to describpreémsice.

Although the majority of American studies citedsubsequent chapters refer to the
actual examination being sat by the student abittestakes test, | will speak from

the point of view of the senior teacher who respaiocthe data derived from high
stakes testing. | will therefore use the term raggkes testing to denote the tests given
to Year 12 students that firstly, indicate studssttievement, and secondly, the data
generated from these tests are used to asseseredebr example, the percentage of
students in a class that achieve a Victorian Geaité of Education (VCE) study score
of 40 out of 50, or the percent of a class thatgty High Achievement (VHA) 1 to

10 in the Queensland Certificate of Education (Q@E data that is then used to

gauge the quality of the students’ teachers.

The methodological structure that underpinnedrigggarch study was a collective
case study. The case studies of each of the thhe®ls were undertaken in order to
better understand the phenomena of teacher resptistriving for academic success
in a Charismatic environment. Data collection mdthosed in each of the three case
study schools included: an interview with the Headtar; an interview with the
Director of Studies; interviews with individual senteachers; and relevant

documents regarding achieving academic succesmiair devels and the Charism of

10



Edmund Rice within the lived experience of the sth8pecifically, documents
collection within each case study included: Offigablications such as the College
Prospectus, Handbooks, Year Books, along with dexads to the school community;
memoranda and correspondence concerning achiev@ttpaic success; memoranda
and correspondence concerning the lived experiehEedmund’s Charism in the
school. Analysis of the data followed the interpy@imodel of thematic interpretation,

described by Van Manen (1990).

1.5Significance of the Research

The significance of the study lies in the beligdtthcademic achievement matters in
schools, and that measures employed to promotelitiding high stakes testing, can
provide a major positive impact on the achievenoéisenior students. It will be
argued that teachers of senior students can benefh guided and affirmed if high
stakes testing is used in a formative and sensii@ener. This stance, whilst in no
way decrying the importance of the self-motivatadrihe teacher, argues the
importance of teacher accountability, rewardingcess, and the sensitive use of
formative feedback in a professional context. Mmsv is a contested view. Important
parts of the literature provide another reading iadeéed the contrary view is
suggested by many writers in the field. Chapterdiples both sides of the argument
with the case for not using high stakes data piogidompelling evidence. However,
in the end the overall position taken in this teesipports the sensitive use of
measures for accountability. It is my contentioat tihere is enough evidence to
support the appropriate use of high stakes testiaggiven the implementation of a

number of key moderators such as professional dpredntal and longitudinal use of

11



these data, that high stakes testing can impravedhcational outcomes for senior

students in contexts such as those found in theotsfiorming this research.

The study focuses on a number of issues regarbdegesponse of teachers to
assessment. As Kluger and DeNisi (1996) note, tefwim research in this field,
although spanning back to the early twentieth agntare often contradictory and
seldom straightforward. The conditions or modesafor positive teacher assessment
are poorly understood and go far beyond the viewfgedback interventions improve
performance. This research highlights feedbackvetdions where the two main
moderators, the pressure for academic successarchristian Brothers’ ethos, are
shared amongst a number of schools. This reseael{s o investigate the
congruence of approach between the drive for ssced the lived experience of the
Charism of Edmund Rice in these schools, and whgHiaviating any ensuing
problems. It is therefore of great relevance toi€tian Brothers’ schools who are

addressing such issues.

Schools that are searching for congruence betwgantigular school culture and
their academic aspirations may also be able to dame insights from this research.
The research may illuminate problems that neectovercome, and the vehicles that
may be used to achieve this process. In her Aumtregsearch, Credlin (1999) calls
for more work to be done on the use of rewarddachers. This research will add to
the body of knowledge regarding the benefits ogiseward in terms of positive
feedback and tangible means on the long-term padoce of teachers. The effect of
high stakes testing on a wide population within #aigan schools is also an area
where little research has been performed. Whitstarsch from the United Kingdom

and the United States is well documented, effagth as teaching to the test, teacher

12



disaffection and the narrowing of the curriculuns lyat to be fully investigated here.

This research seeks to fill part of this void im@emic knowledge.

1.6 Positioning the Researcher

A further issue is worth comment in this openingter. This relates to the
researcher. As will be seen in later chaptersdiidy is qualitative in nature, and
within qualitative research the researcher is tisanstrument of research (Patton,
1990). In this regard, Burns (1994) has outlineé 8kills needed by the case study
investigator. The person needs to be able to fatauklevant and precise questions,
to be a good listener, to be adaptive and flextolde able to grasp issues being
studied, and to be open minded in interpretingevig. As the researcher, | am
conscious of, and have attempted to exercise, sielde The degree to which my
abilities as sole researcher have limited or achgad this research can be drawn from
the results. However, | was mindful of followingeocess well trodden by many

other researchers and bringing to bear my abiifyetate and communicate with
others in my profession. Having an in-depth knowkedf the Christian Brothers’
approach to education, and significant experien@Christian Brothers’ school did
enable me to reduce the superficiality of questibias may be asked to get to the core
issues. It helped create a more empathetic int@rgievironment and provided me

with a fundamental appreciation of each school’sivating factors. Having a well-
developed view of the Christian Brothers’ approdobs lead to a potential

significant limitation however. | was aware thaitdeded to be open-minded and resist
the temptation to revert to preconceived ideaspaapidices. | was therefore

pleasantly surprised by a number of outcomes thatradicted my preconceived
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ideas and supported other research findings tkatwed little acknowledgement. |

am cognisant that my view on the use of high stédsting is a minority view. It is a
view that has been developed through practice apdrince both in Australia and
the UK. I have read extensively and have not redthis viewpoint lightly as it has a
polarising effect in educational circles. Indeechsnaf my peers find my views on the
subject quite confronting. Although left wing irrt@es of my own political leanings, |
am aware that | take a conservative and seemirgily wing approach to the use of
high stakes testing. The overwhelming weight aflerce garnered from literature on
the subject of high stakes testing counsels agassse. | contest however that the
way in which these methods are employed and reghorieand the actions that occur
post this intervention that are key moderatingdesct! do not discount the unintended
effects such as extra pressure on staff, howevee| strongly that they can be
significantly reduced by careful management andotreefits to the students far

outweighs the negative effect on staff.

It must also be noted that this is an EdD and rieh2. The research was undertaken
from a professional rather than purely theoretpsabkpective. | am greatly interested
in the management of schools and particularly theagement of schools aiming for
high academic achievement. The research was ukdartes a result of questions |
asked myself regarding the long-term managemestlodols in light of a search for
academic success. | am intrigued by the abilityarhe schools to consistently
achieve high academic outcomes and this reseaatfleshme to get access to some
of these schools. It was enlightening for me asoéepsional educator to get an
appreciation of the systems and processes that sob®ols have put in place.

Moreover, it was through my involvement in Cath@ducation throughout my career
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that | considered the ethos of the colleges intipesThe ability of a school to retain
an overtly spiritual aspect to their education sthstriving for academic success is of
great interest to me, and will inform my own deamsmaking processes as | hope to

move into positions of greater responsibility witlsichools of this nature.

1.7 Outline of Thesis

The next chapter, Chapter 2, reviews relevant aspéthe literature. It is comprised
of two main sections. Firstly there is literatureguality education, which generates a
framework for the research by providing an overvpwast and present
developments in teacher evaluation, particulartyubke of high stakes testing in
teacher evaluation. Secondly, there is the liteeatun the affect these forms of
evaluation have on teachers. This informs the oesaf possible outcomes that can
arise where teachers as evaluated using high stegt@sy and provides the reader
with a clear view of one of the major influencesamior teachers in an academically

successful Christian Brother’s school.

Chapter 3 is a review of literature on the Charigredmund Rice in Christian
Brother’s schools. Firstly, it enables the readegdin a clear conceptual
understanding of the other major influences on@aeachers in academically
successful Christian Brother’s schools. It alsmigines a rationale on which to base
the notion that there may be some dissonance iisti2tr Brother’s school striving

for academic success.
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The blueprint for the collection and analysis @& thata is mapped out in Chapter 4. A
theoretical framework is initially outlined wheltteet epistemology and theoretical
perspectives are discussed. Case study is pressstbd research design. Data
collection methods are explained along with a dpgon of research participants.
Issues associated with trustworthiness and reliyalite also summarized. Data

analysis strategies are then proposed. Finallycatbonsiderations are reviewed.

Chapter 5 provides a step-by-step account of theysis, from the preliminary

descriptive analysis of the text through componeafitthe analytical process to the
representation of the themes that emerged frormtheviews. The first section of this

chapter explains the steps and processes usedksease of the data, with guidance
from the work of Van Manen (1990). It then demoatgts how the analysis was
undertaken and informed by the work of Streubedt @arpenter (1999) and Atkinson
(1996). It includes tables to demonstrate the stepgbe analysis and how themes
were developed from words to concepts and to saméls then themes. It should
therefore be possible for a reader to audit thésaets made throughout the analysis
(Koch, 1994). Finally, themes that are common kg@iools are identified along with

those that are specific to individual schools.

Chapters 6 and 7 bring the thesis to a conclusiochapter 6, the results of the
project are gathered together to answer the rasgaestions and some
recommendations for future research are offeredp(@n 7 develops a different end
point, and presents a range of changes that ceutddale at a fictitious Christian
Brothers’ school that is seeking to improve thedaoaic outcomes of its senior

students whilst remaining congruent to the Chan$fdmund Rice. This chapter
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presents some ideas for future practice for Cangdrothers’ schools and other
denominational schools who seek academic succats atthering to their founding

religious principles.

In summary, this research is about three groupsamhers. They teach in the highest
academically achieving Christian Brothers’ schaoltheir state. To varying degrees,
these schools assess their senior teachers usisgahes of their Year 12 students. It
Is an interpretive study that seeks to understawdthe teachers at the schools
respond to this form of assessment; that is, higkes testing. Their responses
include emotional responses, how they change tbaahing style, and how they feel

about teaching in Christian Brothers’ schools stgvor academic success.
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CHAPTER 2

LITERATURE REVIEW

2.1 Introduction and Conceptual Framework

The purpose of this study is to investigate thewases of senior teachers to high
stakes testing in academically successful Chri®iathers’ schools. It is seems
appropriate firstly, to illuminate the driving fador the use of high stakes testing;
that is, theQuality Schoolingnovement. This literature provides a foundatiantiie
research and generates an overview of the develtpmhéeacher assessment and
evaluation. The methods employed to measure teagcladity are examined in this
chapter along with their effects. This will adda@learer understanding of the context
and provide aspects of the significance of thisaesh. It provides a rationale for the

case study and anticipates some ways in which ¢éeachay respond in each context.

It must also be noted that whilst there is a gdeat of literature to support the drive
for quality teaching there is still significant gg#b on how to achieve quality. Indeed,
the vast majority of the literature presented is tthapter presents a negative of the
use of high stakes testing to achieve quality &od tlisagrees with my original
contention. Both sides of the argument will be preeed including the positive and
negative effect that high stakes testing has orskaye holders such as students and

staff.

A full review of the literature pertinent to Chiest Brothers’ Education is provided in

Chapter 3. This will add to the context of the e¥sh and leads to some research
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questions. The literature on the educational pbpby and practice of Christian
Brothers’ schools enables us to tone the lens ¢irethich the reader and the
researcher can review the case study. The relaiphetween the three core

literature areas relevant to this study is showRigure 2.1.

Figure 2.1: Conceptual framework of the literatteeiew

Christian Brothers’ Education

Theme 1:
Section 2.1-
Quality Schooling

4

Theme 2:

Section 2.2-
Teacher responses
high stajges testi

A
A 4

A

Senior teacher responses‘t)
high stakes testing in
academically successful

Christian Brothers’ schools

Theme 3:
Section 3:
Christian Brothers’
education

A

The three themes, namely Quality Schooling, Teadsgonses to high stakes
testing, and Christian Brothers’ education, creaténterconnected network forming
the conceptual framework that underpins this resemto the responses of senior
teachers to high stakes testing in academicallgessful Christian Brothers’ schools.
The themes exist within the context particulardaoteschool and the overall context

of each as Christian Brothers’ schools following @harism of Edmund Rice.
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Within each theme, | have chosen to focus on spestib themes, peeling away
layers until | reach a focal point within the theréithin the theme Quality
Schooling, | treat the worldwide view of Qualityl®mling as a broad theme
focussing on Quality Schooling in Australia. Asesult of the review of this
literature, a focus becomes Quality Teaching aaohfthat, methods for evaluating
guality teaching emerge. The final focal pointhiststudy of methods looks at the
method of evaluation of specific interest in thesearch; High Stakes Testing. The
theme and sub themes and their relationship wifluality schooling are shown in

Figure 2.2.

Figure 2.2: Sub themes within quality education

Theme: Quality Education

Sub-theme: Quality education
worldwide

ub-theme: Quality educatio
Australia

Sub-theme: Quality teaching

Sub-theme: Evaluating quali
teachin

Sub theme: Evaluation ust
student achievement- Hi
stakes testing
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Within the theme Teacher responses to high stastisg, | firstly chose to provide

an overview of high stakes testing by providingeéirdtion and examples of its use
both overseas and in Australia. A sub theme emegrgom this general literature
proved to be the effect of high stakes testingpmtdic groups or constructs within
education: students, schools, curricula and, rmogbrtantly for this research,
teachers. Since the research focuses on the respohsenior teachers to high stakes
testing, | chose to focus on a further sub-theesgting to the test, which is
particularly prevalent when teachers are subjeitduigh stakes testing evaluation. A
diagram showing the relationships between this thand sub themes is shown in

Figure 2.3.

Figure 2.3. Sub themes within the theme Resposeigh stakes

Theme: Responses

to high stake: Sub-theme: High stakes

testing

Sub-theme: Effect of hig
stakes testing

Sub-theme: Teaching to
the test

Sub-theme:
implications of
teaching to the test

For this literature review | undertook a comprelemsearch of the academic

journals, the Internet, and also the following #hatses: Ovid, Proquest, Informit and
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Eric, together with other articles individually metved from the Internet. Search
terms included “quality education”, “quality teanbf, “accountability”, “high stakes
testing”, “teaching to the test”, “Christian BroteeEducation,” and “Edmund Rice’s
Charism”. | also scanned library catalogues andllbookshops for recent
publications on teacher accountability measureshagiustakes testing. This chapter
summarises existing research on quality schoohigh stakes testing, and teacher
responses to evaluation. With the exception of seeneinal texts, the literature
review covers the period from 1990-2007. This tinaene was chosen because
extensive work has been published on these sulgjaadtsg this time in the UK, US

and Australia.

2.2 Quality in Education

The concepts of quality standards have existeegsancient times from the Egyptians
and Sumatrans (Thonhauser & Passmore, 2006); howewas in 1926 that work
standards for industry were developed (Hoyle, 200k¢ history of quality standards
in the work place are well documented and leatiéacurrent educational climate
(Loya & Boli, 1999; Stimpson, 1998; Goestsh & Da2i¥2, Van den Berghe, 1997,
Tricker & Sherring-Lucas; 2001). There existsgngicant body of current literature
suggesting that following the widespread adoptibcooporate management models
in educational governance and the prevailing cintdtoutcome driven economic
rationalism, policy activity related to account#lilassessment, standards monitoring
and benchmarking, performance indicators, quatisueance, teacher quality school
and teacher effectiveness are now widespread (Adeesnomics, 2005; Alton-Lee,

2002, 2005; Curtis & Keeves, 2000; FenstermachBichardson, 2005; Rowe,
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Stephanou & Hoad, 2007). Invargson and Rowe (268#)nd us, however, that
“political, economic and industrial issues surromgdeducational effectiveness are
sensitive” (p. 1), despite the level of non-partigalitical consensus regarding macro
and micro economic importance of teacher quality guality teaching for equipping
students adequately to meet the constantly cham@nnds of the modern

workplace (for examples see Bishop, 2007; Mac0Q6; Nelson, 2002, 2004).

It is argued by some commentators that the glo@h@mic, technological and social
changes that characterise the modern world regesfonses from an increasingly
skilled workforce, thus making high quality eduoatal provision an imperative,
especially high quality teaching (Invargson & Row&@07). Whilst OECD education
ministers have committed their countries to thel gbaaising the quality of learning
for all, this ambitious goal cannot be achievedegslall learners receive high quality
teaching (OECD, 2001, 2005). It will be seen that$chools that form this research
place great emphasis on high quality teaching aedysality teaching as central to
high quality learning in the senior years of a stutts education. Furthermore, |
suggest that parents who exist in the current ¢érirdormed by measures of quality
assurance are better informed and more likelydgguschools on educational
outcomes derived from the scores of senior studertigy expect current educational
practices to deliver a “product” especially wheaytlare paying private school fees

and that “product” is high achievement in the segears of schooling.

Despite the emphasis placed on the importanceachs&r quality and quality teaching

in recent OECD publications, as well as similar Bages irfNo Child Left Behind

(US Department of Education, 2002), the bulk oéinational scholarly discourse on
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guality education has largely ignored the imporéaotspecifying evidence-based
standards in assessing quality teaching (Rowe,&00Vith few exceptions (for
example, Bond, Smith, Baker & Hattie, 2000; Bosk&remers & Lugthart, 1990;
Darling-Hammond & Baratz-Snowden, 2005; Darling-Hiaomd & Bransford, 2005;
Fenstermacher & Richardson, 2005; Invargson, 2b¥hrgson & Kleinhenz , 20064,
b; Rowe, 2002 a, b) discussions that focus on whiastitutes teacher quality in terms
of what teachers should know and be able to de@mspicuous by their absence. The
dominant emphasis continues to be characterisédffgyings advocating structural
changes for systemic reform” (Invargson & Rowe, 208 2) including curriculum
reconstruction, single sex schooling, and class @iattie, 2005b). It is my

contention that senior teachers should know hogutde their students to academic
success in their final years of education, inde@duld suggest that it is their core
business. | also support suggestions that schbold& employ measures to
implement evidence-based standards. If the coraéssof senior teachers is to aid
their students achieve academic success in thieyiaas of education then these
standards should be based on the measures of suddéeir students. These
measures of success may be raw scores, gradekieragiled approaches that will be

discussed later.

Since one of the major research foci is the etforaise teaching quality, and hence
student achievement, through high stakes testimgjworthwhile noting certain
methodological limitations that are prevalent toreametric research focussing on the
link between teacher quality and student acaderriopnance. An extensive body of
research (see for example Hanushek, 2004; Leigly@R2006; Podgursky, Monroe

& Watson, 2004, Rivkiin, Hanushek & Kain, 2005) icates that the typical single
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level econometric models fitted to available datelying general linear model
technigues under ordinary least square estimapoyedures are inappropriate. Not
only do they fail to conceptualise, measure anduata teacher quality in terms of
what teacher know and do, they also rarely accfmrihe measurement, distribution
and structural properties of the data for resp@amskexplanatory variables (Hattie,
2003, 2005). These oversights frequently yield eaiding interpretations of findings
for both policy and practice. Moreover, it can bgued that eradicating bad teaching
practices does not always leave good teachingipea@ackson, 2006). However,

from my own experience in the UK and Australialdjgest that promoting good
teaching practices and the thoughtful implementatibteacher assessment makes the

adoption of good practice more likely.

Particularly problematic is the failure to accotortthe “inherent hierarchical
structure of the data” (Invargson & Rowe, 20072)p Findings from fitting
explanatory multilevel models to relevant data cstestly indicates that in excess of
40% of the residual variance in measures of stugeribrmance is at the teacher
/class level (Embertson & Hershberger, 1999; Gelds003; Hill & Rowe, 1998;

Masters, 2004b; Masters & Keeves, 1999; Rowe, 20004b, 2006b, 2007c).

In his meta-analysis of 500,000 effect sizes, H42D05) identified the major sources
of residual variation in students’ learning andiagement progress are at the
class/teacher level; they assist in specifying@raduating teacher quality in terms of
what teachers know and are able to do. Not onlpacé findings invaluable to
informing the content of courses for pre-servicd practicing teachers, but aid in

forming a framework for this research. They provadeet of standards by which
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teachers can be evaluated (Invargson, 1998, 2003, Rowe, Pollard & Rowe,
2005) and inform of a wide variety of teacher easitn protocols (Invargson &

Kleinhenz, 2006 a).

This research will investigate how teachers at esacally successful schools have
reacted to such evaluations. Since this researtfoatis on the affect of evaluating
teacher quality, it seems appropriate thereforauvestigate valid methods for
assessing teacher quality, and particularly, thedrin the Australian context. The
next section gives an overview of current trend@urality Education in Australia
including a commentary on the political forces tbatinue to drive this movement.
A focus will be given to documents pertaining toe@nsland, South Australia and

Victoria since the three schools that form the gtaiek from these states.

2.3 Quality Education in the Australian Context

Much has been written on quality schooling in thesthalian context from
government policy documents (for example see Dapart of Education,

employment and training, 2001; Department of Edaoadnd Training NSW, 2002;
Department of Education and Training Victoria, 20P@07; Queensland State
Education, 2006; Department of Education and Cléddvices South Australia, 2005)
to academic papers (for example see Broadfoot,;10&&0la, 1999; Leigh & Ryan,
2006; Lyons, 2006; Invargson & Rowe, 2006b; Johms2006; Koshland, 2006;
Rowe, 2000a; 2000b;2002). From an Australian petsge changes in approaches to
quality in education were first signalled in thgopaentitled “Strengthening

Australia’s Schools” (Dawkins, 1988) which callex & national focus on the

26



assessment of students and monitoring of stand@ngsemergence of specific
learning outcomes statements throughout the s&teh,as the Victorian Curriculum
and Standards Framework (Board of Studies, 199809)]1 9eflects the strong push
towards standards, outcome based education andirabkes quality education

(Crevola, 1999).

In his “Adelaide Declaration” Dr. David Kemp, thgenh Minister for Education,
Training and Youth Affairs, spelt out the Natiot@bals for Schooling in the Twenty
First Century. Dr. Kemp (1999) expounded the notlaat:

Nationally comparable reporting is vital in improgithe

effectiveness of all Australian schools. Betterorpg and better

accountability are crucial in providing parents éinel community

with the information they need to make informedichs about

schooling. (p. 2).
Benchmarks have been published for all Austral@osls (Department of
Education, Employment and Training, 2001); compersshave already been made
and are filtering through to the community (Depaett of Education and Training
NSW, 2002). In Victoria, the Department of Educatand Training has published a
report outlining the progress they have made inlpecng a set of goals and targets
for the improvement of educational and trainingeys (Department of Education
and Training Victoria, 2002). More recently tAecountability and Improvement
Framework for Victorian Government Scho(partment of Education and
Training Victoria, 2007) has been presented, “hgitting the need for a framework

for school accountability and improvement” (p.3fanmajor focus for the

framework of school improvement emphasises queddyghing.
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Likewise, Education Queensland has published the&dmprovement and
Accountability Framework (Queensland State Educa2006) to “provide a quality
public education system that delivers opportunitoesall students” (p. 2). It includes
details of key performance measures and performadasators for schools. Schools
are asked to develop Annual Operational Plans @palt against them. Education
targets set by Education Queensland, and scha@tsa¢determined locally) are used

as benchmarks to assess the quality of the teableing provided at each school.

In South Australia, the Department of Education @hddren’s Services has
developed an Accountability Framework (2007), whoggose is to “engage every
child and student so that they achieve at the sighessible level of their learning
and well being through quality care and teachimg™). It calls for a focus on
learning, systematic thinking, shared leadershipiaterrogation of data to improve
student outcomes. Throughout the document thexeadl for accountability, and an

increased focus of quality teaching.

It can be seen that throughout the literature aliguschooling a major factor or
focus has been quality teaching. The senior teadrad schools who have taken part
in this research find themselves in an environnoéimcreased accountability calling
for quality teaching. As a practicing teacher |&also found an increased level of
awareness of standards amongst the general puldlia higher degree of scrutiny
from parents. | do however echo the literaturevéeéd by the various education
departments calling for an emphasis on quality @uts for all students and agree
that schools need to focus on quality teachingrasjar factor in increasing the

quality of schooling in general. | suggest thatdhnality of teaching received by a
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student will impact significantly on their acadermsiaccess even in the absence of
other contributing factors such as facilities amchhological support. The next
section will define and investigate quality teachby reviewing the large body of

literature regarding this subject.

2.4 Quality Teaching

Many educationalists have tackled questions ohd®diquality teaching, and
research on the characteristics of effective teactued teaching are well documented
(see for example Louden et al., 2005b; Richard2605). Researchers have
conceptualised teacher quality in diverse wayduding personality traits, teacher
behaviours, and more recently, in terms of whaaiye teachers know and do
(Louden et al., 2005a; Shulman, 1987, 1991; Berlib®92). Shulman (1991) has
drawn attention to the complexity of what effectteachers know about, what they
teach and how they help students to learn. As aemprence of this, research
standards are emerging as a basis for definindsl@fexpertise in teaching and
assessing teacher performance. These are refiedfeel Australian Governments’
move towards standards based assessment anccagédifiof teachers (see, for
example, Department of Education, Employment aranig, 2001; Department of
Education and Training Victoria, 2002; 2007; Quémmd State Education, 2006;

Department of Education and Child Services Soutbtralia, 2007).

In their analysis of academically successful schiddlayer, Mullens and Moore

(2004) identify 13 indicators of school quality tmesearch suggests are related to

student learning. They suggest that these factans affect student learning both
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directly and indirectly” (Mayer et al., 2004, p. These 13 indicators fall into three
categories: the characteristics of teachers, theackeristics of classrooms, and the
characteristics of schools as organisations. THigylight substantial research
suggesting that teacher quality is enhanced whaahég characteristics include:
firstly, high academic skills (see, for example|l&a 1996; Ehrenberg & Brewer,
1994, 1995; Ferguson, 1991; Fergusen & Ladd, 18@&teller and Moynihan,

1972), secondly, teaching in the field in whichytlaee trained (Darling-Hammond,
2000; Goldhaber & Brewer, 1997; Monk & King, 199&jirdly, having more than a
few years experience (Darling-Hammond, 2000; Rivkanshuk & Kain, 1998), and
finally participating in high quality induction argtofessional development programs
(Choy & Ross, 1998; Mullens et al., 1996, US Daparit of Education, 1999). As
stated earlier, | content that inherent in the afleenior teachers is the application of
their academic skills but also their skill in apacbing the process of assessment in
their subject. They should be adept at preparindesits to complete their final years
of schooling with a high degree of success. Patth@f “on the job” training should
include gaining in an appreciation of the form sé@ssment students will sit and
guiding their students through the assessmenh&bést possible outcome given the
students ability. | contend that the high qualiguction and professional
development programs that senior teachers maypatten should include those

specifically aimed at end of year exam success.

Fenstermacher and Richardson (2005) make a distinigétween the quality teaching
and successful teaching which is useful to thisassh, especially if measures of
teacher quality are outweighed by measures of &zasitcess. It is feasible that when

conducting this study some teachers will be ineaad that display high quality
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teaching attributes without achieving academic sss@nd vice versa. They remind
us that quality teaching is about more than whetbarething is taught; it is also
about “how it is taught” (p. 189). Successful taaghn the former sense may not be
“good teaching in the latter sense” (Invargson &ep2007, p. 7). Fenstermacher
and Richardson (2005) outline two different appheacto conceptualising teacher
guality and two different views on what teachersudti be held accountable for: one
in terms of student achievement as is the cadednésearch, and the other, in terms
of the quality of opportunities for learning thhetteachers establish in their
classrooms. Similarly what counts as performancesain this research performance
is based primarily on standardised tests of studeimevement. Fenstermacher and
Richardson (2005) refer to successful teaching as:
The learner actually acquires, to some reasoraizeacceptable

level of proficiency, what the teacher is engagetktaching (p. 191).
Fenstermacher and Richardson (2005) refer to gesxching as:

the content taught accords with disciplinary stads@f adequacy and

completeness, and that the methods employed ar@ppgepriate, morally

defensible, and undertaken with the intention dfagrting the learners’

competence with respect to the content studied.9p)
For the schools forming this research, the maircatdr of the level of proficiency
will be the results of senior students in theiafilvear 12 examinations. Many
schools however, suggest that evidence of a tesighenformance should be based on
observations of the quality of opportunities thegyide for student learning in their
classrooms in relation to teaching standards. Simeéocus of the research is student
achievement, | will further conceptualise teachgaliy in terms of student

achievement while cognisant of the fact that theets may take seek to promote

both academic success and quality teaching. Ingékesection, | will give an outline
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of the worldwide trends in evaluating teacher gyathen focus on the specific

models of evaluation pertinent to this study, tegfgrmance management model.

2.4.1 Measuring teacher quality: Evaluation

There is a great deal of literature conceptualifivegevaluation of quality of teaching
(see for example Danielson & McGreal, 2000; Holl&n&dams, 2002; Kleinheinz,
Invargson & Chadbourne, 2001; Machell, 1995; MaltsBa05; Peterson, 2000;
Marshall, 2005;Weiss, 1998). From this literaturere is broad agreement that in the
current economic and political climates of the UK and Australia, there are
essentially two purposes for teacher evaluationtregtual obligation and

professional development (Rowe, 2002; 2007; 2007c).

The first purpose of evaluation purports to safegulae educational interests and
welfare of students and ensure that their teadrerable to fulfil their contractual
duties (Invargson & Kleinhenz, 2006a). Based onpifeenise that teachers are
accountable in the push for quality schooling (Hdrak, 2002; Hanushek & Rivkin,
2004), standards are mainly generic and commoh teazhers (Invargson &
Kleinhenz, 2004). Although exercised through buceats and school managers,
responsibility for this form of evaluation restshvthe state. This system may be
described as a performance management model (R]d669; Invargson, 2002), and
whilst authority for defining the role of teachémnghis system rests with the
government, implementation rests with individudi@als. The performance
management model evaluates teachers on an indi\bdas across a wide variety of

measures (Rowe, 2007c¢). The model may seek to grasmaspects such as
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classroom management, pedagogical strength andndétadhievement (Brouwers &

Tomic, 2000).

The second purpose focuses on the need for teachewstinually review their
teaching practice in light of contemporary reseancti professionally defined
standards duties (Invargson & Kleinhenz, 2006a$pRasibility for developing
standards for high quality practice and certifyihgm usually rests with an
independent professional body (Cizek, 2001). Wighadessional body, measures of
good practice and responsibility for defining teaxthwork stem from research

within the profession (Invargson, 2002).

Whilst the method by which teachers are evaluaggks within these purposes, both
purposes attempt to evaluate the quality of thehlteraand assumes teachers are
central to quality schooling (Rowe, 2007c). Althbugyerlapping, the purposes that
have been outlined distinguish two spheres of mresipdity: the government and a
professional body (Cizek, 2001). The first, thef@@nance management model
(which forms the basis of the accountability measdocused upon in this research)
reflects teacher accountability to the governmecitpol and to the general public; the
second points to a need for the development ohgtnmrmative structures for

accomplished teaching (Rowe, 2007a; 2007hb).

Many educationalists have written in support of peeformance management model
(see, for example, Brunetto & Farr- Wharton, 200&mas, 2004; Lomas & Nicholls,
2005). They cite improved performance, transparefiggrocedure and ease of

administration amongst other features of the perésrce management model as
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significant positives. However a number of authmyst to fundamental weaknesses
in this model (see for example Collins, 2004; Kkenz & Ingvarson, 2004; De
Grauwe, 2005). Negative impacts on those undemadwaluation in the performance
management model include increased teacher strémsk of meaningful feedback to
management and a perception of bias in the proeddumn staff. A number of
authors note that the process is inherently flaleszhuse of a lack of trustworthiness

(Invargson & Rowe, 2007).

The certification model has likewise received ahlhdggree of scholarly scrutiny
critiquing its relative merits. A number of authdrighlight its strengths including the
fact that teachers are evaluated against a sett@fi@ written by teachers as a
significant positive (for example see Kleinhenzr@varson, 2004, Croninger, Rice,
Rathbun & Nishio, 2007)However, some maintain that the certification mduked
significant drawbacks including an inability of dies to link high performance of
teachers against the criteria with the performaridbeir students (Podgursky,
Monroe & Watson, 2004; Smith & McLay; 2007; Legg&tBunker; 2006). | content
that any assessment should have a high degredidifyan that it will demonstrate a
strong correlation between the performance ofeheltter and the performance of
their students. Furthermore it could perhaps bd asea predictor of success or
otherwise. A key factor in this study is qualitytoames for senior students in their
final examination and any assessment used for iseg@ohers shouls have the
performance of their senior students as a key atdic The next section will

investigate the models used in the US, UK and Aliatr
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2.4.2 Evaluating teachers in the US and UK

The two approaches highlighted in the previousi@ecthe performance management
model and the certification model are commonly usetie US and the UK. Each
depends on credible methods for assessing teaelferrpance, however, the UK
follows the performance management model, wheteatl§ follows a professional

certification model (Invargson, 2002).

As mentioned, in the case of the UK, the focusisi@omprehensive government
performance management system for the teachinggsiin (Invargson, 2002;
Perryman, 2006) where teachers are evaluatedlatimo. Individual teachers are
assessed by classroom observation, submissionréf veview of planners and
interview with an external inspector. The processablished by OfSTED (Office of
Her Majesty’s Chief Inspector of Schools in Englanas designed to respond to
falling standards across state schools and hagdaugreat deal of debate (for
example see Jeffrey & Woods, 1996; Campbell & Hadba2000; Brookes, 2005;
Lupton, 2004; Stensaker & Harvey, 2006; King, 20@4) schools in the UK are now
evaluated across a number of measures includicyitepand learning,
administration and management. The inspectionnslected on a three-year rotation,
over the course of a week, with inspectors prodyaeifinal in-depth report.

In the US the focus is on professional certificatnd recognition of quality teaching
by an independent professional body (Invargson220the model relies upon a
series of standards produced by the governmenstgahich teachers are judged.
This in stark contrast to the isolationist modeéwéluation favoured in the UK. A

series of reports in the US expressed concerng #ftmgapacity of the profession to
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gain quality graduates and retain good teachdtseiclassroom (for example
Hanushek, Kain & Rivkin, 2004; Darling-Hammond, B)Weiss & Weiss, 1998).
One of the most significant recommendations wagtablishment of the National
Board for Professional Teaching Standards (NBPF&)nded in 1987, with the
support of governors, teaching unions, administsaénd concerned citizens, the
NBPTS’s core function was to establish high andnegs standards for what
accomplished teachers should know and be able,tandbto develop and operate a
voluntary system to assess and certify these stasdknvargson, 2002).

Both the performance management model and thdication model have merit and
aspects of each are prevalent in the evaluatie@aahers in Australia. Whilst the
performance management model is most prevalentetttigication model has been
embedded in a number of states as will be discussih@ next section. The next
section provides a historical view of evaluatiorAustralia and the continuing trends

to evaluate Quality Teaching.

2.4.3 Assessing Quality Teaching in Australia

As has been mentioned, a key feature of the daweguality schooling has been the
assessment of teachers. Australia has followegadltes first trodden by educational
administrators in the UK and US (Rowe, 2000a). Bfoat (1996) claims
“Assessment is arguably the most powerful poliay to education” (p. 21). Anyone
who witnessed the maelstrom that engulfed the puanld politicians in the UK
following the publication of the National Curricufutests in 1996, and the ensuing
report targeting teacher incompetence, might acBusadfoot of gross

understatement (Rowe, 2000b). There has been aigiryevel of scholarly
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discourse in the area of evaluating Quality TeagimnAustralia (see Bath, Smith,
Stein, Swann, 2004; Broadfoot & Black, 2004; Ha&i&arsh 2004; Johnston, 2006;
Kleinhenz & Ingvarson, 2006; Richardson, 2005; ¥ag9H04) highlighting the
strength and weaknesses of methods employed toatgakachers and a call for
multiple methods to be employed. They agree thaluetion of teachers is evolving

rapidly in Australia from a performance managenmeatlel to a certification model.

From a historical perspective, the second halhefrtineteenth century saw inspectors
as a dominant feature of schooling in Australighéugh it would have been
proposed at the time that their role was one ofityuzontrol, they were viewed to be
filling the role of economic watchdogs. Gitlin aBdhyth (1989) refer to teacher
evaluation at that time as, “an example of scientifanagement and bureaucratic
control at its autocratic best” (p. 17). They alsaintain that, “the drive for efficiency
was attributable, in part, to an attempt by theeStia legitimate its right to be the
‘proper’ provider of education in the face of coniing hostility by the Church to

maintain what it saw as its traditional prerogafi@dtlin & Smyth, 1989, p. 17).

In Australia, the purpose of inspection was theaulagon and supervision of the
system and a “payment by results” system was unsgome states until the early
1900s. This system had been introduced from Englatite middle of the 19th
century. Teachers were paid a base salary, plusadd “bonuses” for the
performance of their students on standard testd)e@negularity of school attendance
- then regarded as being indicative of effective simccessful teaching, and general

observed classroom and administrative competenteeopspector (Dyson, 2005).
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Although widely phased out, inspection was retainegaboth secondary and primary

schools, until the mid 1970s in Victoria (BatesQ2p

Since the 1970s there has been significant dewolwf school management to the
school site, with teacher evaluation being condiictehouse. Principals, Deputy
Principals and panels with some external representare largely used to perform
the task that was once fulfilled by inspectors (allitMurray, Seddon & Mitchell,
2006). As a result, it is likely that these evaloas touch the technical aspects of
teaching such as the teacher’s relationship wittesits, knowledge of the curriculum
and various planning details. Largely based orpdréormance management model,
teacher interviews, student achievement analylsisscoom observation, and more
recently value added scores, have formed the baseacher evaluation from the
1970s onwards. Only in recent times in Australia theere been a move towards the

certification model favoured in the US (Leigh & Ry£006).

Kleinhenz, Invargson and Chadbourne (2007) offezrg recent snapshot of the
current state of teacher evaluation in Australi@yl'sought to both document and
identify the quality of some teacher evaluationgesses by means of case study.
They maintain that evaluation practices should f@lkee over the five phases in a
teacher’s career: the pre-service phase; the midsst employment; the induction
phase; the career progression stage, and, (in states) the highly accomplished
teacher phase. Further detail is supplied by Irs@rg@nd Rowe (2007) who suggest
that policies regarding teacher quality fall inbetmain groups: policy designed to
affect the composition of the teacher workforced,grolicies designed to improve the

capacity of the individual teachers.
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Australia shares the problems of attracting anaimetg the best graduates from
schools and universities along with other OECD ¢toes (OECD, 2001, 2005).
Recent research (see DEST, 2006) highlights fastah as remuneration, workload,
employment conditions and status contributed styoimgthe decision of high
achieving graduates to pursue non-teaching careersng the lower achieving
teachers in the profession. Implications for teacjuality, and hence quality
teaching, may be inferred (DEST, 2006). Howevergeithe focus of this research is
on policies relating to improving teacher qualifyemaining teachers, | will not
dwell on those leaving the profession. | shall stigate the methods employed to
improve the quality of those who choose to remaipracticing teachers, including
performance interviews, written tests, value aduedsures and measures of student

achievement.

2.4.4 Methods employed within the performance mamagt model

Although relatively expensive and difficult to stiandize, teacher performance
interviews provide two-way communication betwees ithiterviewee and the
interviewer (Kyriakides, Campbell & Christofidou)@2) and is supported by a range
of authors (see for example Peterson, 2000; DB¥istt & Annunziata, 2002).

Dunkin (1997) provides support for this method wherstates that teachers are given

the opportunity to express their thinking, intensand understanding.

However, notable authors highlight significant nagaaspects of this approach (for
example see Kleinhenz & Invargson, 2004; Greiméirfaann & Geyer, 2003; Mujis,
2006; Scriven, 1990). Whilst written tests are régbto give a clear view of a

teacher’s subject or theoretical knowledge andighie personal bias, the tests do not
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give an indication of teacher’s pedagogical acunretiassroom management
prowess (Invargson & Rowe, 2007). A body of litaratsupports this negative
aspects of using written competency tests to etabeachers (see Hughes, 2006)
with the principal criticism being that this formh @aluation cannot give a view into
the classroom; they give an indication of the anadetrength of a teacher without
giving an indication of their ability as a teach&est proponents, however, maintain
that examinations guarantee a basic knowledge &nchre legally defensible

(Darling-Hammond, 1995; Kleinhenz & Invargson, 2606

The ability of a teacher teaching in the classrobiran be argued, will only be
accurately judged by getting views from the classr@dPeterson, 2000). This may be
achieved by classroom observation and by obtaithiayiews of the students. This is
the most popular evaluation method, usually perémtrmnnually by school
administrators for experienced teachers, but nrecuently for beginning teachers
(Kleinhenz & Invargson, 2007a). Observation revaasisrmation about such things
as teacher interaction and rapport with pupils ianavailable from other sources.
However, research exists that criticizes the teqpimi as potentially biased, invalid,
and unreliable (Darling-Hammond, 1995; Coker, MgdeSoar, 1984; Brandt,
1996). Again, as with the teacher interview techrighe biases of the person
conducting the observation may colour the outcoofi¢se evaluation. They may
witness a perfectly good classroom but judge irlydmecause it does not fit their
view of a good class. Where one teacher judgeass ¢tb be engaged and working
well, another may judge it to be too noisy (Coldedley & Soar, 1980; Brandt,
1996). The strength of this method lies in the that it gives teachers a chance to

show their work in real life situations rather thamder test conditions or explaining
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theoretically (Danielson & McGreal, 2000). Howeuis is only one period out of
hundreds that take place in a year, a small saorpighich to make important
decisions (Kleinhenz & Invargson, 2007b). The nemshmon approach is the
judicious use of a number of these approachesnomse the negatives and

emphasise the positives.

Finally, and most importantly for this researcihauas, department and indeed
governments may choose to judge the quality o&ehter by looking at the
performance of their students in standardised exatmoins( Rockoff, 2004). The
evaluation may be based on the raw score (Sarl#6) of the students or a value
added score (Grissmer, 2000; Fryer & Levitt, 2004} is achieved by comparing
student performance to a predictive test of acmeré for example the General
Aptitude Test in Victoria (GAT). Since this form agsessment is central to this
research it will be dealt with in a separate secti@t highlights how these measures

are used and provides a critique of current schyotiscourse in this area.

As stated in the significance of the researcls, mhy contention that assessment has a
place in all schools and | concur with state figdithat quality counts. This is
particularly pertinent if the underlying motivatio the school is improved student
outcomes in their final years of schooling. Thementions used to assess staff must
however, be handled delicately and deliberatelgr&ltannot be a one size fits all
approach and indeed longitudinal tracking of stigfhg a range of methods may be
preferable. It is apparent from the literature tedessment cannot be conducted in a
social vacuum with the greater context of the teatéiken into account as this

provides the fabric of their lived experience. Rertnore, | endorse the evidence
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proffered by Invargson and Rowe (2007) who couagalnst a written test. | suggest
that a teacher must be given the opportunity tovsieir pedagogical and class

management ability as part of a balanced appraaakgessment.

2.4.5 Conceptualising teacher quality in termstaflent achievement

Although it seems plausible to use learning outcoasea measure of good teaching
and a basis for measuring teacher quality, thedrietationship between good
teaching and learning outcomes is complex andrtaioéy not a one to one
relationship with many other factors playing a rfenstermacher & Richardson,
2005; Mulford, 2003). Nevertheless, | suggest teathing is certainly an important
factor in this relationship. Successful teachinglefned earlier depends not only on
good teaching but also on: willingness and effgrthe learner; a social surround
supportive of teaching and learning; and opporjutatteach and learn
(Fenstermacher and Richardson, 2005; Invargson \&eRa007). This particular
piece of evidence supports my contention that ssfakteaching can be promoted
and encouraged by the appropriate use of assesdruetitermore, it has been my
experience that the social surroundings also havmportant, and in most cases,

positive effect

There have been significant developments in attetgptise student achievement as a
measure of teacher quality. Millman (1997) includssorts of four of these schemes
in the US, each using different kinds of studeseasment. Two of them used the
“value added approach” for isolating and estimasiogool and teacher effects

(Sanders & Horn, 1994). Access to detailed crofse¢aced quantified information
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has always been theoretically possible, but the &aimd energy required to provide it,
often makes it too difficult. In Queensland (QCSyuth Australia (GAT) and

Victoria (GAT), each student completes a standadliest which purports to give a
baseline indicator of their achievement. From Haseline data, statistical analysis
can be performed to give a predicted grade in sabfect for the end of school
examination. Once the student has completed th@feschool examination, a
comparison can be made with the predicted marktbvihether the student has
performed above, below, or exactly to expectatiBerforming above such a
prediction, and making a statistical allowancedtirer factors, is often interpreted
that the teacher has had a positive influence emstiident that is added value.
Whereas, performing below perhaps indicates tleatdacher has had a negative
influence. A class average can be calculated awhégs allocated a positive or
negative residual, or ‘value added score’, basethese data. It is important to note
that proponents of these schemes claim they aectalskeparate the effects of teachers
and schools from the effects of other importantdecsuch as family and background

(Invargson & Rowe, 2006b; McCaffrey, 2004).

The greater majority of scholars in the field sugjdbat value added schemes and
those based on raw achievement of students doroade a valid basis for high
stakes decision making about the quality of teaghsach as those in performance
related pay (Bosker &Witziers, 1995; Braun 2005|dstein 1997; Goldstein &
Spiegelhalter, 1996; Kupermintz, 2002; Raudenb2884; Rowe, 2000a; Saunders
1999). However, whilst some commentators see te@listatewide tests as an
indicator of teacher quality as a weakness (BraatgftP96), others see it as a

possible strength (Bond, Smith, Baker & Hattie, @00, as | suggest, the end of
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Year 12 examination is seen as primary goal fachigay, it follows that the outcomes
could be used as at least one appropriate meaksueaess. Therefore, if the teacher
is specifically aiming for success on this measiingill give a measurement of what
they are trying to achieve (Bond, Smith, Baker &ti¢a 2000). Secondly, it does
provide feedback to the teacher on what they ne&daw and be able to teach more
effectively for such an outcome (Darling-Hammon@892, Darling-Hammond &
Bransford, 2005). As senior teachers who workchmosls that promote academic
success at the senior level one of their primaglgs to aid senior students achieve
success in their final exams. It is my contentioet if one of the stated missions of
the school is a focus on high achievement in sestamses then the use of Year 12
examination data is extremely appropriate. It ter@sting to note, that each of the
schools that participate in this research projectHis thesis use the achievement of
the senior students as an indication of the sucdiets® senior teacher. Whether they
are viewed as successful teachers or high quatitghters as a result will be

enlightening.

2.4.6 Summary

So far in this chapter, | have presented and dsstlibterature on quality schooling,
its definition and practice in the US, UK and Aasian educational climates. This
literature provides a rich backdrop for this stuldylearly identifies not only the
pressures placed on schools to assess theirtaathe various modes of assessment
that take place. The steady progression from a@ateacher accountability in terms
of outcomes, to statistical analysis, and thenv&due added scores” was highlighted.

In a relatively short period of time, teachers aokools have become bound to a
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system that uses student academic achievemergranaindicator of the success,

and by association, quality of a teacher. It seeavs common practice to judge staff
on the academic outcomes of their students. The ¢g@égen to Year 12 students has
taken on an even more important role; not onlytlaeestudents assessed on their
outcomes, the school, department and teachers Is@pa judged on the results of
these tests. Indeed, jobs, funding and future ptmmanay ride on the outcome. The
stakes are high in the current educational climatkthe outcomes of these tests have
implications far beyond their original purpose. Yimave acquired a role beyond their

original intention and have become known as higkest tests.

As a practitioner and a parent | concur with theréiture that suggests a greater
awareness of quality education themes amongstathergl public. Schools are judged
on academic results. Australia wide newspaperstepahe achievement of students
in their final examinations and can make value jadgts on the school based on
these scores. | suggest that parents are far mkehe to perform their own
comparisons of schools and make decisions on eerd)rmm part, using these data.
Arguably, these data have become vitally importarsichools like those who have
taken part in this research as each is fee payidgeliant upon both the quantity and

guality of enrolments.

The next section gives more detail on how highesdksting has evolved both
overseas, and in Australia, and highlights bothpibsitive and negative effects high
stakes testing has on the education. It shows bBawhers, principals, students,

curricula and whole schools can be affected byu#®eof high stakes testing.
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2.5 Teacher Responses to High stakes testing

Since the purpose of this study is to highlightrésponses of senior teachers to high
stakes testing in academically successful Chri®iathers’ schools, this section
investigates the phenomenon of high stakes tesiihgt it is; its beginnings; its
evolution; how it has changed the face of educatidhe US and its impact on the
face of Australian education. Further, this sectiglhshow how high stakes testing
has been implemented as a means of teacher evaluatihe drive for quality
schooling. The effect that high stakes testinghzabon all aspects of schooling will
also be investigated. The effect on teachers, stadeurricula and principals is
critically examined in light of literature emanajifrom the US and Australia. On
reading this evidence it will again becomes appatet to the greatest extent
educationalists counsel against the use of hidtesteesting. However, | content that
high stakes testing does have a place in seni@otchnd will increase the quality of
teaching particularly at the senior levels. | vailghlight both the positive and
negative implications of using high stakes teséind draw parallels with the contexts

in which the three Christian Brothers’ schools fthdmselves.

2.5.1 High stakes testing

The term high stakes has distinct connotationsgfachers and school administrators
and has caused a great deal of academic discu$siaxample see Airasian, 1987,
Amrein & Berliner, 2002; Au, 2007; Barton, 2005;I1B2004; Booher-Jennings,
2005; Braun, 2004; Costigan, 2002; Gerwin & Visaz@)6; Harden, 2001; Luna &
Turner, 2001; Segall, 2003; Smith, 2006; Watan2b67). The term can be used to
denote those situations where interest in assesgjues beyond the immediate

sphere of educational measurement, and beyond itndiseluals who sit the tests
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(Messick, 1999; McNeil, 2000). In this contextdtriot therefore the method of the
test that dictates neither its high stakes natnoejndeed its primary function of
assessing students, but its secondary functionptlessessing staff. To be high
stakes, the test has to be very important in tieesaba process, or to be able to
override other information (Bol, 2004). For exam@estudent does not graduate if
they do not pass such a test regardless of howtlestihave done in school (Au,

2007; Madaus, 1988). Utilising this definition afh stakes testing we can identify
the final Year 12 examinations in the three st&iaterest; Victoria, the Victorian
Certificate of Education (VCE), in South Austratee South Australian Certificate of
Education (SACE), and the QCS and QSA scores ge@sland as a high stakes tests
(Rowe, 2000). Not only does the data derived frbes¢ tests determine the fate of
the student, as | have already discussed it cas&e to assess the performance of the
individual teacher, department or indeed the paréorce of the school (McNell,

2000). The results of individual students, clagsesohorts can be viewed in isolation
or compared to baseline data to calculate theivelathievement of students (Clarke,
Shore, Rhoades, Abrams, Miao, & Li, 2003) The hasalata is collected as a matter
of course in their final year exams. The basedia& is derived from the General
Achievement Test (GAT) in Victoria, from the QCSQueensland and the GAT in
South Australia. With this data, school adminigiratdo make judgments about the
effectiveness of the teacher and the quality otatian the students have received

(Rowe, 2004).

To reiterate, it is not therefore the nature oftést that makes these high stakes in

terms of this research, it the use of the studat# that goes beyond its original

intention. It is their use as a tool to assesg 8taf dictates the high stakes nature of
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these tests. The assessment procedure for stateeg markedly between states and
there is no suggestion that they share the sanieprary method. However, what is

common across all states is their potential usssgessing staff.

The roots of high stakes testing originated inl#te nineteenth century in the US.
Business and professional leaders who were contatmaut accountability and
standardization pressed for centralized administraif schools, particularly in urban
districts (Togut, 2004). America’s current faithand reliance on tests has its roots in
the cold war days of the 1960s following the achigent of the Russians to launch
Sputnik and edge out the US in the race to spasea result the politicians,
journalists and public began to cast a questioayegover the quality of the American
educational system, including the advocacy foriticeeased use of tests to assess
school learning (Kreitzer, Madhaus & Haney, 198%e 1970’s saw the instigation
of the first minimum competency test. Its use wasedl on the assumption that a
person passing this test would be able to becopreductive citizen (Heuber &

Hauser, 1999).

In the US during the 1980 s, the minimum competdéasyymovement was almost
entirely discarded. Concerns were raised usingtgement that these tests promoted
low standards in school rather than raising thewak widely perceived that the tests
were dumbing down the content learned in schoalad®y, 1995). The publishing of
the US National Commission on EducatioA’&ation at RisKk1983) saw a new focus
for testing, calling for the end of competencyitegtind suggesting the use of high
stakes tests would raise the nation’s standardsliévement drastically. The

document also argued persuasively that schooleitU& were performing poorly in
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comparison to other countries (Berliner & BiddI&95). Despite its lack of scholarly
credibility, and its authorship heavily influendeg business rather than educational
interestsA Nation at Rislproduced far-reaching effects. The National Corsrars

for Education called for more rigorous standards arcountability mechanisms to
bring the US out of its educational malaise (Ami&iBerliner, 2002). As a result of
A Nation at Riskeducational standards were developed in evety sfi¢gh the
exception of lowa, and every state, but Nebraskplemented assessment policies to
check those standards (Quality Counts, 2001). Inynu& states, serious
consequences were attached to tests in orderdosbbbols, administrators, teachers
and students accountable for meeting the newly segdigh standards (Heubert &
Hauser, 1999; Quality Counts, 2001). Many state® require students to pass high
stakes tests to graduate for specific year lege&juate from high school as a
supplement to course requirements. In his 1999%saddPresident Clinton promoted
the Educational Accountability Act. This Act reqesrschools receiving federal funds
to end social promotion, adopt higher educationdseds and hold school and

teachers accountable for poor student performaficegit, 2004).

Notable educationalists are following the developt@# high stakes testing regimes
as is takes hold in Australia. Popham (2000) de¢he widespread use of high stakes
testing in the US citing that:
US principals are currently being clobbered becawo$e
widespread but nonetheless deplorable use of ednahtests.
Increasingly, US principals and their teaching fstéae being
evaluated on the basis of students’ scores on atdizéd
achievement tests. If Australian principals care$tall such
silliness in their own nation, they had best dol)p
As has been noted, following the inception of heétgikes testing in the US a great

deal of literature has been generated on the dubjdtese contexts, as is the case in
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the Australian context (see for example Ayres, Sav®Dinham, 2004; Barnes,
2000; Benard, 2004; Cochran-Smith, 2001; Davis0042 Goldstein, 2004; Jones,
2004; Mahanty, 2004; Thomson, Blackmore, Sachsé&&nza, 2003; Shepard,
2000). In the US state mandated high stakes teatihggh school level and league
tables are the order of the day, whilst in Aus&rédideral and state governments do
not mandate this form of individual teacher assesdrat present (Hursh & Martin,
2004). However, individual schools do use these tectesda a greater or lesser
extent depending on the focus of the school leage(¥olante, 2004). Which leads
to an interesting point regarding the principalsh&f schools taking part in this
research. The principals may have differing viewshe priorities of their schools in
terms of development on the students. There mayJsey focussed drive towards
academic achievement, whereas another may haveegpastoral approach. | agree
with Volante’s assertion that this will have a sfgant effect on whether each school

employs high stakes testing techniques to assaffs st

The known effect of high stakes testing in an Aal&in context is therefore very
limited and raises the significance of this reskealdere are no recorded theses to
date that investigate the use of high stakes dafatholic schools in general, or their
use in Christian Brothers’ Schools in particularstiterature review therefore

highlights a need for research in this area.
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2.5.2 Responses to High stakes testing

In Chapter 1 | stated that academic achievemesthinols matters and that measures
employed to promote it including high stakes tegtoan provide a major positive
impact on the achievement of senior students.pgsed that teachers of senior
students can be informed, guided and affirmedghtstakes testing is used in a
formative and sensitive manner. This stance, whilsib way decrying the
importance of the self-motivation of the teacheguas the importance of teacher
accountability, rewarding success and the sensigeeof formative feedback in a
professional context. The reader will have foundiéeer that scholarly discourse
counsels against the use of high stakes data. Eamynentators in the field highlight
negative outcomes however; significantly, thereaasenaller number of
commentators who have highlighted positive outcoass®ciated with high stakes
testing. Although small in number they confirm myroexperience and, importantly,
illuminate possibilities for practice. | do notegeto ignore the reported negative
effects, however, | do caution against assessnsemg high stakes data that overlook

such important facts as longevity, thoroughnessvaniety of assessment.

During the past decade, particularly in the USultsf tests have been used as the
basis for rewarding and sanctioning individual stud, teachers, and schools
(Heubert & Hauser, 1999, Madaus, 1988; Schneiderg&am, 1997; Orfield & Wald,
2000). Although testing and accountability are moked to improve achievement and
motivate staff and students (McNeil, 2000), consdrave been raised in both the
media and professional literature about the possibintended consequences of these

programs (Klein, Hamilton, McCaffrey & Stecher, B)0The effects of high stakes

51



testing are far-reaching and impact on a numbgradps and systems (Airasian,
1987; Nichols & Berliner, 2005; 2007) Firstly, thggh stakes nature of failing these
tests will be felt most by the student. Howeveagcteers can now be judged and held
accountable for the performance of their stude@taqwell, 2006). Likewise the
principals of an underperforming school as ideadifby these high stakes tests can

face a raft of sanctions (Martin, 2004).

Educational researchers are far from reaching ecmuseabout whether testing
students for high stakes outcomes actually impréee@sing (see for example Amrein
& Berliner, 2002a, 2002b; Grant, Gradwell, LauriaaDerme-Insinna, Pullano &
Tzetzo, 2002; Merchant & Paulson, 2005). Somearebers focus on the failings of
such an approach such as curriculum alignmenthieg¢o the test approaches and
increased drop out rates of students (for exang@e®snrein & Berliner, 2002b;
Groves, 2002; Kohn, 2000a; 2000b; Madaus & Clazk@1; Marchant & Paulson,
2005; Nichols, Glass & Berliner, 2002b). Othersational commentators highlight
the positive impact of these measures such asrggidppreciating exactly what they
need to know, teachers mirroring good practice itt@akeases scores, and a higher
degrees of motivation amongst teachers (for exasg#eBarton, 2005; Clarke et al.,
2003; Libresco, 2005; Rex & Nelson, 2004; Wolf & i#y@002; Wollman- Bonilla,
2004; Yeh, 2005). However, a significant criticigarnered from the existing
literature is the widely held contention that thisrao compelling evidence for the
“transfer of the specific knowledge and skills” §8) to the students who undertake
such tests (Armein & Berliner, 2002). In my expade the use of high stakes testing
has a focussing effect on senior teachers and utithe transfer of specific

knowledge and skills success at Year 12 is nearpossible. The positive effect on
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teachers who have helped students gain good gaaidfessar 12 is quite tangible in my
experience and is that which gives momentum tddh@wing year. The task of a
senior teacher is difficult at times and if a stuidiils to achieve their academic goals

it can be a deflating experience for all involvadhe process.

Many seem to agree that some key questions ateentg asked (Sadowski, 2000)
including, questions about the effects on studentsijcula and staff. The next section
critically examines the current literature on tifee of high stakes testing. The
effects on the curriculum, on pedagogy, on teacaedsprincipals and on whole
schools are critically assessed. However sincetingary concern of any teacher is
their students (Madaus & Clarke, 2001), the udeigti stakes testing in schools

should firstly be viewed from the perspective a gtudents.

2.5.2.1 Effect on students

The academic literature regarding the effect ohlstakes data on students is broad
(see for example Airasian, 1987; Amrein & Berlin2®02a; 2002b; Anagnostopolous
2003a; 2003b; Au, 2006; Bolgatz, 2006; Clarke gt24103; Grant et al., 2002;
Groves, 2002; Hunter & Bartee, 2003; Lipman, 2QGmax, West, Harmon, Viator
& Madaus, 1995; Nichols et al., 2005; Orfield & WaPR000). Carpenter (2001)
argues that high stakes testing may have a positfeet on the students who are
subjected to this form of assessment since theypeanvaluable in helping to
diagnose gaps in learning. The proviso howevedhasthese tests must be
scientifically valid and trustworthy. If this isdttase it is contended that high stakes

tests can improve the quality of education (Carper2001).
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To counter this, however, students can be subje¢oteslentless drilling on the
content to be measured on the high stakes tesy. mag be given interminably long
practice sessions with items simply mirroring thivsthe test (Popham, 2000). A
disproportionate amount of student and teacher éinteeffort can be directed
towards preparing specifically and only for the {&mnith & Fey, 2000). It is reported
that in extreme cases, focus is directed to thastebelow specific cut off points,
ignoring those well above or well below such cutaafints (Rockoff, 2004). Some
researchers report that high stakes testing cam daumbing’ effect on teaching and
learning as worksheets, drills, and similar rot@cfices consume greater amounts of
classroom time (Sacks, 2000; Kohn, 2000; 2001). él@w, | contend that an integral
part of a senior teacher’s skills must be concewmiglal taking the test and to ignore
the skills of actually sitting the paper is to resgjla key factor in ensuring academic

success in the final exams.

Also, insofar as tests assess only part of theatdum, time spent on test-taking
practice often overemphasizes basics and neglgieehorder thinking skills
(Herman, 1992). This is not the case particulariueensland where higher order
thinking skills have be specifically woven into ttadric of the curriculum for senior
students. More holistically, Kohn (1999) warnstthia over reliance on high stakes
testing sends a message to students that leamregiembering facts, and that
intelligence is a function of how fast people cartliings. Weaver-Dunne (2000)
contends that students may be placed at increadedfreducational failure and
dropping out and in response, Sloan (2005) catla f@newed focus on the children

rather than on ratings because it undermines gualidl equity. In my experience at
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one of these schools an increased focus on suiccdes senior years has led to a
reduction in dropout rate and an increase in qualit

There is also a significant body of literature cectmg high stakes testing specifically
with increased drop-out rates and lower achieverogstiudents from low socio-
economic backgrounds and students of colour (Arr&elBerliner, 2002b, Groves,
2002; Madaus & Clarke, 2001; Marchant & Paulso®3WNichols et al., 2005).
Some research suggests that student’s scoreshiese te@achers teach closely to a test,
however, learning often does not change (Shep@f);Neil 2003). But this point is
contested by others research who suggest the a@poay be true (Au, 2007).

Indeed, it is my contention based on experientberlJK and Australia that where
teachers have taught closely to the test they hanrered good practice and delivered

the curriculum well.

In summarising the effect of high stakes testingtaents we find there are wide
ranging implications in terms of student achievem&he majority of reports suggest
that there is an overemphasis on the basic skabisled to pass these tests so that the
process inhibits students. The use of basic achiememeasures sets a ceiling for
teachers, rather than a bottom line. Whilst theafiseich testing can highlight gaps in
basic knowledge, it does not encourage acceleratiamvestigation. Students are all
encouraged to focus on the fundamental aspectsssing the test, whereas higher
order skills not covered in the test are not exachiMMajor implications include a
reduction in variety pedagogical approach fromtdaeher, and whilst student marks
might be high there may be a lack of real learnihg. worth noting that these
findings relate primarily however to the naturdloeé test rather than the broad based

curriculum that form the nature of the assessnmmd in Australia. We are fortunate
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that in the Australian states the curriculum idisigntly borad with a high degree of
rigour and examine higher order thinking skillsstone degree. This is in stark

contrast to a number of cases in the US.

If the students carry out their tasks and commdétthe prescribed outcomes in a
given curriculum they would deem themselves, qugetly to have achieved a well
developed education. One might naturally assumegtiiaing high grades throughout
school would adequately prepare a person to mest academic challenges
However, if the curriculum is limited and focussmdtaking a specific test, the
student may find their education has not prepdrethtfor life beyond school. The
effect of changes to the curriculum in the facéigh stakes testing is the focus of the

next section.

2.5.2.2 Effect on curriculum

The effect of high stakes testing on curriculurprsfound and again is the source
considerable debate in the field of educationaaesh (see, for example, Armein &
Berliner, 2002a; Anagnostopolous, 2003b; Barto®2Clarke et al., 2003;Grant &
Horn, 2006; Guthrie, 2002, Libresco, 2005; Luna @ffer, 2001; Rex & Nelson,
2004; Segall, 2003; Smith; 2006; Vogler, 2003; WsuMVolf, 2002; Wolman-
Bonilla, 2004; Yeh, 2005). Some of these commenmgatote that important
curriculum content is often eliminated becauss itot addressed by whatever high
stakes test is used (Armein & Berliner, 2002a)hére is no test for a particular skill
or ability set, then any instructional attentiortliose skills and abilities simply
evaporates (Popham, 2000). We are also told teatdalrowing of curriculum is

occurring because and that a great number of irapbareas are not included on high
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stakes tests since they cannot be easily testeddbymethods (National Centre for
Fair and Open Testing, 2004). The American Evadmafissociation (2002) likewise
draws attention to the harm high stakes testing lonisng to educational practices
because of this outcome. It suggests that schoeldrawn into narrow conceptions of
teaching and education that leave children deprofete history, cultural

perspective, personal experience, and interdis@p}i nature of subject matter.

In the UK, Boustead (2003) contends that a majpelleg off of standards in literacy
is due to a narrowly focused curriculum which enmeges surface teaching and
teaching to the test rather than teaching to |egaker, Akiba, Le Tendre and
Wiseman (2001) report that school resources arggliecused on the areas covered
by high-stakes testing, whilst those occupying suaaside the testing rationale are
relegated to “shadow education” activities. Theyntan that structured, after hours,
activities to improve test scores on high stakststare becoming an enduring aspect

of modern schooling.

The National Centre for Fair and Open Testing (2@G4s the reader to reflect
critically on the uses of high stakes tests and #féect on teachers. It contends that
the higher the stakes, the more schools focusuctsdn on the tests. As a result, what
is not tested is often not taught (Klein, 2004).dhsubjects or topics may be
dropped; important, but untestable skills suchastdatory expertise are ignored
(Heubert & Hauser; 1999Instruction, it states, start to look like thette moreover,
structures are used in class that are redundaapexdien used on a particular high

stakes test (Chudowsky & Pellegrino, 2003).
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Another angle on this general point is the constsfeeme emanating from the
literature on the effect of high stakes testingorriculum is the issue of content
control. In his meta-analysis of research into tstgkes testing Au (2007) indicates
that more than 80% of studies contained the themearaculum content change as a
result of the use of high stakes testing. Overwhadiy, the content contracted to suit
the content studied on the high stakes testing ewdion (also for example see
Airasian, 1987; Amrein & Berliner, 2002a, 2002b;| B2004; Booher-Jennings, 2005;
Braun, 2004, Clarke et al., 2003; Debray, Parsofwéa, 2003; Fickel, 1994; Gerwin
& Visone, 2006; Harden, 2001, Hillocks, 2002; Laradm200; Madaus, 1988;
Nichols & Berliner, 2007; Perreault, 2000; Tayl8hephard, Kinner & Rosenthal,
2001). However in a small but significant number tdontent expanded for the same
reason (Anagnostopolous, 2003b; Luna & Turner, 2&@ball, 2003; Smith, 2006;

Volger; 2003).

Smith (2006) suggests that where high stakes tgdtatates the curriculum, the
positive aspect of curriculum alignment may proeespasive. However, as has been
discussed, this comes at a cost. The narrowingroicala so that teachers stick
rigidly to the prescribed material may reduce teocational experience of the
children, inhibit enthusiasm and decrease achiemef@erwin & Visone, 2006).
Students and teachers responding to high stakeeenatthe testing are reported to
focus on key aspects of knowledge, ignoring notates skills (Nichols & Berliner,

2007).

The effect on curriculum can be viewed as a pringdigct in terms of narrowing the

actual material delivered to the students. Howeer secondary effect of keeping a
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teacher to a prescribed broad curriculum is morgnaat to this study. If, as is the
case in Queensland, South Australia and Victoniexet is an arguably broad and
balanced curriculum, being limited to the curriculwould not be as narrowing as is
the case in many US states. It can be arguediaturriculum delivered in schools
should mirror the prescribed curriculum, mandatgthie state or federal government
because it morrirs both practice and calls foalnable core knowledge. The
secondary use of high stakes testing in the assegohstaff may make the teachers
focus more on the content of what must be deliveredprescribed curriculum. If the
curriculum is sufficiently robust, broad and demiagdn skill it is my view that it

would lead to improved educational outcomes forstinelents.

While the curriculum informs the material coveradciassrooms, increasingly the test
is determining the curriculum, which in turn is iy a profound effect on the way in
which the curriculum is delivered: that is the pgalgy employed by the teacher (Yeh,
2005). Under pressure for the students to perforthe tests, teachers are forced to
adjust their teaching method, effecting not onlyatwpoes on in the classroom, but
also their own perceptions of their teaching amgrtiole as a teacher (Hillocks, 2002,

Clarke et al., 2003).

2.5.2.3 Effect on teachers

From an analysis of the scholarly research intceffect of high stakes data on
teachers and teaching (see, for example, Agee, Z0trkin & Berliner, 2002a;
Anagnostopolous, 2003a; Barton, 2005; Bol, 2004uBr 2004; Cimbricz, 2002;
Clarke et al., 2003; Costigan, 2002; Firestone, idagtz & Fairman, 1998; Gerwin

& Visone, 2006; Gradwell, 2006; Grant; 2003; Liltes2005; Luna & Turner, 2001;
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McNeil & Valenzuela; 2001; Nichols & Berliner, 200Bex & Nelson, 2004), it
becomes clear that where high stakes testing @ insgn accountability system, the
instructional focus of the teachers and the priasimarrows (Linn, 2003). Popham
(2000) attests

America’s educators are being obliged to parti@pata contest

they cannot win. The contest is called “ the sdmresting game”

and its object is to have educators raise studesdsies on

standardized achievement tests (p. 12).
There is evidence that teachers place a greatenasigpon the material that is
covered on a high stakes test than they do on athggrials (Stecher & Hamilton,
2002) and the fragmentation of the content intbde® units (Au, 2007). Taken to

one extreme, good teachers can be discourageclmyeremphasis on high stakes

testing and leave (Nichols & Berliner, 2005).

A very high proportion of the research indicatest there is a significant influence
not only on the curriculum but also the way in whibe curriculum is delivered in a
high stakes environment ie the pedagogy of teadseesfor example Hargreaves,
2001; English & Steffy, 2001; Kohn, 2000; Smith &y 2000; Stecher, 2002).
Whilst the majority of research into the effectpmdagogy suggests that most
pedagogies became more teacher centred (Au, 2@05taller number of studies
indicate there was an increase in student ceneddgngy (Clarke et al., 2003;

Libresco, 2005; Rex & Nelson, 2004; Wolf & Wolf, @2).

In a qualitative study, Smith (1991) concluded tieacchers achieving low scores on
high stakes testing feel a negative emotional efféienilar results reported by Cheng
and Couture (2000) in their study of teachers work culture of performance, cite a

loss of teacher autonomy, a focus on teachingedest, a proliferation of
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commercial cramming schools, increased externdtabover educational systems
and a reduced emphasis on critical thinking. i thithe case does it not become
incumbent on the schools to help teachers achigledeores? In the case of poor
results should schools offer professional develagropportunities or networking to

improve their abilities in regarding to teachingise classes?

Dworkin (2001) examines the exacerbating effech lsitakes testing has on the
phenomena of teacher burnout. The data for thermamee from teachers in a single
Texas school district, the largest in the statethedseventh largest in the US which
employs in excess of 12,000 teachers and serves tmam 210,000 students per year.
Dworkin defines burnout as:

A response to job stress and related to a sense of

meaninglessness and powerlessness, burnout is adynaf

human service professionals who are denied praoieski

autonomy, status, and respect (p.76).
Dworkin’s findings contend that burnout becomegearmevalent where teachers are
subjected to high stakes testing. He reports thatdurnout does not lead to teachers

resigning from their positions, instead the teashearn to adapt and even to

overcome the reforms.

However, Cozart and Gerstl-Pepin (2002), presedieace directly supporting my
contention when they report a positive impact ghistakes testing if it is linked with
intensive professional development. The high stéésting in question views teachers
as professionals capable of improving curriculurd practice, which in turn raises

the morale of the teachers and improves practiced@ & Gerstl-Pepin, 2002).
Echoing the findings of Yeh (2005), | find that tlesilient nature of teachers

therefore comes to the fore; they learn to adagtratrain in the face of high stakes
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testing. It is with this sense of faith that | hameny peers that | promote th euse of
high stakes testing and believe that it leads fwraved outcomes for students.
Teachers are highly trained professionals who abosit their students’ futures. They
want their students to do well, particularly th&nior students. | have found the great
majority of teachers to be very open to any avdeaumprove practice, from

organised lectures to more informal workshops amdlvement in cluster meetings.

This raises the question of the availability andadaility of professional development
programs (McNeil, 2000; Schoenfeld, 2004 teachers are looking to retrain in the
face of evaluation using high stakes testing, doescome incumbent upon those
using the evaluation measures to provide or fatdithese professional development

opportunities? This becomes one of the major rekeguwestions in this study.

The effect on teachers cannot be underestimatedp@Wwerful impact of high stakes
testing creates additional stresses on teacher®wltte whole seek to adapt to the
situation and overcome any inability that they hbyeetraining. This raises an
important issue for those wishing to use high stdksting as part of their teacher
evaluation: once the teachers have been evaluateaviil they be supported in the
efforts to improve or adapt their skills? The cledic implement high stakes testing

takes on a wider implication for whole school episblogy and indeed funding.

Having reviewed the impact on individual componenmitkin the school the next
section investigates the effect on the whole scimtile subject. Issues of the effect
of scores on external funding will be addressea tiat funding could be used, the

effect on morale and on enrolment at the schodlalgb be discussed.
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2.5.2.4 Effect on Schools

The scholarly discourse regarding the effect ohlgtakes testing on schools will be
reviewed from two perspectives: the effect duextermal perception of the school
and the effect due to a change in the epistemabgiance of the school (Heubert &

Hauser; 1999; Lipman, 2004).

The first perspective, the view held by those a&she school, could directly
influence the funding the school receives fromdtage or federal government, or
impact on enrolment (Jacob, 2005). A school thaeuachieves in the eyes of the
funding body can have their funding reduced. Tlais been the case for a number of
years in the US. Gordon (2000) voices her conckoutathe influence high stakes test
score will have on the economic funding of schoS8lse explains that President Bush
wanted to link funding to test scores, so that upelgorming schools will lose

funding and those achieving good scores will bénafjain in the US, Ananda and
Rabinowitz (2001) found the primary measures bycwisichools are held accountable
where shifting from “inputs (e.g. ratio of certifiestaff to students) to outcomes (i.e.
student achievement)” (2001, p. 1). This changeé&aqsired a change to the data
being collected and its interpretation. At schevil the quantum of data produced
pertaining to student attainment demands that dsh@ave to develop new skills in
organization and analysis of data before it candsal to inform decisions (Stiggins,

2000).

In the US, high stakes testing and public accoulittabre still the predominant

driving forces in educational change. Some comntergauch as Schrag (2000)
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express concern over examples such as the “Texa€lsli’ and other celebrated
successes are based on embarrassingly low benchmankein and Beliner (2003)
found from a study of 18 American states that lsgtkes testing resulted in “no
measurable improvement in student learning as aelicby four different

independent measures” (2003, p. 37).

Of more direct consequence for the schools inrdgsarch is the enrolment of
students. Poor results reported in the press naalytea reduction in numbers or
guality of applicants rather than the reductiofuniding from the state as is the case

in the US.

The second perspective; from the epistemologiealcst of the school, refers to how a
school views its role in the education of its studeand this, | suggest, is more
pertinent to this research. Woodard (2002) sugdkatsvhere high stakes testing is
prevalent, schools may push for academic succeseasured by these tests above
more holistic measures or indeed at the expens®hy, but non-examinable, skills.
In the UK there has been an evolution over timtefOfSTED procedures to address
concerns that the process did not fully suppoxttieay and learning (Woodward,
2002). However, fears in the UK about the adveffezieof high stakes testing
regimes are well documented in the national pi@sdge (2000), writing in th&imes
Educational Supplementontends that American research has confirmed mhay
teachers in the UK had suspected but could notegpiioecreased emphasis on scores
can reduce the quality of school education, eveanwiasults seem to be improving.
He goes on to say that the findings have triggafadn bells in the UK where

national tests and the literacy strategy are salbtsqueezing the time available for

more creative work. In the context of this resedrsbggest that fears of curriculum
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shrinkage would be unfounded with the likelihoodtofriculum alignment being

much higher and more preferable.

In summary we can see that despite claims to theany, the evidence strongly
suggests that curricula will narrow, fragmentatdrcontent will occur, test taking
will increase and pedagogy will be more teachetraeas a result of using high
stakes testing. It must be noted however, thaether some incidents where the use
of high stakes testing have led to beneficial eéffstich as an increase in student
centred pedagogies, and an improvement in the tfva@ntent taught. This has been
my experience when high stakes testing has beehingsethoughtful manner and
used over a significant period of time. The ushigh stakes testing has also resulted
in dialogue to identify strategies that assist stug in passing these examinations
early in high school (Billinger, 2004). As a resuhe of the major implications of
high stakes testing in the US and the UK is thetpra of teaching to the test, where
teachers and curricula are structured to maximgt@@dents’ achievement in a
particular test, sometimes but not always to therdent of other learning outcomes
and holistic goals. It is my contention that a ¢ie=zal of the material offered speaks
of high stakes testing in terms of its primary ritlat of assessing students. Where it
reports on assessing staff, a parallel can be mak easily drawn. There are
significant incidences where the positive implioas of teaching to the test are
reported as negatives. For instance | suggesittised positive when teachers teach
from the prescribed curriculum and teach what isg@xamined. It is has been
reported under the banner of curriculum shrinkagdtbs more likely in the

Australian educational climate to appear as culuioualignment. Some
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commentators decry the notion of preparing studgpesifically for the final

examination and have labelled it teaching for #s the subject of the next section.

2.6 What is Teaching to the Test?

Issues of teaching to the test - what it is, hotgroft occurs, and whether it is
acceptable in any form — are becoming more seaodscontroversial as a result of
state and federal educational reforms (Agee, 20@djlern academic research has
contributed significantly to understanding the esuaised by teaching to the test (for
example see Agee, 2004; Clarke et al., 2003; Cro@k®3; Darling-Hammond,

2003; Downing, 2002; Elmore, 2000; Firestone, ScBoxonfils, 2004; Guskey,
2003; Hamilton, Klein & Stecher, 200Ruxia, 2005; Pedulla, 2002; Posner, 2004,
Popham, 2001). To help clarify these issues, ther€®n Educational Policy in the
US reviewed studies of the impact of testing, akb agepress reports of real situations
involving cheating, coaching and good, middling &ad forms of test preparation.
The tests in question were limited to state-martjatistrict mandated or

standardized tests; as defined in this paper $higgh stakes testing (Kober, 2002).

The Centre’s first finding was that many people@efused or disagree about
exactly what the term “teaching to the test” estdih its extreme form, it means
cheating (Sturman, 2003), for example giving staslastual questions from a secure
version of the test (Stecher, 2002). In its monaiwmn form, teaching to the test
means direct preparation for a particular testhsascdrilling students in practice

questions; teaching students in great detail hofM io answer sheets; or, focusing
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instruction on a limited subset of skills and knedde most likely to show up on the

test (Kober, 2002).

In teaching for the test, students may be askeeMiew vocabulary words that are
likely to be used in test questions on the test€igi2003), and learn how to pace
themselves (Firestone, Monfils, Camilli, Schorrck$i & Mayrowetz, 2002). They are
taught not to worry over difficult questions foottong for fear they will not have
enough time to answer the questions they find eé@m®immond, 2003). Students
take practice tests to sharpen their skills andarght to circle “do” words in essay
type questions and to check them off after theypmatish what the question has
asked them to do (Downing, 2002). Some spend ekiss time on specific skills
covered in the test or access extra tuition aima#ils covered in the test. They may
even learn skills unique to the test distinct frefmat would be generally taught in that

subject (Guthrie, 2002)

The lines between proper and improper test preparate not always clear and well
publicized (Gruenewald, 2003; Spillane, 2002) hHe US, policies vary among
different states, with some policies quite ambiguduis no wonder so many
teachers, administrators and parents are perplé&adzer, 2002). Kober (2002)
contends that test preparation practice is inappatif it raises test scores without
also improving students’ mastery of the broadejestilfFirestone et al., 2004).

In the US, one nationally representative surveyrggl that 79% of teachers said
they spent “a great deal” or “somewhat” of thainéi instructing students in test

taking skills, and 53% said they used state pradésts a “great deal” or “somewhat”
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(Education Week, 2001). Most teachers have resensabout this trend, with two

thirds feeling their teaching had become too foduse state tests.

From a comprehensive review of the literature g@hlstakes testing, | have
constructed a spectrum of practices that can be toseise test scores on high stakes
tests. The spectrum ranges from bad practicesyghramiddling practices to good
practices. At one end of the spectrum, bad practdeades getting hold of actual test
questions from a current test form and teachingthdents the answers or giving
students actual test answers for drill, reviewamnkwork (see for example Jacob &
Levitt, 2003; Stecher, 2002; Amrein & Berliner, 280 Settlage & Meadows, 2002).
Teachers exhibiting bad practice may also copyridige, or keep past versions of
tests that have not been officially released astge@aexaminations (Ganske, Monroe,

& Strickland, 2003).

As middling practice teacher may show students twiM in the bubbles on an
answer sheet, narrow down choices in a multiplaeghquestion, write a short
answer response, or pace themselves. Teachersatealdssign homework and
practice questions that resemble real test itenex®r, 2000), give written
assignments in the same format as the writing @ustof a specific test (Abrams,
Pedulla &Madaus, 2003nd drill students in basic knowledge and skillkilev
giving relatively less attention to more advanckitl STomlinson, 2000). They may
choose to teach topics or aspects of a subjechthat been covered on past
examinations (English, 2000), teach students phrsase in their open ended or
essay test questions (Firestone et al., 2004)endspignificantly more class time on

subjects that are tested and less time on sultfexdttare not (Luna & Turner, 2001).
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The characteristics prevalent in good practiceudelcovering the most important
knowledge, skills, and concepts contained in taaddrds for a specific subject (Linn,
2000). Teachers may also choose to address stanfdatabth basic and higher-order
skills (Shepard, 2003) and use test data to diagaresas where students are weak
(Bulkley, Fairman & Martinez, 2002), focusing ingttion on those areas. They may
also give students diverse opportunities to appty @nnect what they are learning
and demonstrating true mastery of standards (Pop®@d1). It is worthwhile to note
that studies in the US have shown that in statesevhigh stakes testing is the norm,
middling strategies are more often used than itestahere moderate to low stakes
testing takes place (Pedulla, 2002). It has begexperience in the UK and
Australia that where high stakes testing is useabs®ss staff a wide spectrum of
practices have been employed by staff, from bacttg good. However, where
specific, high level professional development hesrbimplemented as part of the

high stakes testing process good practice is peatal

Volante (2004) reminds us that the job of any teachfirst and foremost to promote
learning in their students. Ideally, students stidad able to develop the skills
necessary to take what they have learned and #mdiknowledge in a novel
situation. Volante (2004) however, contends thmathe US, high stakes testing
procedures have interfered with this process, dimeg are used to measure student
knowledge and gauge the effectiveness of instmctits Secretary of Education, Ron
Paige said, “Some worry that instructional practiaee based on ‘teaching to the
test’. But there is nothing wrong with teachinghe test if the tests are testing

something that the students need to learn.” (2&t.2003, Press Club, cited in
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Deresz, 2003). As a result of high stakes testaaghing to the test has become

commonplace in the US and the UK.

In Australia as mentioned each state has a roattelum that specifies a wide range
of knowledge, skills and processes that are exdrten&tudents face a raft of
assessment that requires them to apply that kng@ladnovel situations within
internal and external examination. | suggest thatuse of high stakes testing to
assess staff will encourage staff to not only teaaelknowledge component but alos

the higher level skills needed for success at énéos level.

With the greater reliance on high stakes testiotstm Australia, it is worthwhile
considering what implications aspects of teachintipé test have on the Australian

educational climate in light of experience overseas

2.7 Implications of Teaching to the Test

As schools embark on evaluation using high stagsting, with teaching to the test as
a significant inherent effect (Pedulla, 2002), #estion identifies the implications
that teaching to the test have for education intralia. In cases where the system in
place has well designed and well aligned standardsculum, and tests worth
teaching to, teaching to the test maybe a positkgerience for both teacher and
student (Ayres, Sawyer & Dinham, 2004). In contiaghe US most states standards
are not sufficiently focused or prioritized (Poph&@00). Without these
characteristics, the tests often take precedeneetbg standards it is meant to

represent, or the learning it is meant to motiyR&dulla, 2002).
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Considering a positive aspect of teaching to teeBashweller (1997) introduces a
new perspective called curriculum alignment. Hentaans that the phrase teaching to
the test has always been heresy to teacherssitpotmuch emphasis on standardized
tests, it stifles creativity and encourages chgatfowever, curriculum alignment
means to teach knowledge and skills that are asddégstests designed largely around
academic standards set by the state (McGehee &itgr2001; English, 2000). Those
who ignore what is “valued” by a state mandatetaed teach to a different
curriculum, can learn a painful lesson. At the begg of the year, teacher’s overall
evaluation can be based on standardized test seosemificant motivator for

teaching to the test (Bushweller, 1997). Bushwgll®97) quotes Nancy Grasmick,
Maryland’'s State Superintendent of Schools, whenssates: “If you're teaching to

the test you are mirroring good teaching that ilhance learning, then we don’t see
anything wrong with that” (p. 1). | agree with Gmaisk who does not agree with the
argument that teaching to the test stifles innavatShe points to a number of
examples in the US where innovative approach desvitoven into a pursuit for good
results in high stakes tests. | suggest that tea@teschools using innovative
approaches under high stakes conditions realizgdehching for the test includes
schooling the students in appropriate methodsdw dipon in an examination
situation. They are taught not to linger too longmtough questions and sharpen

these skills in practice examinations.

Success stories from the US are numerous (seadonme Bassey, 2000; McNeill,
2000; Skrla, 2001) linking high stakes testing witgh school achievement
(Bushweller, 1997). Some have exploited the situaéind now instruct other teachers

on how to effectively teach to the test and getdgiest results. The key, as reported
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by educational researchers, is to be aware thaddeses are the driving force behind
accountability (Linn, 200). They are intended teume that all students, whether in a
traditional or innovative institution, are taughetbasic skills (Langer, 2001). In this
light it would seem difficult for schools to justitieveloping a curriculum while
ignoring what is necessary to remain accountalile. pfesent climate of high stakes
testing dictates that the main ingredient for remmay accountable is good
performance on these tests (Bushweller, 1997). B2004) likewise, encourages us
not to bemoan the inclination to teach to the besto take advantage of it. He calls
for the production of exercises “so compelling, ancgowerful as exemplars of the
domain, that honing ones ability to solve them espnts generalisable learning and

achievement” (p.1)

However, there are negative connotations to tegctarthe test. Bushweller (1997)
reports that teachers in Texas view the use of kigkes testing with suspicion and
teachers report a stifling of approach. Unfortulyate is also reported that when
narrow tests are used to hold schools accountabidence shows that teachers will
leave low performing schools where they are needest (National Centre for Fair

and Open Testing, 2004).

In her article forThe Times Educational Supplem&@02), Kober supplies a general
rule to govern teaching to the test. She maintiiasany form of teaching to the test
Is inappropriate if it raises test scores withdabancreasing students’ knowledge and
skills in the broader subject being tested. MacBead Myers (1999) caution that
following the path of the US where testing has Ineesuch a tyrannical force that it

has undermined teachers, schools, higher educatidhe quality of learning.
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2.8 Summary for the Chapter

The term high stakes can be used to denote thinsgigns where interest in
assessment goes beyond the immediate sphere dtieshat measurement and
beyond those individuals who sit the tests (Messi®©®9). To the greatest extent,
academic research highlights significant negatffects due to high stakes testing. In
the US, UK and Australia, notable educational argluite a raft of reasons not to use
high stakes testing due to its effects on studéséshers and schools. There are
however, a number of significant pieces of reseltahmaintain positive outcomes

can be drawn from the use of high stakes testing.

Evidence from the US and the UK show that whilghtstakes testing can identify
gaps in education (Carpenter, 2001) it could alseela raft of negative effects on
students (Sacks, 2000; Herman, 1992 and Shepad@).2Zlhe effect on the
curriculum can also be positively or negatively angul. If the designated test
produces alignment to a well-constructed stataauum that can be desirable,
however, if the curriculum sets low standards therall “dumbing down” of the

school curriculum can be disastrous (Boustead, 2003

Schools may be economically disadvantaged by bmdtseor boosted by bonuses
(Gordon, 2000), but an overall increase in the iguaf education at the school
cannot be guaranteed due to the use of high stekisg (Budge, 2004). One
implication of the use of high stakes testing esiticreased incidence of teaching to
the test to improve their classes’ grades andrasut their own measure of teacher

quality (Bushweller, 1997). Teaching to the teketathe forms from outright
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cheating where students answers are changed bhetsato increased time spent on

examination taking technique (Kober, 2002).

Examining the body of literature on quality teachand using high stakes testing, we
can identify the characteristics of teachers thay imrecome apparent in their approach
to teaching and pedagogy. When subjected to hakesttesting a teacher may reduce
the curriculum taught to focus instruction onlytbae skills that are tested; aim
instruction and preparation at those on the bardedf success and increase the
amount of time given over to specific examinatioegaration or hothouse in after
school activities aimed at examination preparati¢ober, 2002). Other reported
effects were noted to include a reduction in futpelicants to principal’s positions
(Thompson et al., 2002). Teachers experiencingtivegemotional effects (Kober,

2002), may experience burnout and some may leavprtifession (Budge, 2004).

With such a wide body of research decrying theaisegh stakes testing would any
school chose to adopt it to improve academic ssec€be research looks at three
schools that have implemented high stakes testiggeater or lesser degrees. The
merits of the system in each case are measuredshgaademic success and the
effect on staff, the school and students. Theigapbn of high stakes testing and
their effect on the whole school have thereforeobee major issues for this study.
The wider effects on staff, students, curricula addool practice become a major
focus for the research, particularly in light oé tsparsity of knowledge in this area.
The lack of research that has taken place in tratrAlian context on the effects of
high stakes testing is notable. The significancthisfresearch is again magnified in

light of the total lack of research into high stakesting and its effects in Christian
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Brothers’ schools. We now turn to a consideratib@laristian Brothers’ schools in

particular.
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CHAPTER 3

CONTEXT OF THE RESEARCH

3.1 Introduction

The purpose of the study as stated in Chapterta,rsview the responses of senior
teachers to high stakes testing at three acaddynstadcessful Christian Brothers’
schools, and hence, to highlight possible wayshiciwschools can achieve academic
success in a Charismatic environment. The resesseks to explore the methods by
which the teachers, and the schools as a wholsupuwcademic success, and

potentially provide a model for other Christian Brers’ schools.

In this chapter, a number of dimensions of contexitributing to an understanding of
the study are reviewed. Context forms an impomagans of situating action within
research, and of grasping its wider social andhdstl import (Dey, 1993).
Moreover, context can be seen as a key to meairing $meaning can be conveyed
‘correctly’ only if context is understood” (Dey, 29, p. 32). Several dimensions of
the context are now examined in light of the prooeg chapter on quality teaching
and high stakes testing. In particular these dsioas firstly situate the research in
the wider historical setting; secondly by highliglgt specific pressures faced by
schools to achieve academic success; thirdly bgrib@sg the environments of the
three Christian Brothers’ Schools involved in thedy, and finally, characterising
that which informs the approach of all Christiarm®ers’ Schools, Edmund Rice

spirituality. The dimensions are outlined in TaBl&.

76



Table 3.1: The three dimensions of the context

Three dimensions of the context

Dimension 1 Catholic education in the ChristiantBess’
tradition

Dimension 2 Edmund Rice Spirituality: the Charisin o
Edmund Rice

Dimension 3 Backgrounds of the case study schetdsi®d
for the research

This chapter opens with an examination of the fishension, Catholic Education in
the Christian Brother’s tradition. It maps the argtof Catholic education in Australia
post Vatican Il, and what that implied for ChristiBrothers’ schools. Following that,
the foundation of the Christian Brothers’ is alemsidered; from its roots with
Edmund Rice in Ireland to the expansion of the iotideughout the world. In
considering, Edmund Rice’s spirituality, particudanphasis is paid to the Charism of
Edmund Rice, which informs the practice of Christgrothers and lay staff working
in Christian Brothers’ schools. What it means tctein a Catholic school in the
Edmund Rice tradition is explored in the followisggction and the cultural
characteristics at the heart of Christian Brothsciools at discussed. Finally,
Dimension 3, the backgrounds of the case studydsiselected for the research, are
described offering insight into each of the schomisluding each school’'s managerial
structure, history, governance, academic histosthod of examining senior
students, and their relationship with other indelgemn schools associations. A
concluding section discusses how the literatureeveinforms the research and draws

out and refines the four research questions, wiittie the research.
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3.1.1 Dimension 1: Catholic education in the EdmRick tradition

July 2004 saw an important chapter in the storhefAustralian Catholic Church
close, and a significant footnote to Australia’siabhistory was written when the
Christian Brothers were instructed to release nadrilieir members from schools to
work with the disadvantaged and marginalised. lettar to the Western Province, of
which Australia is a central component, the Chaist8rothers’ worldwide head,
Brother Philip Pinto, observed that the “need #aav us setting up our schools in
many of our current ministry sites is now beingaqdeely met by others, in many
cases by the state itself” (McGillion, 2004). Ctias Brothers’ schools will continue
to operate in all states of Australia and lay peapill carry on much of the work
started by the Brothers. The cases being studiddsmesearch are such institutions,
where lay Principals lead the schools with fewa(if/) Christian Brothers now

occupying roles within the main body of the staff.

As a lasting poignant guide to those charged viighftiture of the Christian Brothers’
schools, the Christian Brothers’ Congregation Céiapt 2002, held in Rome,
recognized the call to educate the minds and heatte young is at the heart of
every Christian Brother. The Chapter leaders pnoad a Charter to enable schools
to authenticate their endeavour in the traditiokdmund Rice. The Charter aims to
“inspire school communities to foster energetic#ly vision of the charismatic
leader, Blessed Edmund Rice, in the Spirit of Glangl the education mission of the
Catholic Church” The Chartey 2002, p.1). To understand the distinctive context
which the cases for this research study are sdu#te educational and cultural
characteristics that underpin Catholic education, garticularly Christian Brothers’

education, will be examined.
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3.1.2 Christian Brothers in Australia

To fully understand the characteristic of a modeéhmistian Brothers’ schoaol, it is
necessary to briefly examine the historical baclugcbof the Christian Brothers at the
foundation, their focus on education and theirdmstn Australia. Central to this
examination is Edmund Rice’s work in foundation @f&istian Brother’s view of
education and their history in Australia (for exdengee O'Toole, 1984; 1985;
Coldrey, 2001a; 2001b; Gill, 1926; Blake, 1996;al8cl979; Kearney, 1960; Keogh,
1996; Kyne; 1996; Kelly, 1999; Feheney, 1996; Gand®96; 1976b, 1971; 1976;
1978, 1979; Callan, 1977; Wilson, 1991; McLaugla007; Kent, 1988; Rushe, 1981;

1995).

The Christian Brothers are an international cogagtien of consecrated brothers
within the Edmund Rice Family. Founded in 1802 ligsBed Edmund Rice in
Waterford, Ireland, the Congregation has grownbimud 1900 brothers in 29
countries. Edmund Rice opened his first schoolB02land over the next twenty
years, a large number of men joined him from alkwaf life. Eventually Pope Pius

VIl formally approved the Christian Brothers Congg&on in 1820 (Blake, 1994).

The first Christian Brothers arrived in Sydney BdB, 40 years after the order was
founded. By 1900, there were 826 Christian Brotiretee country, and by 1965,
nearly 4000. Without their dedication, the Churatud have struggled to accomplish
its essential mission for the 2@entury, which Melbourne’s Archbishop Daniel
Mannix defined as building a future where Catholiesy hope to secure the part of

the lucky country and what it had to offer (McGlh, 2004). Education was seen as
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the key, but whereas the Jesuits got the “creatieotrop”, the Brothers took “the
dregs like me, who were the sons of railway memuabworkers and clerks”
(McGillion, 2004, p.1). Over the years, the ChastBrothers propelled legions of
working class Catholics into the middle class dmgrofessions, offering a model of
masculinity that was “neither beer swilling norfsginsumed and played an
important role in assimilating migrants at a timieen integration was socially if not

politically incorrect” (McGillion, 2004, p. 2).

Changes in social attitudes generally and attittoleards religious life more
particularly also hit the Christian Brothers hdrd1980, there were still some 2800
brothers in Australia; but by 2008 there are fethan 500. The vast majority are well
over 60 years of age, and the number of men whe batered the order in the last
five years is extremely low (McGillion, 2004). & against this backdrop that Brother
Pinto gave his edict. However, the withdrawal & @hristian Brothers from Catholic
schools does not mean a withdrawal of their infageMhroughrhe Charterthe
Christian Brothers have outlined what it is to laetf Catholic Education in the

Edmund Rice Tradition.

3.2 Dimension 2: Edmund Rice Spirituality

To understand the Christian Brothers’ message usitierstand the message of their
founder the Blessed Edmund Rice (Blake, 1996). gjinchis vision and calling he
created a worldwide Brotherhood informed by a deéh and devoted to service to
others (Kyne, 1996; Garvan, 1996, Normoyle, 1978hg following section tells

Edmund’s story and that of the Christian Brothdrexamines the message that
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underpins the work of Christian Brothers and theke work in Christian Brothers’

schools.

3.2.1 Edmund’s Story 1762-1844

There is a significant body of work that shedstligh the life of Edmund Rice (for
example Gill, 1926; Blake, 1996; Jacob, 1979; Kedho6; Kyne, 1996; Garvan,
1996; Fitzpatrick, 1945; Kearney, 1960; Humphrey@63; Coldrey, 2001a; 2001b;
Rushe, 1981; Normoyle, 1976b; 1978; O'Toole, 198885; Vercruysse, 2004).
Edmund Ignatius Rice was born during the Penal Sime £' June 1762 in Callan,
Ireland (Keogh, 1996). Many writers report that @nthe governance of the English,
Irish Catholics suffered a range of inequities (@le, 1984; Coldrey, 2001b;
Normoyle, 1976a). For example O'Toole (1984) sutgtsat:

The situation of the Catholic poor was indeed degtpeln the first

place they were handicapped by their poverty aswscof an unjust

social climate made worse by oppressive penal laweddition they

were debarred from the benefits of Catholic edocaly deliberate

state policy, while at the same time they wereesttbd to the

material temptations of a government-supportedgdytizing
campaign. (p. 68)

Edmund Rice however, was not from poor stock asctbimfortable upbringing was
far from the struggles of the poor and homeledsatdind (Burton, 1962; Callan,
1977; Carroll, 1999; Feheney, 1996; Fitzpatrickb@;91953; 1964; 1969; Hickey,
1982; 1997; Hurley, 1982; Kearney, 1960a; 1960I6;11 ®olan, 1989; 1990;
Normoyle, 1976b). We are told that whilst a prigiel life for a Catholic in Ireland at
this time was a rarity, in a small number of cabesopposite it true (McLaughlin,
2007; Vercruysse, 2004). Indeed, at the age oEdimund joined his Uncle Michael
in the business of supplying ships from Waterfonén the second busiest port in

Europe. When he was 23, Edmund married Mary Eliesd from a well to do family.
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To a great extent under English rule, Catholicsewefused the basics of education
and entry to a wide variety of jobs (FitzpatricR4b; Kelly, 1999, Hickey, 1982,
1997; Hurley, 1982; Kearney, 1960a; 1960b; 1961aN.01989; 1990; Normoyle,
1976b). Edmund, as quoted by Keogh (1996) deschibesCatholics face extreme
punishment if they try to educate others,

The poor of this country want education very baéijmong the
many cruel penal laws, which enacted against Ciathof Ireland
since the reformation, there was one that forbageCatholic to
teach school or even to be a tutor in a privatesbaunder pain of
transportation for life! His being detected in # of teaching any
one subjected him to this terrible punishment witheven the
formality of a trial.... It was in force for an ergicentury, and you
will judge, it must have great power in demoralgzthe people. (p.
37)

Unfortunately, after less than four years of mgeiaragedy struck and Mary died
after giving birth to a daughter, Mary, who wasathled in some way (Coldrey,
2001a; Normoyle, 1976a). Edmund Rice was a changedand while heavily
involved in business, his thoughts and action®¥edld a much more spiritual path
than before (McLaughlin, 2007). We are told thatrtidd called his stepsister Joan
Murphy to help him care for his disabled daughtérile he developed the business
further which he inherited from his uncle in 178mwever during this time his
attraction to and care for the poor of Waterforokton a new intensity (O'Toole,
1984).

His prayfulness deepened and his reading of thptsoes and other

spiritual books grew more constant. In God’s tingeniand

challenged by a Friar’s love of prayer one nightheey sat in a room

in a country Inn on one of his business trips. Eddndetermined

then to become a monk in a monastery in Europe.edew when he

shared this desire with a woman friend in Waterfstee challenged

him not to shut himself away in a monastery, budd@something

significant with the many poor “quay kids” of Wdiand (Christian
Brothers website).
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This passage and others suggest that Edmund’$draradion came out of prayer and
reflection on the Scriptures. His calling was fodhierough spiritual enlightenment
and moulded by identification of needs in the matavorld (Normoyle, 1976a).
Edmund subsequently turns his back on his privdeggbringing, comfortable life

and family and devotes his life to the poor anditids. He provides education and so
as they could improve their lot in life (Vercruys2004). Indeed O’Toole (1984)
pointed out that Edmund Rice’s concept of a religioommunity would “break
through the cloistered monastic mould of religibtesto reach out to the poor
underprivileged living in the midst of the worldy as to bring them Christian help

and hope” (p. 88-89).

In 1802, Edmund began a night school for the unatgaicboys from the quayside at
Waterford. It is reported that his deep desire teadsund a religious order of men
who would educate these poor boys so that theyddd with dignity and high self-
esteem (Humphreys, 1963; Garvan, 1996; Normoylé6a9Wilson, 1991) “He knew
that the only hope of improving the status of tberpwvas through education”
(Normoyle, 19764, p. 42). But his volunteer assistaesigned in the face of
difficulties, as did the paid teachers that weterlamployed (Normoyle, 1979). Just
when his spirits were at its lowest, two men frosirfative Callan joined him not

only to educate his poor boys but also to foundligious order (O'Toole, 1984).

Edmund and his growing number of companions wkead, and in 1808, seven of
them took religious orders under Bishop Power otéffard (Keogh, 1996). They
became the Presentation Brothers, and graduaiignaformation took place in the

“quay kids” of Waterford. Edmund and his Brothetgsieated them, clothed them and
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fed them (Blake, 1996). In this way, Edmund Ricd his Presentation Brothers had
a significant effect on these destitute boys. R{&B65) refers to the praise received
from the Reverend R. H. Ryland, Dean of Christ ChuCathedral. Ryland lauds
Edmund in these words:
In the schools established by Edmund Rice, esgth&education of the
poor Catholic children, we have a splendid instasfdde most exalted
generosity...among a distressed and unemployed papuylavhere
religious opinions militate against the systemdi@tion offered them by
their Protestant brethren, these schools have dfeanalculable benefit:
they have already impressed upon the lower classiacter which hitherto
was unknown to them, and in the number of intefiigend respectable
tradesmen, clerks and servants which they havef@eht bear the most
unguestionable testimony to the public serviceBarhund Rice. (p. 55)
It is reported that Edmund Rice’s schools werefieahi enlightened and progressive.
His schools emphasized essentials and correcirgpediccurate and expeditious
calculation, skillfully written prose and a thordugnowledge of bookkeeping
(Vercruysse, 2004). Edmund also emphasized theriaapee of instruction in the
Catholic faith in his schools. He expected eachtbayrow in knowledge and virtue.
For Normoyle (1976a), the schools were principallgans by which a student would

be given knowledge of the faith: “Even during reediessons opportunity was taken

to speak about honesty, justice and charity” (p) 56

Edmund Rice was finally given approval to becompesior General of the order and
from this time on they were called Christian Brathéy 1825 there were 30
Christian Brothers working in 12 towns educating0®, boys. We are told that
Edmund endured many and severe trials until aagjeeof 76 when he retired. He
went on to live in Waterford where he died on 28tlgust, 1844 (McLaughlin,

2007). Edmund had devoted his life to the educatidhe poor (Kelly, 1999). He

began a legacy that he has expanded and spreadhlowd the world (Garvan, 1996).
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He was declared to be Blessed Edmund Rice in Ran@oOctober 1996. Finally,
he can best be described as “astute business ovarg husband, devoted father,
grieving widower, innovative educator, courageausfler, compassionate champion

of the poor” (Christian Brothers website).

3.2.2 The Charism of Edmund Rice

When reading the literature on the Charism of EdirRite (see for example Gill,
1926; Blake, 1996; Jacob, 1979; Keogh, 1996; K§886; Garvan, 1996; Fitzpatrick,
1945; Kearney, 1960; Humphreys, 1963; Coldrey, 20@000; Rushe, 1981,
Normoyle, 1976b; 1978; O'Toole, 1984; 1985; Verassg, 2004), we must firstly
identify what the term Charism means. Thompsordg) @otes that the word
Charism is Greek and means “gift”. In contempof@agholic usage, it refers
specifically to a spiritual gift, which is a fredtgf grace. Moreover, Catholic
scholars agree that a Charism is not solely fob#reefit of its direct recipient, rather
it is a supernatural gift bestowed by the Holy Bfar the building of communities
(Thompson, 1998). Whilst Thompson’s (1998) workegian appreciation of the
modern day usage of Charism, its origins lie inye@hristianity, a viewpoint
expressed by St. Paul.

About the gift of the Spirit, brothers, | want ytabe quite certain.

There are many gifts, but it is always the samatsphere are

many different forms of activity, but in everybothere is the

same God who is at work in them all. The particobanifestation

of the Spirit the granted to each one is to be fisedeneral good.

To one is given from the Spirit the gift of uttecanexpressing

knowledge, in accordance with the same Spiritniatiaer, faith

from the same Spirit; and to another, the gift@hlmg through

this one Spirit; to another the working of miragl@sanother

prophesy; to another the power of distinguishingtspto one the

gift of different tongues, to another the interptetn of tongues.

However, at work in all these is one and the samatS
distributing them at will to each individual. (Cothians 12:1-11)
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In this context, the following points may be madelfarity the term Charism. The
origin of every Charism is the Holy Spirit, whilss impetus is distinguished from the
action of the Holy Spirit in other ministries foxample, the sacraments. Moreover,
Charism is a special grace or gift given to anyofie faithful and its purpose is the
renewal and development of the people of God viighauthenticity of the Charism

tested and judged by the hierarchy of the Churchtééh, 2001).

As previously alluded to, Charism, in its theol@jiasage, refers to a gift of the
Spirit. When given and received by a person, thiegrehas insight to recognize and
value, and also demonstrate openness to respamddgoe Gospel values (Cashman,
2003). When imbued with the Charism, a person bee®mes a special vehicle of
God’s grace and providence for others. The disgopECharism can be made in
others; it can be made in oneself, through prayeitation, generous good works, or
by suggestions received that direct one’s mindspidtual way and to a special task

(Coldrey, 2001b).

O'Toole tells us that authentic religious foundars imbued with an original Charism
which “shapes the ideal of apostolic service toohta particular founder is called”
(p. 65). Carroll (1975) suggests that the Charisiinued on religious leaders is the
greatest of all gifts of Charisms. Their greatriessuggests lies in the fact that “they
continue to flourish and to bear fruit in the CHusbmetimes even centuries after the

particular founder has passed away” (p. 1).

The Charism usually proposed for Edmund Rice ishlieeheard the cry of the poor

(O'Toole, 1984). There has been an emphasis oddtising, feeding and teaching
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the poor and marginalized within the urban undec[®&ushe, 1995). However,
whilst it is true that the marginalized needed traad education, it is often
overlooked that the rich and middle class as mgdh@ marginalised, require Christ.
Coldrey and Kilmartin (1989) offer two views of Edmd’s Charism, firstly that “The
Charism...is to the poor-the stress on clothing, ifeggdeaching the ultra poor of the
displaced country folk; to help the goaled, thedmmned, the deprived” (p. 4). The
second view they offer includes ideas of faithtista“Edmund addressed the
spiritual ignorance of the Irish youth as his fpsibrity and their material poverty

second” (p. 6).

Edmund Rice was not drawn to spiritually blind sbeictivism (O'Toole, 1984). His
Charism was born out of an intangible spiritualsjder an unseen God (Coldrey,
2001a). The Charism of Edmund Rice was to insigrairant boys and young men in
the Catholic faith. He addressed the spiritual rgnoe of the youth firstly, and their
material poverty, second (Keogh, 1996). Rising ftbe strength of his personal
spiritual life, the Charism of Edmund Rice was awrsion experience (O’'Toole,
1994), which rendered his personality receptivihéocall of God as it arose through
local circumstances (Coldrey, 2001a). First andrfuost a call for the awakening of
the spirit in youth, the Charism calls people tcogmize the Holy Spirit in them and
to act accordingly (Keogh, 1996). The vehicle fusthas been education of the poor
and disenfranchised (Blake, 1984; O’'Toole; 1983)viet must be cognizant of the
fact that the Charism calls people first to beigpt beings, and secondly to be

educators (Hickey, 1981; Wilson, 1991).
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The Congregation of the Christian Brothers haveaggly attempted to crystallise
the Charism of Edmund Rice and its meanings fosaleaching in Christian
Brothers’ schools. In thefConstitutiong1985) the Congregation of the Christian
Brothers report the findings of its first Interratal spirituality conference held in
Ireland, on efforts to reach an agreement on trei€in and the spirit of the

Congregation. The Charism statement was reported:

Deeply aware of the Father’s providential presandaes life,

EDMUND RICE WAS MOVED BY THE HOLY SPIRIT TO OPEN

HIS WHOLE HEART TO CHRIST PRESENT AND APPEALING

TO HIM IN THE POOR [emphasis in the original]....Hasvgiven

grace to respond by identifying through Christ vilie poor in order

to evoke in them a deep awareness of god’s loviaggnce...would

raise the poor to an awareness of their dignityhésiren of God.

(CFC, 1985, p. 52-53)
Carroll (1992) wrote two versions of a watershdatkas entitled, “From Charism to
Mission to Ministry” in which he offered a defiroth of Edmund Rice’s Charism by
quoting Boff: “A true charism blossoms where indwals place all that they are all
that they have and all that they can do at theisenf God and their neighbour”(p.
21). In the article Carroll (1992), demonstratest th Charism emerges from the
framework of a specific mission and for Edmund Rl mission was to the poor
Catholic boys whose faith was not being develop@ed.Edmund Rice this mission
led him to a life long ministry of Catholic Eduaati on behalf of the poor. The next

section will investigate how schools are informgdHimund Rice’s Charism and

provide Catholic Education the Edmund Rice traditio
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3.2.3 Catholic education in the Edmund Rice traditi

Although sharing its tradition, mission and comnaumvith its local Church,
education in the Edmund Rice Tradition should nses existing as part of the
evangelizing mission of the universal Catholic GtwuCharter, 2004). Whilst the
efforts of the Brothers are mainly in secondarycadion, they are involved in a wide
variety of educational ministries (Vercruysse, 20@dmund Rice schools give
emphasis to “liberation through empowering sereiteducation, for the sake of the
kingdom and the promise of abundant life for alh@rter, 2004, p.5). Indeed the
similarities between the thoughts of Edmund Riog thve Church’s current views of
schooling are quite striking (Vercruysse, 2004).rébwer he maintains that “The
influence of the Christian Brothers and their lajl&agues in ministry portray a vital
role in passing along faith in the schools” (p..68k are told that from the very
beginning however, Edmund Rice viewed his schoiflerdntly than the state run
schools or those operating by other religious ses€O’'Toole, 1985). For Edmund
Rice, education was a religious work in the formatdf youth; training that would
give a new morale to the children of the poor aftdHem socially (Kent, 1988).
O’Herlihy, Griffin, O’Donnell and Devereaux (1998pntend that “For Rice,
education was not just a means to affluence arstigeg but was for the ends of
personal liberation and social change” (p. 5). Inguatly for this study Blake (1994)
asserts Rice’s practical vision for education m$thools includes; “what was needed
to equip young people mentally, morally, and religily to stand on their own two
feet and to change the society that caused andedithem to be poor”(p.7).

In 1988, Br. Raphael Bellows, CFC, assistant ¢osilperior General of the
Congregation of Christian Brothers, gave a presiemtan which he presented five

characteristics that are common to all ChristiaotiBer's schools. He suggested that
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these characteristics aid the schools becausétiegyidentify them as inheritors of
the spirit and traditions of Edmund Rice, foundethe Christian Brothers” (p.185).
They are:
1. The encouragement given to pupils in our schootsriee
for scholastic excellence in a disciplined atmosphe
2. Christian Brothers’ schools offer a religious diraem that
permeates the entire education available to thgip
3. The cultivation of a strong devotion to Mary, thetder of
God
4. The emphasis given to the care and concern for each
individual in the school community
5. Christian Brothers’ schools demonstrate a partiotdacern
for the poor (Bellows, 1988, p. 185-189)
These five distinctive characteristics of Christnothers’ schools are “an essential
part of the educational patrimony which the Chastbrothers’ schools have inherited

from Edmund Rice and his early followers” (Vercrsgs2004, p.78).

Over the years, the Christian Brothers’ communiigtached to the schools has
decreased in number, and hence, the need has trisanslate Edmund Rice’s
Charism for lay colleagues (Cashman, 2003). ThaN@merican Christian Brothers
Provinces developed a document entiflé@ Essential elements of a Christian
Brother EducatiofEECBE) (CFC, 2000). Since then provinces arotmedaorld
(including Australia withThe Charte) have developed other such documents (see
CFC, 1997a; CFC, 2000, CFC, 2002a; CFC, 2002b; abBgrb; CFC, 2004). The
essential elements that emerged reflect the ladalre and tradition of each
province, as well as the background and experiehtiee persons in each
constituency (Vercruysse, 2004). Table 3.2 shdwwsatorldview ofThe Essential
elements of a Christian Brother EducatiECBE) (CFC, 2000) including a brief
summary for Australia, drawn froithe Charter(2004), the document which provides

the essential elements of Christian Brothers edutcébr the Australian context.
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Table 3.2: Worldview offhe Essential elements of a Christian Brother Etooa

England Americas Ireland India Australia
Awareness of | Collaboration and | Good The School as Spirituality
the spiritual shared relationships | good news
responsibility
Building of a | Community of faith | Leadership Building a | Community
Christian school family
Community
Compassion | Stands by Care for Compassion | Pastoral
for the weak | marginalized weaker pupils| for the weak | care, at the
margins
Concern for Celebrates the Holistic Concern for | Holistic
the whole dignity and nurtures development | the whole education
person development of of pupils person
whole person
Teaching as a | Proclaims and Catholic ethos| Teaching as|&Stewardship
Christian witness to its call and gift | and
vocation Catholic identity from God reflective
practice

Striving for Pursues excellencel Academic Striving for Striving for
excellence in all its endeavors | achievement | excellence excellence
Evangelizing | Evangelizes youth | Understanding Awareness of| Faith in
the modern within the mission | Edmund Rice | god in our life| action
world of the church and the

Christian

Brothers

legacy
Education for Effective Education for | Being just
justice discipline justice

The Chartendentifies key cultural characteristics by whichearan identify a

Catholic School operating in the Edmund Rice traditThese characteristics that can

be used as beacons for a Christian Brothers’ sabdollow and are outlined in the

next section.
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3.2.4. Cultural characteristics of at the heartaof Australian Catholic school in the
Edmund Rice tradition

As a Catholic school in the Edmund Rice traditidagtralian Christian Brothers’
schools are called to exhibit characteristics éxamplify the virtues of Edmund Rice
and mirror the founding principles of his missian youth. The characteristics are not
meant to set Christian Brothers’ schools apart fathers schools, but they do
provide a touchstone to which these schools camn.r€he characteristics encompass
all aspects of life in Christian Brothers’ schofstam academic to spiritual, pastoral to
co-curricular. The cultural characteristics at tieart of an Australian Catholic school
in the Edmund Rice Tradition are spelt ouTie Charter(2004). They are: Holistic
Education; Spirituality; Faith in Action; Communitiyastoral Care; Service to Others;
Being Just; At the Margins; Compassion; Stewardahib Reflective Practice. To be
truly authentic to the Edmund Rice Tradition, tllk@eational practices at the school
must embrace a holistic approach where integraggdldpment occurs through
guality teaching and learning. In particular:

1. A Catholic School in the Edmund Rice tradition pd®s a curriculum
attentive to the needs of each person.

2. Each person’s need is best served by teachingeandihg experiences
that are relevant, authentic, dynamic and creative.

3. Religious education, faith development experieraresservice learning
are fundamental components of a holistic curriculum

4, Programs offered include a balance and integratideaching and
learning experiences that promote the developmfehieovhole person.

5. All members of the school are encouraged to wottkédbest of their
abilities, to realize their potential and to striee individual excellence.

6. The school provides a sound learning culture thabkes students to

experience success within a safe and healthy enmieat.
(The Charter 2004, p. 9)

Pastorally, the school should conduct all aspeicsglaool life in a manner that is
sensitive to the needs of each student and toaitmenon good. The school should

promote service to others, by way of significaatrféng experiences, as basic to
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fulfilling Christian life. Staff should recognizéadt their principle vocation is to serve
students and families (The Charter, 2004). Theiauum and activities of a Catholic
school in the Edmund Rice tradition should enahldents to experience and value a

critical awareness of social justice issues.

3.2.5 Congruency and dissonance in Christian Bnathgchools

The central messages of Edmund Rice, the livedresquee of his Charism and what
that means for education in Christian Brothers'ostihas been well documented and
reviewed in previous sections. The underpinnintheEssential Elements of
Christian Brothers Educatio(CFC, 2000), and indeed, the cultural charactesisit
the heart of an Australian Christian Brothers’ sdlgiven inThe Charter(CFC,

2004) provide a strong framework for all ChristBrothers’ schools within which to
operate. The formation of this framework and tigiuction of teachers into this
framework, leads to questions about its actual@mgintation in schools. In other
words, to what degree do schools continue to fotleevframework on a day to day
basis. If schools are following these ideas onily thasis they could be described as
acting in congruence with what it means to be agfihn Brothers’ school. But
teachers may endeavor to follow this framework, iadéed have a lived experience
of the Charism of Edmund Rice in their daily liveswever they also have to follow
guidelines set down by state government, and ahanéevel of school authorities,
potentially causing dissonance between their gamadisthe goals of the school.

In Australia there seems to be very little reseamtd this critical question.
Vercruysse (2004) writing in the US context is anaption. Vercruysse’s (2004)

research into the congruency of Edmund Rice’s Ghaviith the EECBE in Christian
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Brothers’ schools across the US investigated tigeegeof congruency between the
Charism of Edmund Rice, and the culture found in@¥istian Brothers’ high

schools.

In his review of seminal works on Edmund Rice (Seemoyle, 1976a; 1977; Keogh,
1996; Rushe, 1981; O'Toole, 1984) Vercruysse (2@dsducted a content analysis
to discover themes describing the Charism of EdnRied such as: Rice’s humanity;
apostolic spirituality, presence to the poor; gcattapproach to education and vision
of Catholic education. From these emerged thelseimés: zeal for Christian
education and pay school/free school. The thenteatas most apparent in the texts
proved to be “Practical approach to Education” soishewhat surprisingly “Presence
to the poor” was least emergent. This seems at wdtighe Congregations emphasis
of serving the poor (CFC, 1996), but may welleefla movement over time and in
response to cultural change. However, whilst &viglent that Rice’s concern for the
poor and his involvement in alleviating their pligiias a major factor in founding the
Christian Brothers (CFC), this theme did not reeerwuch attention in the seminal
works (Vercruysse, 2004). One reading of this figdsuggests that the emphasis on
the themes “Practical approach to education, asNiof Catholic education”
illustrate that education for Edmund Rice was tleans to accomplish his desired
goal in providing religious education and faithrf@tion to those who were in most
need. Vercruysse (2004) reports thatlEssential ElemeritCall for collaboration and
shared responsibility in its mission” was the leasgtlent. One reading of this result
suggests that tHessential Elemenwvas written post Vatican Il and the theme was not

favoured by any of the churches.
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When checking for similarities with the EECBE ankdatvwere the realities in
Christian Brothers’ schools, Vercruysse (2004) ysed written responses and
responses offered in focus groups with teachinf atd.0 Christian Brothers’ school
in the US. The respondents to the questionnairdamsd groups of teachers were
asked to what extent are thssential Elements of a Christian Brother Education
(EECBE) evident in their high schools. Vercruysz@d4) found that the theme,
which received most support, was “Pursues excadl@mall its endeavors”. Another
important finding was that there was a high degfengruence between the

EECBE and the lived experience of teacher in th&/&Gchools.

Vercruysse (2004) identifies a demonstrable le¥ebagruency and states that those
in leadership roles in these Christian Brotherkosds should be encouraged by its
results. However, in reviewing this research important to note that the
questionnaires and the interviews ask broad questiegarding th&ssential
Elementswvithout asking for specific detail regarding hove tssential Elements
impact on general teacher pedagogy or on spess#igeis such as examination
preparation. The study asked for teachers to rezedheEssential Elements their
role; however, this research into the responseiuiibs teacher to high stakes testing is
characterized by staff being asked to reflect @ir leaching first and then make a
comparison with what th€ultural Characteristicgall them to do in their teaching.
One reading of the responses in Vercruysse’s (26i0dy indicates a general and
somewhat superficial knowledge of the Charism ahbldd Rice as a lived
experience in the US schools used in the study getdhe teaching staff. Although

the teaching staff is aware not only of the stdrizdmund Rice, and also the
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existence and some of the content of the EECBE,2emingly have only a

superficial grasp of the meaning of the CharisrEdfund Rice in modern schools.

Another implication raised by the study holds giesgrest for this research.
Vercruysse (2004) suggests that a set of “partiduddaviors and practices
specifically relating to the Charism of Edmund Rige 192) surfaced from the data.
Furthermore he suggests the formation of a documgtihing the “behaviors and
practices with the provision for determining théesit of the evidence of behaviors

and practices” (p. 192) could be used in an evaoatf Christian Brothers’ schools.

3.2.6 Summary

The literature on Catholic Education within thentichd Rice tradition highlighted
major issues such as a ministry centered on Canggion for humanity, focused on
authentic human growth and given expression thrquigitiples of faith tradition,
guality serviceand developmentaixcellence(Charter, 2004). The tradition and
history of Edmund Rice and the Christian Brotharéustralia detailed their
influence on Australian and worldwide society (M8iGn, 2004). The contribution of
the Christian Brothers to their schools outlined e Charte(2004) particularly
highlighted the Cultural Characteristics at therhefa Catholic School in the
Edmund Rice Tradition. As well the characteristiasl implications for lay staff
teaching in Edmund Rice schools are clearly outliimeThe Charter(2004).
Therefore, the literature on the Christian BrothEducation and its meaning for
teachers in Edmund Rice schools, is significathi®research in that it offers the
schema for how a teacher should act in a Cathehod within the Edmund Rice

tradition. It is clear from the literature thatfasver Christian Brothers minister in the
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schools the Charism of Edmund RideeTCharter(2004) goes a long way in
achieving this. However, as Vercruysse’s (2004¢aesh shows whilst there can be
great congruence in the roles of teachers and peeteption of the Charism of
Edmund Rice, those perceptions can be superfiothimsome cases far too

generalized.

3.3 Dimension 3: Backgrounds of the Case Study @sHelected for the Research

As mentioned in Chapter 1, the three schools weeeifically chosen because they
were academically successful Christian Brothersbsts. Their level of academic
achievement was based on the scores of the thearstudents in their final Year 12
examinations. Over a long period of time each stivas not only the top performing
Christian Brothers’ school in their state but asaongst the highest performing

school for all Catholic, Independent and State skshim each state.

3.3.1 CBC Adelaide, South Australia

CBC Adelaide is a day and boarding facility and &afnrolment of over 1200
students from Reception to Year 12. The main gmbigts for new students are
Reception and Year 8. It is a non-selective schoatlemically. It is the highest fee

paying Christian Brothers’ school in South Ausaali

Central to CBC Adelaide’s mission is to offer stnt$e“the opportunity to make

optimum use of their gifts and talents, therebybéing them to develop their

capacities and to come to self-knowledge and ssléptance” (Senior School
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Curriculum Handbook, CBC Adelaide, 2006, p. 3). CBdklaide has had a strong
academic profile over number of decades, drawindestts from quite affluent
backgrounds and professional parents. Howevegdent years there have been a
decrease in academic results, although there heere dDme exceptions in this
general trend. For example, academic results i2 2¥e very high and some of the

highest performing students in the State attend®@ Bdelaide.

The curriculum profile is separated into three Is\kinior, Middle and Senior
schools. The curriculum at each level is broacgraffy a wide variety of subjects to
serve the widest range of students’ interests ailidies. The current Headmaster has
been at the school for four years and during ihe¢ CBC Adelaide has introduced
some key initiatives. One has been the introduatioviocational Education and
Training programs (VET programs). Hence the Collegje now more easily cater for
those at the College who wish to follow a more vocel, less academic pathway. As
well, a great deal of capital investment has tgkene, particularly in the Science and
Technology areas. The school is well resourcedfatitities are of a very high order.
CBC Adelaide finds itself under the auspices of@eistian Brothers’ as an

Independent Catholic school, not directly goverhgdhe Catholic Education Office.

Students may choose to sit the SACE (South Auatrdliertificate of Education)
comprising examinable HES (Higher Education Sebectiubject) courses; non-
examinable HES Restricted Courses, VET coursesyrbinations of the three. Most
students usually take SACE Stage 1 in Year 11 &@ESStage 2 in year 12,

although there are variations to this general patte
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There is a very strong emphasis on service leamitigstudents actively engaged in
community works both locally and globally. Fundmagsand charitable activities have
a very strong emphasis and students are called tmén for others”. The term “men
for others” is often used at CBC Adelaide by ba#ffsand students alike to identify

one of the central missions of their schools.

CBC Adelaide is part of the Independent Schoolst8mpAssociation (ISSA), which
brings a large number of the independent schoofslglaide together for sporting
competitions. However, this is the only affiliati@BC Adelaide has to the other
independent schools. This association acts asgamisational body only, rather than
providing an association to which Independent sthelmng to guide other aspects of

school life.

The newspapers and media in Adelaide do not cdveclzools when they report
academic achievement. Schools may chose to advénrgg own achievements but
there is not a statistical breakdown and analyisgedormance as is reported in
Victorian newspapers. CBC Adelaide does not chémseport its students
achievements in the newspaper, but it does keepatinenunity informed through its

own publications, including the College magazime] an its website.

3.3.2 CBC Melbourne, Victoria

CBC Melbourne consists of a primary campus, a reagondary school campus, a

separate Year 9 campus, and a shared early learairige with a nearby Catholic

Girls school. The stated aim of the College isptovide its students, both past and
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present, their families and the staff with an eigyere of true Christian community

based on the living out of gospel values” (Missiiatement, n.d.).

Whilst informed by and associated with the Christ&aothers, CBC Melbourne
operates under the auspices of the Melbourne Gatliducation Office (CEO) with
some other secondary Catholic school including ElércCollege, White Friars
College and De La Salle College. However, CBC Methe also acts within the
Association of Private Schools (the APS), whicHudes Geelong Grammar School,
Melbourne Grammar, and Scotch College. The onlgro@atholic School within the
APS is Xavier College. CBC Melbourne competes aiahe other APS schools

across a wide variety of sports.

A broad curriculum at primary and secondary levelsromoted at CBC Melbourne.
Fields of study include: Religious Education, EslgliMathematics, Science, Health
and Physical Education, Languages other than Endlise Arts, Studies of Society
and Environment, and Technology. Moreover, the schmspectus states that
students attempting the Victorian Certificate otiEation at CBC Melbourne “are

consistently successful and enter a wide rangerbéty courses” (School Prospectus,

p. 7).

Central to the school’s mission is excellence aréng, recognition of the family and
the desire to achieve fullness of life (Missionataent, n.d.). Importance is placed on
the development of the whole person, where splrdaaelopment, academic success,
cultural awareness and sporting participation ategrated in the context of the

Catholic tradition (CBC Melbourne, n.d.). All studs are strongly encouraged to be
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involved in fund raising and community service atiees. There is particular
emphasis in supporting the needy overseas thraugtrdising activities such as
sponsored walkathons; interaction with local comitiesithrough outreach
programs; aid for newly migrated Australians frormiéa in tutoring initiatives and

work with the displaced and homeless through th&/i®tent DePaul society.

The Victorian Certificate of Education (VCE) is theal set of examinations that
senior students sit. Students study 5 subjects @awshich has 4 units, Units 1 and 2
are normally taken in Year 11, with Units 3 ancKen in Year 12. At the conclusion
of their course the student is assigned a StudyeSoo each subject out of 50, with
40 and above being considered an excellent rdsaitt of the study scores
contributes to their final ENTER Score, which iscadated out of 100. As well as
sitting subject specific examinations, studenta AT (General Achievement Test),
which gives an indication of their general natwiaility. The Victorian Board of

Studies (VBOS), now the VCAA, uses the data from@AT as a moderating tool.

First founded to guide high achieving students fl@hnistian Brothers’ schools
through their final secondary examinations, theosthas had a strong academic
profile. However, during the early 1990s its acamesmchievement at the senior level
was poor in comparison with all other APS schoals many other Catholic Schools.
In 1995, a new Christian Brother was appointed @adraster and he brought a
strong academic focus that he engendered at tHegeéolUnder his auspices a wide
range of teacher accountability measures were gtigdarought to bear on senior
teachers. From 1996 the academic results have vagrevery year until CBC

Melbourne was placed first in the APS for academcitievement, setting a new
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record for study scores above 40 in 2005. Acadeesiclts have remained a high
priority for the school leadership team and CBC Ibdelrne is now recognised as a

highly academic school.

Academic scores are reported widely in the locaspin Melbourne, particularly the
Herald Sun Newspapeahe most popular newspaper in Australibe Herald Sun
carries a full list of statistical data for all edis in Victoria, and follow-up stories
about high achieving schools and students. It tepamongst other things, on the
highest achieving State, Independent, Catholiglsisex and coeducational schools.
Hence the College’s achievements are commented ampublic manner. The College
also informs the public of its academic successutin its own publications and

website.

3.3.3 CBC Brisbane, QLD

CBC Brisbane is a single sex, day school situaéey close to the centre of Brisbane
and occupies a main site for the junior and sestbool with the Year 9 campus in
close proximity. The stated fundamental aim of CB@bane is to provide a Catholic

education for boys in the Edmund Rice Tradition.

Whilst informed by and associated to the ChrisBaothers, it acts within the Great
Private Schools (the GPS), which includes Brisbaremmar School and other well-
regarded private schools. The only other Cathatieo®l within the GPS is CBC
Brisbane, Nudgee. CBC Brisbane competes againsithiee GPS schools across a

wide variety of sports including rugby, cricket ashebating. CBC Brisbane has the
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highest fees of all Christian Brothers’ School ing@nsland and draws its students

from homes with high socio economic profiles.

CBC Brisbane has a long history of fund raising emchmunity based initiatives.
Students are reminded, “to whom much is given, msi@xpected” CBC Brisbane
Prospectusn.d.). A wide range of initiatives raises funds dverseas development
and awareness of issues in their local communttydehts are engaged in a number
of local community service programs including prapg breakfast on site for the

areas homeless.

Students at CBC Brisbane study a very broad cdamecuwhich includes English,
Mathematics, Religious Education, The Arts, Langsagther than English including
Japanese, Information Technology and Physical BaucaGifted and talented

programs are offered in a variety of extensionsgasand enrichment opportunities.

The academic achievements of the College have wkaty reported.

CBC Brisbane is extremely proud of the studentsr@lve

Performance (OP) scores achieved in the past. Aneissive

number of students have been awarded prizes...arheng t

seventeen young men who have gone on to be awtreed

coveted Rhodes Scholarsh(pRC Brisbane Prospectup.7).
CBC Brisbane prides itself on the academic achieverof its students and “ As an
academic community, CBC Brisbane strives to leadahy in innovation and
achievement”CBC Brisbane Prospectus.d., p.7). All students in Year 12 are

assessed in two ways. Firstly there is a raft @k@minations that test their English,

Mathematical and General Knowledge based on thedbearriculum, and finally
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Thinking Skills encompassing 49 key elements. Comdbi these are called the QCS
with these examinations written by the QueenslaateSEducation Authority. The
QCS gives students a score against which their athssroom-based studies are
scaled. It not only ranks the students, but it mles a rank for the school’s cohort to
compare it with other schools in order to attribile final marks, Overall
Performance (OP) scores, to students. The secotibdhef assessment is based on
the subjects covered in the classroom for exanigiglish, Physics or French. The
subjects are examined using a series of assessmoénproduced by CBC Brisbane
and they contribute towards a QSA score. Takenhegehe QCS and QSA scores
provide the Overall Performance (OP) score. OPescange between one and
twenty, one being the highest possible. Histoyc@IBC Brisbane is the highest
academically achieving Catholic school in Queerdskamd only its close geographic
neighbour, Brisbane Grammar has a higher acadamaess rate. CBC Brisbane’s
average OP score is typically between 7 and 8.nLingber of Opls achieved is an
important statistic particularly to prospective grats; CBC Brisbane achieves in the

range of 12-21 Op1ls

In the last two years the main Brisbane newspa&perCourier Mailhas carried
information about the academic achievement of sesti@ents at each school in
Queensland. However, the newspaper only reportgdteentage of students who get

an OP score of fifteen or above.
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3.3.4 All Christian Brothers schools, but very eliéint

These three schools that comprise the case stindies following research project
each follow the Christian Brothers’ tradition. W8titheir central messages are based
on the same characteristics carried in the Chdtterr, details are significantly
different. The context in which they are situatesbavaries quite markedly. Five
characteristics are now commented upon which sloomesof the similarities and

some of the differences between some of the tluteeots.

The clientele at each school is drawn from a wialeety of backgrounds; however,
CBC Brisbane does seem to cater for the more afflorembers of the Catholic
society in Queensland. Historically when compa@agholic schools, Ignation
schools tended to cater for the more affluent Aathiovhereas the Christian
Brothers’ deliver education for the less well @BC Brisbane does not have an
Ignation rival school in Brisbane. However, both@CRBdelaide and CBC Melbourne
have Ignation Boy’s schools as close neighbouBC Bdelaide tends to cater for a
broader spectrum of clientele, seemingly less afftand less academically inclined.
CBC Melbourne lies somewhere between the two mgesf its clientele, but its
parent body has become more affluent over thedlssdde, partly because of its

renewed emphasis on academic success as noted above

All the schools in the study have a strong emph@sisommunity service and service
of others. It is gratifying to see that all youngmwho are educated at these schools
are encouraged to look to help others in the conityiand think beyond themselves.

Each school not only reaches out to the broadenuamty; they welcome them into
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the own community and the lives of the studentss hdone through fund raising,
out-reach programs, community service and socgtige initiatives at all the schools.
An inspection of each school web site and theispeatus indicates that each school
reaches out to the marginalised in their own sp@at in societies overseas: a

central tenet of education in the Edmund Rice tiaali

The academic emphasis of each school is also Islidifterent and will be the subject
of more detailed discussion in later chapters. Harewnhilst there is an extremely
strong emphasis on academic excellence at from®B Melbourne and CBC
Brisbane, CBC Adelaide emphasises opportunity gudtyefor all learners, without
neglecting academic success. It attempts to fuesiny student with an opportunity

to succeed in a wide variety of pathways, both asad and more vocational.

The governance of each of the schools and theacad®ns within others bodies the
GPS, APS and ISSA, are on first reading very similawever on closer inspection
significant differences are discovered. All schd@swithin the governance of the
Catholic Education Office in their respective statel are informed by the Christian
Brothers. Each is part of a broader associatidaaai schools: CBC Brisbane in the
GPS (Great Private Schools), CBC Melbourne in tRSAAssociation of Private
Schools) and CBC Adelaide in the ISSA (Indepen@atiools Sporting Association).
The influence of each of these associations os¢heols is significant. CBC
Brisbane was one of the founder members of the &®lSees itself as firmly
entrenched and a leading school within the GPS. ®Rdourne was a latecomer to

the APS while CBC Adelaide has only sporting adtilbons within its group. Again
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this aspect of the context of each school will x@neined in further detail in later

chapters.

The public reporting of examination performancalso markedly different in each
context. CBC Melbourne is subject to close pultiusny in theHerald SunandThe
Agenewspapers, which publish a wide range of stesistlata on the performance of
the Year 12 cohort from all schools in Victoria.€Tielative performance of each
school in Victoria can be examined and is well knawthe public arena. This is not
the case for either CBC Brisbane or CBC AdelaidgQueensland th€ourier Mail
prints the percentage of the schools’ populatiat score between 1-15 on their OP
score. This has been described as a “blunt todistsect a complex issue” by staff at
the college. Whereas in South Australia there ipuraic reporting of Year 12 results

unless individual schools wish to highlight theiwroachievements.

In the next section, the dimensions of the contexered in this chapter and the
themes from the literature review from the lastptbaare drawn together.

I will synthesise the individual parts of the laéure review and the context to identify
systemic specific issues that frame this resediicially, this section again notes the

series of research questions that guide the ovexsdiarch.
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3.4 Refining the Research Questions

Public interest in the scores of senior studenss &n all time high. With increased
transparency the inevitable comparisons made beta&®ools puts pressure on
principals, and by transmission, the teaching sRdfents looking for the best school
for their child may not necessarily choose on thgidof league tables and value
added scores, but they are instructed by the ntediae these data in their decision
making process. lItis in the best interest ofdtieool to be portrayed as academically
successful or to cater for a specific market. Reisxhools compete not only for the
number of students to fill classrooms but the basients to keep their academic
profile high. In order to do this they must porteagtrong academic standing. Whilst
the marketing of these schools is undertaken thrdlgir own publications, in a
number of State’s newspapers and other media adgahof information regarding

the achievements of senior students, and thers@breols, is available.

How schools achieve “good results” varies enormpfrsim state to state and school
to school. Some have addressed the issue by timggiticcountability measures for
staff based on the performance of the senior stadertheir final examinations.
These data have been used not only to furnish steigdth a final indication of their
achievement but also allow senior management terntekk statistical analysis of the
achievement of the teacher. This use of high stigstgg whilst prevalent in the UK
and the US is relatively little used in Australiaut all indicators point to an increased
use. Teachers have been awarded for high resultsaatigated for low results.
Measures of the value added by a teacher to ardgtagerformance have been used.

Teachers have in many cases evolved their teachétigod to enable their senior

108



students to achieve academic success. These métheelsvide reaching effects on
the curriculum taught at the school, the naturea¥ teaching takes place and the

subject matter. Examination preparation and exatmim&echnique are valued skills
and are explicitly taught, often at the expensetbér valuable skills and knowledge

not required for the examination.

The three themes that form the conceptual framev&idure 2.1) underpinning the
research into senior teachers responses to higésstasting, create an interconnected
network that not only links the themes to the regetopic, but also the themes with
one another. Firstly the literature on quality eatien and teacher accountability
generates a structure for the research to considarontext in which the teachers in
this study operate. Secondly, the literature reegwegarding the outcome of
assessment, particularly the outcomes of high stakeessment, offers a spectrum of
responses that manifest itself when teachers drabtscare assessed. Positive and
negative effects on teaching, learning, curricuamd schooling were identified and
discussed. Lastly in this chapter, literature othGlc Education in the Edmund Rice
Tradition and its meaning for modern teachers dpgyan Australian schools was
explored. It furnishes a framework of charactersstor educators in the Edmund Rice

tradition to follow in their daily practice.

The systemic issues that arose from the literatwiew not only informed the
structure and method of this research, but alsht@gome pertinent research
guestions. Table 3.3 outlines two clusters of idedsch arose from the review of the

literature and seem pertinent to this project.
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Table 3.3: Principal Ways the Review of the Litaratinforms this Research

Systemic issues
. The effects of accountability systems includinghhig
stakes testing on teaching staff
. The issues that arise in preparing for high staésting
in the Charismatic environment offered by Christian
Bother’s Schools
. The ways in which schools can strive for academic
success and be faithful to the lived experienahef
Charism of Edmund Rice.
Specific Issues
. How do teachers feel about these systems?
. Do members of staff teach to the test?
. Perceived benefits of teaching to the test
. The effect of leaders and managing high stakemtest
. The effect of the media
. Dissonance
. Support Structures for staff

As noted in Table 3.3 accountability processes shp@nificantly on teaching staff.
Day to day procedures within classes change asudt &f these processes. Teachers
are more likely to teach to the test if high stalessding is employed to assess the
success of the teacher. Valuable, but un-testskilés are not taught, whilst an
overemphasis on specific examination techniqueastiikely to be employed.
Curriculum alignment is a major effect of high stakkesting as is the reliance on past

paper examples.

Whilst assessment can have a positive effect df) gta literature attests to a
particularly negative effect when the form of assesnt is linked to high stakes
testing (Linn, 2003). Staff members are reporteedoerience increased levels of
stress and rigidity in their teaching, a lack dfssaction and are less likely to seek
promotion to principalships (Dworkin, 2001). Thed®servations combine to give an

initial line of inquiry regarding the forms of assenent experienced by the senior
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teachers at the schools and the impact of assessmarday-to-day basis. It will seek
to reveal what changes have been made in classraadnsxamination preparation
practices by senior teachers to facilitate achg@oademic success at the senior
level, and draw out specific issues regarding tiegcto the test. The question will
probe for any elements of teaching to the testahmundertaken at the school,
whether this is on an individual teacher-by-teadiasis, a departmental level, or
across the school as a directive from senior manageQuestion 1therefore
becomes: Have, and if so how have, senior teachefganged their teaching to

achieve academic success in the response to highkssts testing in their school?

The second question examines how staff memberslbeeit any changes that
have been made to attain academic success. Thgeshenuld be to assessment
procedures employed by the school, enrolment @sjdeaching practices employed
by individual teachers or systemic changes. Thetiprehighlights not only
satisfaction levels of staff but could lead intoiavestigation of the suitability of
these practices in Christian Brothers’ schoolgivées rise to a number of specific
issues. Shedding light on the reasons for emplayiage methods such as the
influence of the Principal, parents and Old Cobagi, the media or prospective
parentsThus, Question 2 arises from the literature: How dasenior teachers
perceive methods employed to achieve academic suss@ the response to high

stakes testing in their school?

The literature pertaining to the Catholic Educatiothe Christian Brothers’ tradition

highlights the historical background of the edumaai order and its renewed

emphasis in developing nations (Vercruysse, 2004¢.Charism of Edmund Rice as
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a lived experience of teachers within these schoaksalso examined. Its emphasis
on quality education for all, holistic and genuneationships and bringing students to

God through education were strong themes that e@éedrthroughout the literature.

Table 3.4 summarises the characteristics of eacheothemes within the conceptual
framework i.e. Characteristics of a teacher in t@gmund Rice tradition and
characteristics of teachers who experience higtesttesting.

Table 3.4: Characteristics of Teachers within toac@ptual framework

Teachers Experiencing Teachers in Edmund Rice Tradition
High-Stakes Testing

* Reduce the curriculum taughtto + Provide a curriculum attentive to
the prescribed testable the needs of each person.
curriculum. * Provide teaching and learning

* Focus instruction only on the experiences that are relevant,
skills that are tested authentic, dynamic and creative.

e Aim instruction and preparation ¢ Provide Religious education, faith
at those on the borderline of development experiences and
success service learning that are

e Increase the amount of time fundamental components of a
given over to specific holistic curriculum.
examination preparation * Provide programs that include a

» Hothouse in after school balance and integration of teachipg
activities aimed at examinatior and learning experiences that
preparation promote the development of the

» Reduce future applicants to whole person.
principal’s positions. » Work to the best of their abilities,

« Experience negative emotional to realize their potential and to
effects strive for individual excellence.

« Some may experience burnoul * Provides a sound learning culture

« Some may leave the profession that enables students to experience
(Dworski, 2001). success within a safe and healthy

environment.

An examination of these sets of characteristichllggted a number of significant
differences between the approaches. Mindful ofalteerences, teachers at a
Christian Brothers’ school that are drawn towarcksd@mic success through high
stakes testing methods may experience dissonatwediethese approaches. In

exhibiting the characteristic of one method, theayrhe acting in a way that directly
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contradicts another approach sanctioned the Charigshkdmund RiceQuestion 3
rises from this potential contradiction: Given theCharismatic nature of a
Christian Brothers School is there congruence betven the lived experience of

the Charism and the goals of the school management?

For many schools to maintain their numbers or tswgthey must achieve academic
success at the senior levels. Earlier sectiongigfchapter have discussed the
influence of the media in publishing results angledl-informed prospective parent
body demands a quality education for their childsethin a Christian Brothers’
environment. Christian Brothers’ schools that ares tead by lay people exist in a
context where academic performance is a key agpéloeir marketability and
continued success. The task of maintaining thei€iasf Edmund Rice as a lived
experience, not only for the staff but also fordstnts whilst achieving ongoing
academic success, is a difficult management taskhddls employed to achieve
academic success must link with the underpinnipgets ofThe Christian Brothers’
Charter(2004). Dissonance experienced by staff exhibitgaghing characteristics
outside those espoused by the Christian Brothersldtbe reduced. This becomes a
specific issue for senior management at the sctaowdor this research. Some
Christian Brothers schools are extremely successiatiemically and the current
research seeks to highlight how they have achidwesk results within the Christian
Brothers frameworkizrom the literature on the Christian Brothers’ education
Question 4 becomes: How can methods be employedngprove academic
success whilst remaining congruent with lived expence of the Charism of

Edmund Rice in their school?
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3.5 Summary

In this chapter | have attempted to identify theenhying context of each site that
forms the research. The broad themes that bind #tleimcluding Catholic Education
in the Christian Brothers’ Tradition and the Charisf Edmund Rice were discussed.
Individual details of academic history, their agation, governance, their clientele
and examining systems were also highlighted. Tla@ten concluded by synthesizing
the concepts raised in the Literature Review framagiier 2 with those identified in
this chapter so that four research questions edolie four resulting questions will
be used as a guide for the research. The nextah&#search Plan, will use the
research questions, and evidence identified ircdéimeext to construct an appropriate

methodology, which informs the collection and asayf the relevant data.
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CHAPTER 4

DESIGN OF THE RESEARCH

4.1 Introduction

The purpose of the study as stated in Chapterta,rsview the responses of senior
teachers to high stakes testing at three acaddynstalcessful Christian Brothers’
schools in order to ascertain whether this aspieittese schools policies contributes
to their academic success in a Charismatic enviesnnnderpinning this purpose is
the proposition that Christian Brothers’ schools aahieve academic success whilst
pursuing the lived experience of the Charism of HddhRice in their schools. The
research seeks to highlight the methods by whiehdhchers and the school as a
whole pursue academic success and to provide alfoodagher Christian Brothers’

schools.

The review of literature in Chapter 2 and ChaptaigBlighted and evaluated material
pertaining to teacher responses to high stakdagemtd Christian Brothers’
education, forming the framework underpinning tieisearch. Four questions evolved
from this review to provide the focus for the coadof this study. To reiterate they
are:

Have, and if so how have, senior teachers chargedteaching to achieve academic
success in the response to high stakes testitngingchool?

How do senior teachers perceive methods employadh®ve academic success in

the response to high stakes testing in their séhool
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Given the Charismatic nature of a Christian BragH&chool is there congruence
between the lived experience of the Charism an@diaés of the school management?
How can methods be employed to improve academiessaovhilst remaining

congruent with lived experience of the Charism diritind Rice in their school?

It is essential that the methodology adopted suppand is consistent with, the spirit
of the thesis (Smith, 2000) and reflects the omjiclal and epistemological stance of
the researcher within the context of the rese&@uite the research attempts to
explore the responses of senior teachers to hiddestesting in academically
successful Christian Brothers’ schools, it is l&yg®ncerned with the words of the
senior teachers and Leadership Team at the thheelscthat became the sites of the

research.

In addition, the study is context specific. Eachad is situated within a different
state, an Independent Association, is guided bytierism of Edmund Rice, exists in
a market place where parents are more informedrenohedia has a great deal to say
about the quality of these schools. Thus the enuirents of the schools and the
broader community at the three sites are investtgand reported upon. The research
is also characterised by an involvement of theaieser as an instrument of data
collection. These characteristics suggest an apprtbeat is predominantly qualitative,
interpretive in its nature, and planned aroundlective case study using

hermeneutic phenomenology.

This chapter will give details and justificatiorr e theoretical framework
underpinning the research; the research designnguilde research; an overview of

the research participants; a full exposition ofdaéa collection techniques employed;
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an indication of the trustworthiness of the prgjéloe method of analysis and finally

the ethical considerations that have been fulfilled

4.2 Theoretical Framework

When constructing the theoretical perspective, GiPA0) encourages the researcher
to reflect upon their own underlying ontologicamste; their particular epistemology
within the context of the research; and once tihes® been identified, this should led
to a specific methodology for the research. Gul88Q) has identified three questions
that may be used as a guide. This section detawisl lemployed these questions to
guide my decision process and plot the researohefngork for this particular research
project. The questions gave me a starting pointdthection and reading and gave

structure to the decision-making process.

The questions are: What is the nature of knowlgdgeontological question)? What is
the relationship between the knower and the inquamed the known or knowable (an
epistemological question)? How should the inqug@about finding out knowledge

(a methodological question)? Responses to thediirsstion enable me to provide a
picture of my ontological stance, whilst resporsethe second question shed light on
my person epistemology in relation to the researble. third question led to the

methodology, and finally, the choice of appropri@ehniques used to gather data.
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4.2.1 Ontology: What is the nature of knowledge?

In addressing the first of Guba’s (1990) questidmsflected upon my concept of the
nature of knowledge in the context of this reseattod knowledge held by the
participants at each site. | believe that, whikstying according to the pattern of life
by which it is formed, knowledge and meaning isstarcted by the individual as a
response to their environment (Geertz, 1973). Adgaated in a specific context
(Riessman, 1993), meanings are continually consduand deconstructed
(McCormick, 1999). The specific knowledge heldtbg teachers at these sites
pertaining to this research, | believe, is formebkast in part, as a response to high
stakes testing. This knowledge has been constrast@art of their lived experience
and deconstructed in the telling of their storidse process of knowledge
construction and deconstruction is particularly amant to be cognisant of as | chose
to tell the story not only of teachers but alsevbble communities as they search for

academic success within a Charismatic environment.

Since the research seeks to find meaning in thprse of those being researched
and with the realisation that the ontology of tl@search is based on relativism with
local and constructed realities, it seems fittimgt the ontological paradigm in which
this research is situatedasnstructivism (Denzin & Lincoln, 1994). With the
knowledge that the ontological paradigm that seésdhis research is constructivism,
further reflection on the epistemology of the re@skas called for using Guba’s

second question (1990).
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4.2.2 Epistemology: What is the relationship betwids® knower and the inquirer?

In response to Guba’s (1990) second question|dateld on my personal
epistemology and the underpinning epistemologywhlhguide the research. Firstly,

| realize that | entered into this research studwing the process with my own lens
that has been coloured by my own experiences anddaitext in which | exist: as a
senior teacher at an academically successful GiniBrrothers’ school. As Ball

(1990) attests, one cannot make research resegmdudy neither the research nor the
researcher is value free (Bannister, Burman, Paflador & Tindell, 1994). It is

likely that the relationship between the researeimer the participants will have a
bearing on the responses elicited from each sdetaerefore on the outcome of the
study. In this way it is likely that my relationghas researcher with the participant
may be influenced by the fact that | am a teachena of the research sites. This may

be a positive or a negative influence, but probaisiyects of both.

Secondly, the nature of the research focuses oretip@nses of senior teachers
mainly from interview situations. It is by its nadua conversation that takes place
between the researcher and the researched. #ag therefore that this research is
qualitative in its nature. The particular paradigmvhich this research is situated
must enable patterns that exist between the paatitiand the phenomenon in
guestion to come to light (Denzin & Lincoln, 199¥)oreover, this research will seek
to answer questions that illuminate how the saexgleriences of senior teachers are
created and given meaning in an environment whigiedtakes testing is used. Itis a

view of the whole phenomena as a result of the mation of the parts. It is apparent
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that the research demands an inherent flexibihity laolistic approach that seeks to

describe phenomena in words.

The underlying epistemology of this research extifiundational principles:
stressing socially constructed realities, theimiate relationship with the researched
context, and importantly, the situational constisathat shape inquiry. As a
consequence, it can be recognized that the spéw@fidion that underscores this
inquiry into teacher responses to high stakesngssiinterpretivism (Denzin &

Lincoln, 1994).

Interpretivism rests on the philosophical doctrfédealism. Idealism holds the view
that the world around us is the creation of thechand it is by understanding the
individual experience of subjective interpretivisinat one can appreciate why human
beings behave the way they do. Interpretive s@ci@nce is deeply rooted in the
empathetic understanding of everyday lived expegef people in their specific
context (Denzin & Lincoln, 1994). The use of intexfovism is particularly fitting in
this research since it seeks to explore and uradetthe lived experience of senior
teachers in academically successful Christian Brstrschools using high stakes
data. With the realisation that the research isas#d in interpretivism, the particular
research perspective consistent with this paradwsiconsidered and became clear

in light of Guba’s (1990) third question.
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4.2.3 Particular research perspective (methodolodgydw should the inquirer go
about finding out knowledge?

Guba’s (1990) third question drew me to reflectlmanature of research and how it
should be carried out, starting with the particuksearch perspective. Perspectives
are crucially important as they make it possiblepfeople to create sense and order
out of the world they observe and experience. Retges form an optical lens that
sensitises the reader and guide their perceptioeabty. Perspectives can be
described as conceptual frameworks; that is afsstsumptions, values and beliefs
used to organise one’s perceptions and controkdmhaviours (Charon, 1998). The
particular theoretical perspective must be congdruath the purpose of the research
and justifies the selection of particular methodgland methods to fulfil that purpose
and answer the research questions. The theorpgcsthective provides a logical basis
for the processes involved with the researchritcstires the research design; it gives
direction to the data to be collected; and it pdegi a basis on which analysis of the
data findings can proceed. Furthermore, it alldvesunpacking of assumptions,

which are buried within the research methodologp(@, 1998).

Within social science there are a number of themakperspectives, which emphasise
different elements of human action. One such thmaleerspective, and the one that
underscores the approach in this studgymmbolic interactionism Symbolic
interaction arises from the qualitative traditialled Interactionism which views
people as active creators in their world (Blum@&69). Symbolic interactionsits assert
that people are unique in their ability to defiheit situations and shape their world.
Furthermore, whist the experience of people arqueto individuals, the symbolic

interactionist tradition recognises that people whare common situations will
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develop shared perspectives of the situation becalusommon definitions. Although
it is recognised that each participant in this gthids developed a unique personal
knowledge though experience, their shared expegiehsenior teaching in a
common context indicates that they will probablyelep a common stock of
symbols which may incorporate gestures, faciallzoaily expressions, rituals,
routines and myths, and particularly in teachirgnmon language and methodology
(Guba & Lincoln, 1994). Senior teachers could the€xpected to develop common
approaches to achieving academic success as aagkastessment using high stakes
data, because of their shared experiences, proptrosesses and interactions.
Consequently it is appropriate for this study titisg symbolic interactionism in order

to understand the meanings teachers have of greppnses to high stakes testing.

How these meanings inform their practice is imparta the study. Thus it is the
multiple responses of senior teachers that aretefast to this study, and in
particular, those responses that are common aalog®ups or common within
specific groups. However, the individual resportb@s are not incorporated into
group responses will also be of crucial importataciglentity. The implication of the
symbolic interactionist approach is that the indipal’s perspective has to be taken
seriously and the meanings that they attach totevanst be understood from their
perspective. To undertake research as a symbdiaetionist one must research

from the standpoint of the researched (Crotty, 1998

With this in mind the next section explores thecsiequalitative approach that will

be used to generate data in this context. It habldi the particular paradigm in which
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the research method is situated in order to ingastiboth spoken and written

responses from the view point of the participardrriieneutic phenomenology

4.2.4 Hermeneutic phenomenology

The major data for this study will be drawn frone stories of senior teachers in this
study, with documentation at each school formingtlaer source. These data will be
derived from the school prospectus, school anraradsperiodicals, staff and faculty
documentation and from the website of each scfidw.research will not only use
these data to triangulate evidence of findings ftbeninterviews, it will seek to draw
meaning and motivation from the text. Traditiopalhermeneutic approach is
called for, however, since this research seeksidenstand a particular context
specific phenomenon, this research is also ground#ét orientation of hermeneutic

phenomenology (Guba & Lincoln, 1994).

Hermeneutics is traditionally concerned with thieipretation of texts. The term
“hermeneutics” originates from the Greek wbiermeneutikomeaning to interpret
(Linden & Cybulski, 2006) and has its origins irceamt times. More recently it has
emphasised the importance of self-reflection aedtification of bias, the critical
review of collected data, and finally has movedhi® critical review of the methods
of collecting data (Linden & Cybulski, 2006). Orfetloe notions central to
hermeneutics is the concept of a horizon undergignarhich describes one’s vision

of a phenomenon, and hence the rise of hermenghgicomenology.
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Understanding is a dynamic process and therefaiedns are not rigid frontiers.

This process of understanding brings together tiizdns of the original text, and the
horizon of the interpreter, which is represented dsrivative text of the original. The
process of understanding is iterative in naturec@mdinues in cycles by interpreting
parts and their relationships rather than movinigettber understanding of the global
context and then moving to a better understandimgch part. The circular process
of interpretation continues until there is a fusadrall horizons forming a complete
understanding of the phenomenon (Linden & CybulB8)6) or until it is realised

that such a fusion is not possible within the sipecontext.

Turning now to Phenomenology, this word is derifredn the Greek word
phenomenammeaning, “to show itself. The origin of the wdrdlds the essence of
phenomenological research: to seek the core aftperience (Ray, 1994, p.119).
Whilst Morse and Field (1996) describe phenomenobsythe study of experience,
Cohen (1987), talks in terms of the study of pheaaanor the appearance of things.
One could take the more simple view that phenonogyoils the study of a thing or
entity (Roberts & Taylor, 1997) or a qualitativesearch tradition with roots in
philosophy and psychology that focuses on the Imsgaerience of human beings

(Polit & Hungler, 1999).

The tradition of hermeneutic phenomenology haslalistory in social research. It
has also been suggested that hermeneutic phenarggraan contribute to the
practice of educational research by unpacking thammg participants have of
particular strategies, models or phenomena (Gubhaé&oln, 1994). Hermeneutic

phenomenology was therefore deemed particularlyomp@te to use as an approach
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for this study into the responses of senior teactehigh stakes testing in

academically successful Christian Brothers’ sch@@Istty, 1998). Having identified
the particular qualitative approach, the specifetmod by which data was collected
was identified. In this interpretive inquiry, usihgrmeneutic phenomenology set in
three schools it was deemed appropriate to empt@aga study approach. The next

section justifies this selection.

4.3 Research Design: Case study

A number of methodological approaches can be sitbsaithin the interpretivist
theoretical perspective. The approach deemed mpfitable to give a snap shot of

the three schools was based ondhge studyresearch design.

As a research design, case study is most apprefraiause it is very flexible and can
employ open-ended data gathering techniques. liadgasconsistent with the
symbolic interactionist approach, as it attemptiitoninate details from the

viewpoint of the participant (Tellis, 1997). It &80 understand parts or patterns
within cases by understanding the relationshipséen parts and thus how they form
a whole. In this way, not only is the voice of agde participant heard, but the voice

of groups and the interaction between groups.

Stake (1994) reports that Louis Smith, one of #dmyesthnographers, helped define
the case as a bounded system, drawing attentibascaan object rather than a
process. He goes onto say that a case can bela slmig, a group of teachers, or

indeed a group of schools “one amongst others’kEta994, p. 2). It is worth noting
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that the case can be a system, and whilst the ipahie system may not work and the
purpose may be irrational, it is still a systemeThstinctive need for case studies
arises out of a desire to understand complex sphehomena and the case study is
the method of choice when the phenomenon in quesinot readily distinguishable
from its context (Yin, 2003). Since the phenomemothis case is the response of
senior teachers in academically successful Chmi&rathers’ schools, the use of case

study as a method is appropriate.

This research has a number of distinct charadtesigiat impact on the specific
methodology: it is context specific, rich in datedaconducted across three sites. The
inclusion of the context does have distinctive tecal challenges however since the
richness of the ensuing data may have more vasdbén data points (Yin, 2003).
Moreover, the richness of the data in this resedictates that multiple sources of
data collection must be employed. Also, even itlal variables are qualitative in
nature, distinctive strategies will need to be eyet for the research design and data
analysis (Yin, 2003). The particular nature of tl@search with its multiple sites calls
for a specific form of case study method to be eygd: the collective case study.
Stake (1994) distinguishes three types of casg/shatlinsic, instrumental and

collective.

Intrinsic and instrumental case studies are basgeésearch into a specific case,
which the researcher wishes to understand betterhich provides insight into a
precise issue or refinement of a theory where #se ¢s of secondary interest. The
collective case study however involves exploringuenber of cases jointly in order to

examine a phenomenon, population or general comdiRarticular cases in the
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collection are chosen to enable a better undenstgradbout a still larger case. Since
the phenomenon being explored in this study isosg¢aacher’s responses to high
stakes testing in Christian Brothers’ schools,dases, teachers in this context, are
chosen not only to understand their responsest may also illuminate potential
responses in other schools exhibiting a similarriSheatic environment. The major
feature of a case study is its concentration upparacular incident; therefore, this
case has its focus on a particular group of seaawhers who experience assessment
using high stakes data. The changes that they toakeir teaching practice and their
experience in senior classes can be viewed asstages and as linked events within
the school. The case study evolves around a s#rledked events over a period of
time. In this case the particular incident is tharsh for success and the time frame is
context specific for each school. Thus this redeatady fits the description of a

collective case study.

It has been proposed that the case study can erggiheralised in a more naturalistic
way if the reader uses the case study to extemdade experience so that they gain
a tacit knowledge from reading the case study &ta94). However, for the
naturalistic generalisation to be made possibkeréisearcher must endeavour to
document all characteristics of the known casénabdeneralisation to a new case
may be made. The identified strengths and weakaeddbe case study, therefore,
serve as a guide for the conduct of the researchrndent in this thesis. The issues of
context generalisability and usefulness as thetapeto trustworthiness are further

addressed later in this chapter.
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Yin (2003) furnishes us with a list of requiredlkkfor a potential case study
researcher. He calls the researcher to ask goadigng be a good listener; be
adaptive and flexible; have a firm grasp on thgextlbeing studied and be unbiased
by preconceived notions. This advice will be adtddo®m, but first the research

participants will be introduced.

4.4 Research Participants

The research study investigates the response ardeachers to high stakes testing
in academically successful Christian Brothers’ sthiawith particular focus on the
affect these measures of success have had onpheaap of teachers to teaching and
learning. Academically successful Christian Brosheschools therefore formed the
site for the studies. Their measure of academicesscwas based on the performance
of their senior students in their final examinaiocompared to other schools, both
Christian Brothers’ schools and non-Christian Beoth schools, in their state. The
schools chosen have performed to a very high adadstandard in terms of their
senior students’ final examination results when jgarad with the other Catholic,

non-Catholic, State and Independent schools im staie.

As defined in Chapter 1, senior teachers are thgeteach students in their final
year of schooling. Each school had 25 to 45 sdaexhers from which the sample
was chosen. The sample is drawn from the seniohé&a at each site. To aid in the
process, the Director of Studies at each collegeagatacted prior to my visit, and
asked to assemble a list of names of teachers wilutdvibe willing to take part in the
study. To increase the richness and depth of tbe sady, in-depth interviews were

conducted with a number of teachers. The intervieei® conducted with the
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Headmaster, the Director of Studies, and at l@astfidividual senior teachers at

each site.

After considering the list prepared by the Direatb6tudies, | approached the
particular Heads of Departments and individualfstefmbers. My selection criteria
ensures that each group should have a broad rdmsgaior teaching experience,
varying levels of personal and departmental acadsmicess, and that each
individual teacher should have the ability to gokear, interesting and coherent
responses to the research questions. The teaavailability on the days | was free

to collect data at the schools also played a role.

In an attempt to protect the anonymity of the seteachers, | will not specify the
exact nature of age, sex, and role of individuaff shembers. If the specifics of the
participants were reported to a greater degresuid be quite straightforward to
identify the person who gave the data. | also ct#ié data from two key individuals
at the school: the Headmaster and the Directotudi&s. Clearly individually and
together these two members of staff were crucighéantroduction and

implementation of high stakes testing and teachaluation in each school.

4.5 General Overall Strategy

In conducting the research and the subsequentasalyjthe data | employed a

general overall strategy as defined by Yin (19¢4)lowing the theoretical

proposition that underpins this research, | shdpediata collection plan and gave

priorities to the relevant analytical strategy: \WWanen'’s (1990) thematic approach.
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The proposition that guided the initial inquirytie belief that Christian Brothers’
schoolscan achieve academic success whilst pursuing the Bxgerience of the
Charism of Edmund Rice in their schools. The puepamsd design of the collective
case study was based on this proposition and teflec the set of four research
guestions that can be grouped into two purposegsir&i4.1 shows the four questions

grouped into two purposes (see p.131).

The general strategy is informed by the six methmgical procedures outlines by

Van Manen (1990) that | found extremely helpfutonducting this research. The six

methodological procedures are:

1) Turning to a phenomenon of interest

2) Investigating experience as we live it reflectimgtbe essential themes that
characterise the phenomenon

3) Reflecting on the essential themes which charasgtehe phenomenon

4) Describing the phenomenon- the art of writing aswriting

5) Maintaining a strong and orientated relation toghenomenon

6) Balancing the research context be considering ints pnd the whole

(Van Manen, 1990, p. 30)
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These steps are linked by time in a sequentialgasdn that there is a logical
progression to them. However, an opportunity algste to move backwards and
forwards through the data that is a feature ohr@neneutic cycle and inherent,
therefore, in this research project (Gadamer, 191158 circular interpretation is
dynamic, and the nature of play (Gadamer, 1975¢revthe researcher is absorbed
into the research, is constructed to join the me$ea and text to avoid subject-object
distinctions (Walsh, 1996). Therefore play andftiston of horizons, the prejudice of
fore-knowledge, interplay like the light and shadeh as you may find in an
Impressionist painting; brings a freshness aralitytwhich enables the researcher to
enter the circle and interact with the data to tereanew understanding (Walsh,
1996). It is with the full knowledge of some prejalof fore knowledge, as | am a
senior teacher at one of the schools, but imbudd the spirit to become absorbed
into the research, that | conducted the data dadlecanalysis and interpretation,
following the six methodological procedures. | wibw consider each of these six

procedures in more detail.

4.5.1 Methodological procedure 1: Turning to a pberenon of interest

For a successful journey to start, we need to ahaatirection for the first step. The
first methodological procedure is, therefore, toa$e some aspect of human
existence and then attempt to make sense of [tegms the quest of a
phenomenological researcher. Van Manen (1990) idbescphenomenological
research as being “given over to a quest” (p. 81le task, a deep questioning of
something, and that phenomenological researchmmesxist in a disembodied,

distanced fashion. It is always the research byesom; an individual who sets out to
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make sense of an aspect of human existence. Webmuesignisant of the fact that in
this research the phenomenological interpretasdhe interpretation performed by
one person and there will always be room for oihi@rpretations that may be deeper,

richer or complimentary (Van Manen, 1990).

In this research project the phenomenon of intesdste response of senior teachers
to high stakes testing at academically succesdiuk@an Brothers’ schools. This is
based on the proposition that Christian Brotherhbsls can achieve academic
success whilst pursuing the lived experience ofdharism of Edmund Rice in their
schools. The proposition leads to two purposestlyito investigate how senior
teachers have responded to the pursuit of suceceshools that follow the Charism
of Edmund Rice in the Christian Brothers traditiand secondly to highlight the
ways in which Christian Brothers’ schools can achiacademic success in a
charismatic environment. Fundamentally, this fingthodological procedure
involved the formulation of the research title, yaded a framework for the literature

review, out of which evolved the research quest{ses section 3.4).

4.5.2 Methodological procedure 2: Investigating #xperience as we live it

With the structure for the “quest” in place, theearcher can move to the next phase
of their investigation, the lived experience. Iltshbe remembered that
phenomenological research aims at establishingewed contact with the original
experience. In essence, the researcher activelgreshe chosen phenomenon of the
lived experience in all its modalities and asp€¢tn Manen, 1990).For example,

conducting interviews with senior teachers at agadally successful Christian
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Brothers’ schools. Whilst conducting the researattdmpted to enter the lives of the
staff using a variety of methods. | chose semiestmed interviews with the staff to
seek their experience. The senior teachers weezldekKell, in their own words, their
responses to high stakes testing in a ChristiathBre’ school. | also spent time at
each of the sites, witnessing, absorbing and r@agpbme of the cultural cues and
atmosphere at each school. These more subtlealoag, with the large amount of
documentary evidence that was collected at eaehvedre combined with the
interview data collected at each site. However pitary source of data from the
schools was the interview data. The documentary idantifies confirming and
disconfirming instances from the interview datac®the data was collected at the
three schools that form the collective case studguld read and reflect on the data
then start the process of analysis and interpogtathethodological process three,

reflecting on essential themes which charactensgophenomenon

4.5.3 Methodological procedure 3: Reflecting osegdial themes which characterise

the phenomenon

Van Manen (1990) asks a researcher to be circurhspteir treatment of data. He
requires that for a true reflection of the livegperence the phenomenological
research must make a distinction between “appearand essence” (p. 31). Thus the
third procedure requires the researcher to maksesefithe data collected by bringing
into focus what tends to be obscured or evadentiedigibility of our every day life.
Consequently, a researcher can gain a clear uaddisg of the phenomenon using
terms of units, structures, themes or meanings (Manen, 1990). The data analysis

in this research project is characterised by iesafselected statements, words or
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phrases gleaned from re-reading or repeatediyirsgeto the audio taped individual
interviews. These statements or phrases form thmmi@gs of sub-themes and
themes that give meaning to the phenomena. Onse thajor themes and then sub-
themes have been identified they point towardsraterstanding of the particular
phenomena in question. The themes and subthemésriaed by the nature of the

research and questions and sub-questions as Mggdigh Figure 4.1.

However, unexpected themes that lie outside thaesstions may also be revealed
using this process. The research moved from tlat/acal stage to an interpretive
stage: methodological procedure 4, describing tempmenon. In this initial stage of
analysis the data can be viewed in terms of ansgeéhie research questions and then
returning to identify those themes and sub thematsare disconfirming or
unexpected. It will not seek to link sites or focmmparisons. This stage of the
analysis, the third methodological procedure, eallegorise the data using the four
research questions and identify other emergentékemmereas the fourth procedure
will describe the phenomenon, using shared expegi&om across all sites to

highlight the response of the senior teachersghb bitakes testing.

4.5.4 Methodological procedure 4:Describing theepomenon

Conducting phenomenological research involves brmip light a thoughtful
description of a phenomenon in written form. Wigtinve are reminded, is a vital
aspect of research and intended to make the feeding thoughts of the researched
visible to the reader. In this case the readereggh learn of the responses of senior

teachers to high stakes testing in Christian Birstrezhools (Van Manen, 1990). To
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describe the phenomenon as a whole, themes tkadrliseparate sites must be
identified and this analysis forms Layer four of #inalysis framework (see Figure

4.1).

To make the responses of senior teachers to hagfestesting in Christian Brothers’
schools visible I include chapters outlining théuna of the context in which they
work, I outline the nature of high stakes testihthair school and the influence of the
wider community. Their initial responses are gralifi@ each school in themes
relating to the research questions and reportégpendices 1, 2 and 3. A discussion
of the themes that are common across all the sslaweldiscussed in Chapter 5 with
answers to the research questions in Chapter 6infieations for Christian
Brothers’ schools seeking academic success ar&dhtdd in a hypothetical situation

in Chapter 7.

4.5.5 Methodological procedure 5: Maintaining &ostg orientated relation to the

phenomenon

One of the greatest demands on phenomenologiednaer is their unwavering
devotion to the fundamental question or notion thaterpins the research. They
cannot afford to be side tracked in any way. itviportant that they approach the task
with integrity, be animated by the research andsetite for superficialities and
falsities (Van Manen, 1990). Whilst retaining eosg, orientated relationship with
the phenomenon under investigation, the researmhst be cognisant of their own
preconceived opinions, conceptions, memories apdresnces. To this end, a

researcher may chose to keep a journal or diaopgtr out the research process, and
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to be aware of the difference between their preemed notion and the responses of
the participants. It is therefore made possiblat¢tude these thoughts as data though

the “fusion of horizons” process outlined by Gadafi®75).

In the spirit of Koch (1994), | have included ardd trail of data to aid in

establishing the rigour of the research. The audglitconsists of examples of data at
different stages of analysis that included in thpemdices. Koch (1994) suggests that
the trustworthiness of the study can be establigitbe reader can observe the
thoughts, actions and decisions of a researchdrsathese are included as part of

this thesis.

4.5.6 Methodological procedure 6: Balancing the reseacontext by considering

the parts and the whole

The cyclic aspect of hermeneutic phenomenologroadstigation encourages the
researcher to revisit individual parts of the stady view it as a whole exposition of
a phenomenon rather than steps in a process. $barobher must be constantly aware
of the balance and significance of the parts iati@h to the whole (Van Manen,
1990). This process of revisiting each stage, cedgling in the initial propositions
and re-reading the data with the whole in mindjp&dhme to establish many thin
veneers of understanding of the phenomenon, bagilidira final thick, rich

appreciation of the lived experience of senior beas in the schools.

Having given an overview of the fundamental proeegbat guided the research, the
following section highlights the methods used tetly collect and then analyse the

data more concretely.
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4.6 General Data Collection Strategy: Multipletihod Approach

Having described the general research method, ladukess the specific methods by
which data were collected in more detail. The pdoces for data collection and
subsequent analysis are guided by the researapndddie data collection methods
used in each of the three case study schools aernaterview with key informant
staff members from the College Leadership Teamdottia Headmaster and the
Director of Studies; an interview with identifieth members outside the College
Leadership Team, and a search of the schools’ deetation focusing on methods

employed to achieve academic success.

The primary source of data collection was conduotest a two-day visit to each
research site. The visit comprised of two meetingls the Director of Studies, a
series of interviews with members of staff andraenview with the Principal. The
initial meeting with the Director of Studies gave an opportunity to choose
members of staff for interview and gain a greapgraciation of the context of the
school. The staff were chosen to represent a vadge of departments, experience
and also those able to give coherent responsess bide to ask questions regarding
high stakes testing, teacher accountability, thike stf examination in the final year of
schooling, the examination preparation that existetie school and the academic
ethos of staff and students. Interviews were tledacted with staff and the
Principal. A final interview with the Director oft&dies was conducted to finalize
questions, request further documentation and giveeseedback from the process.

Prior to the visit it was important that the praibfor each method of data collection
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was firmly entrenched in the process and the restian highlights how this was

achieved.

4.6.1 Interview Strategy

It will be recalled that two types of interviews ngaundertaken: one with key school
administrators and the other with senior teachigrs.time period available for data
collection was in September 2006. Participantsilalaity and a lull in the schools’
hectic year determined the suitability of the tifike protocol for conducting the in-
depth interview is drawn from Patton’s (1987) ex&rgd how to perform qualitative
evaluation. A number of considerations must bertak® account when performing
the interviews particularly with the Headmaster #melDirector of Studies. These
included the limited time available at each site, ¢complex issues broached by the

research and the politically sensitive nature efréssearch.

The planned aim of the interview with the membdrhe College leadership team

was to investigate the degree to which high stdi¢s was used as an assessment tool
and to gauge the academic climate of the schoadlhiSaend a set of questions with
formed an interview guide were developed. Thesdaoaned in figure 4.1. The final

draft of questions was constructed after consohatith a number of key informants
including my co-supervisors, a former EdD studert &ialed on a former member of

staff who had taught senior classes at CBC Mellmurn

With permission, a tape recorder was used to regactl interview. The purpose of

the recording was to increase the accuracy of &te ebllection, and to enhance the

interactive nature of the interview by not havingdke verbatim notes. | did,
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however, take abridged notes to enable me to kaek of the research questions that
had been covered in depth, and any issues thaedeedisiting. The tape recorder
was not large and was placed on a table in the rgbere the interviews took place.
The machines volume and the clarity were testedathately before the interview
commenced. Full transcripts of each conversatiare wede and sent to the
interviewee, with a request that they check therinéw for accuracy, as they recalled
the interview, and for any other written commerdtttine were prepared to share. All
transcripts were returned but very few alteratimese made, and they were minor in

nature. Few extra comments were also appendee toathscripts.

4.6.2 Document search strategy

Document analysis was used to add to the “thicKrefssescription in the case study.
Documentation regarding high stakes testing, ifg@mentation and response was
attained from schools and school departments, atatdederal sources. School
documentation regarding the ethos of educatioraiess, particularly in light of the
role of Christian Brothers at the College and theu@m of Edmund Rice was
examined to add to the researchers knowledge afg@eific context. Documents
looked for included official publications such &g tCollege Prospectus, Handbook,
Year Book and periodicals to the school commurgge(Table 4.1). Before visiting
each school their website was thoroughly exami@eate on site, | asked for, and
was readily provided with, documentation from thbaols that aided my research,
from the school prospectus to examination dataexadhples of school reports.
Reading the material | sourced before arrival atsites enabled me to have a clearer
view of the context in which the schools act, thetimod of assessment experienced by

the students and the history of the schools
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Table 4.1: Documents used in the document seareacht College

Timing Document used
Pre visit Website and School prospectus
During College Mission Statement

Faculty documentation
Newsletters and Annuals

Post visit Periodicals

Having completed my second sweep of the data gadifesm the interviews, |
returned to the documentation and searched witicasfon the themes | had drawn
out from the interview data. Evidence to suppoetttiemes was added to the results
and disconfirming data was also added. A final ridadugh of all the data following
the writing of the final research results finaligbd process and added to the

trustworthiness of the results.

4.7 Data analysis: General Analytical Strategy

According to Patten (2002) phenomenological anslgseks to grasp and make clear
the meaning, structure and essence of a lived exuer of a phenomenon for a
person and a group of people and transform datafindings. In this research, the
group of people are senior teachers in ChristiatH&r's schools and their lived
experience of the phenomenon that is high stalstisi¢ge To aid the analytical process
| found Van Manen’s (1990) methodological procedurelpful during the analytic
approach phase (see figure 4.1), but | remainedeathat the outcome remained
unique to this inquiry according to the fusion of horizons, which develops as |

interacted with the data (Gadamer, 1975; Van Mah880).
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Figure 4.1: General analytic strategy for
this research

Proposition
Christian Brother’s schools can achieve academig
success whilst pursuing the lived experience of th
Charism of Edmund Rice in their schools.

D

Purpose A
To investigate how senior teachers have resporaitieetpursuit of success in schools that
follow the Charism of Edmund Rice in the ChristBiothers Tradition

Purpose B

Highlight ways in which Christian Brother’s schogkn achieve academic succe

in a Charismatic environment.

+

Research Question 1
Have, and if so how have, senior teache¢rs
changed their teaching to achieve acadeinic
success in the response to high stakes testing
in their school?

v

Research Question 2

How do senior teachers perceive methods
employed to achieve academic success in
the response to high stakes testing in their
school? |

v

Research Question 3

Given the Charismatic nature of a Christian

Brothers School is there congruence betwe

the lived experience of the Charism and thg

goals of the school management?

v

Research Question 4
How can methods be employed to improye
academic success whilst remainir
congruent with lived experience of th
Charism of Edmund Rice in their school?

D Q

¥

Sub questions

* Do you teach to the test?

* Is there emphasis on exam
technique?

* Is there emphasis on exam
preparation techniques?

* Do you use the study design
more as a result of high stakes
testing?

* Do these measures change the
way you teach either
individually or departmentally?

¥

Sub questions

* How influential are they in
decision making processes?

« Have final scores improved as|a
result of using these? Are thes
measures valid in the eyes of
the teachers?

» Are these measures an accurafe
indication of the success of the
teacher?

* How do teachers measure theif
own success

11

v
Data Collection
Document Search
Interviews senior staff Interviews
Leadership Team

Data Collection
Document Search
Interviews senior staff Interviews
Leadership Team

Sub questions

« s there dissonance between the
school view and the view of the
Charter?

« Do you think the school has gqg
the balance right?

e Has the message got through?
« Was it always there?
* Isthere a need to reiterate on a
regular basis?

—

Sub questions

* Are these measures good for
teachers?

e Are these measures good for
students?

e What PD/back-up is
implemented for unsuccessful
teachers?

. What happens as a result of
poor scores?

3

3

Data Collection
Document Search
Interviews senior staff Interviews
Leadership Team

Data Collection
Document Search
Interviews senior staff Interviews
Leadership Team

\

Purpose C
How can schools achieve success and retain a Gfaitsenvironment?

—
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The following section highlights the steps takemmalysing the data as a whole using Van Manen’s
procedures (1990) as a guide within the generdi/aca strategy (Yin, 1994). The general analytic
strategy gives an indication of how the layersradlgsed data are constructed: from the least
sophisticated, Layer 1; to the most, Layer 4 (sp&é¢ 4.2). The section will then focus on thelgsia

of the two distinct types of data collected: interv data and data from the document search.

Figure 4.2 Analysis framework for data collection

Layer 1: Database: Interviews with senior teachersHeadmaster,
Director of Studies and Document Searches

Data

|
v

Layer 2: Descriptive analysis using research questns

Categorisation of data| Feedback from document search

Feedback from document search .
using the 4 research

questions and other Hermeneutic circle

Hermeneutic circle emergent them

Layer 3: Five thenies identified from data

The effect of school The influence of the| | The influence of| The nature of the The Use of High
leadership media Culture and Changing schools Stakes Data
L Culture

~a v — . —

Layer 4. Applicability to Christian Brothers’ schools

Schools searching for academic success in a

Charismatic Environment




4.7.1 Organising the Data

A four-layer analysis of the data was conductedhaiseries of feedback loops involving
both the interviews and documents (see figure hBach of the three schools, data was
collected from various sources and, in its unarelysate, formed Layer 1. Using the
research questions as an initial lens, themesrrglad the questions are reported. Other
themes that are identified as contributory factaise to light as a result of the initial
analysis. These themes where identified and usadwather level of data, with
fundamental linkages and grouping in terms of keyds based on the research
questions, forming Layer 2. From further analydithe categorising data (Layer 2), a
matrix of 5 themes was built, more sophisticatetisigrouping and relative linking,
forming Layer 3. The themes from Layer 3 were tbembined to provide insights from
the three schools which may be useful for otherriShmatic schools searching for
academic success forming the most sophisticated Fydata in terms of analysis and
interpretation: Layer 4. In the next two subsecianmore detailed description of the
analysis of the interview transcriptions and docotseising this four-step approach are

given.

4.7.2 Overall strategy for analysing interview aat

The analysis of the data started during the intevvtself. The nature of semi- structured,
taped interviews enables the interviewer to followes of inquiry that were not apparent
before the interview took place. Unexpected andaiirming themes were of great
interest and, although not covered in the resefaachework, participants were eager to
give their lived experience unencumbered by a s@feonstricting questions. At the
conclusion of each interview | hastily made notearty unexpected themes that | could

include in the following interviews, whilst seekit@ensure the integrity of the data
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collected in the next interview. Contaminating ews of the following participant with
those of the preceding interviewee would, of coudeerease the trustworthiness of the
study. After each day of data collection, | stafbgdeading the data from each site to
gain a general picture of the links and attemgiramluce some themes. The initial links
and themes from each interview were drawn out,pastied on an electronic note board.
Once the themes for all interviews were identifiedoss-referenced across all the
interviews producing an initial flow diagram of thes for the site. Having produced this

flow chart | re-read the data checking for miscqntioms.

On returning to Melbourne, | completed an in ddptfmatic analysis of the data from all
sites with no referencing to my initial on-site [prenary analysis, and compared what |
had produced with my initial flow charts. There veagery high degree of congruency
between the initial and the final analysis. Whilst later analysis benefited from the
repeated in-depth reading of the data the initialysis captured the spirit of the school
more succinctly. The final analysis sought botkricapsulate the detail of the later
thematic analysis and capture the essence of lumkscthat was represented more

clearly in the initial response.

The following section identifies the in-depth arsadyof the data that took place on return
from each of the research sites. | include the-&ep approach that | utilised when

analysing the interview data. A resultant four-legkdata set was constructed.

4.7.2.1 Step 1: Reading the data in Layer 1-priyrdata

On return from each site, the first part of thelgsia consisted of a thorough reading of
the data collected. At this point the data was oiggd by site, data type (document or

interview), then by source (senior teacher 1 elfthg data was therefore organised, but
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not analysed; indeed, the data was in its mostetéany form. This unsophisticated data

formed Layer 1 in the general analytical strategg: primary data.

Reading, according to Dey (1993) is not a passivénahe qualitative data analysis. It is
compared to digging the soil before preparing a@gaythe soil is loosened and it is
possible for seeds of analysis to put down rootsgaow (Dey, 1993, p. 83). One may
have a few ideas already germinating in the sai the fruits of these may be slow to
emerge and take on a different form to what wasetgul. My own ideas began to
germinate during the data collection, strengtheimdiuthe reading process, but altered
their shape and hue during the analysis and irg&fion phases. Indeed as Patton (2002)
suggested the analysis direction and method migtdrine more solid as the research
matures during the data collection phase. Evengihdinad decided upon a thematic
approach, the nature, number and depth of thentesuthemes only became fully
apparent as the data collection progressed. Indeeduid naturalistic nature of this
research allowed for a far less absolute distindbetween the data gathering and
analysis phases. Even when listening to the ppaints talk or reading through school
publications, | found key phrases, common termiggland connecting thoughts
appearing across sites and across schools. FopéxamCBC Adelaide many people
used the term “men for others” in speaking aboetittportance of their community
service. This informed the area of service leartingwas also an early indicator of the
influence of the Principal at each site and theaisgrong messages repeated often. Once
the first step of reading the information was cosbtgdl | moved to the second step:

performing a descriptive analysis of the data usivegresearch questions as my guide.
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4.7.2.2 Step 2: Descriptive analysis of the data usingrésearch questions- Layer 2

In terms of this study, it will be recalled thaterviews were arranged at each site with
the Principal, Director of Studies and 5 seniocheais. After each day of data collection
| started by reading the data and producing a qurmoep from each site to gain a general
picture of the themes. Reading and re-readingrdres¢ripts of the senior participants,
replaying the audiotapes and viewing my own natebé following months | began the
process by writing and analysing all the interviewssolation. Each was treated as an
individual case rather than parts of the wholéniat stage. At stage two of the Layer 2
analysis, the data was read in light of the resequestions without seeking to find other
messages in the text. The primary outcome forgtep was to find answers to the
underlying questions that form the inquiry for eadle, such as “how have teachers
changed their teaching in response to high stastmg at their school?” The data
collection generated by this analysis formed tleosd, more sophisticated layer of
information. However, further analysis across siteifig a thematic approach was to

prove even more enlightening.

4.7.2.3 Step 3: Development of sub themes and thdrager 3

Once the descriptive analysis of the data usingdgkearch questions forming Layer 2
had taken place, the data was ready to be andbeteaen sites and with greater rigour.
Links became sub themes and these coalesced dagpeekinto themes. At the core of
qualitative analysis is a process of describing@assifying concepts and seeing how
they interconnect (Dey, 1993). Van Manen (1990y®s the most appropriate method
by which this process was completed in this reseafle calls for a thematic approach to
interpret the data. Defining a theme as “an elerttaitappears frequently in the text” (p.

78). Eruditely, he describes themes as being “rikeeknots in the webs of our
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experiences, around which certain lived experieacespun and thus lived through

meaningful wholes” (p. 90).

Theme analysis involves an iterative process afirsicg for categories and for
relationships amongst the categories, developindinwg typologies and hypotheses

upon examination of the initial case, then modifyon the basis of subsequent cases
(Smith, 2000). Burns (1990) suggest that we chuatk thto categories before the
interpretation of part or the whole of the datae3d categories can be reassembled as has
been done in this study, not only to provide datetlie research questions but also to
shed light on other important issues that wereceatral foci in the initial research
framework. Van Manen (1990, p. 92) describes thmethods for isolating thematic
statements: using a detailed reading approacheetise or highlighting approach, and
the wholistic reading approach. The detailed regdjpproach requires a reader to look at
every transcribed sentence or cluster of sentaocesarch for meaning to illuminate the
phenomenon. The selective or highlighting appraaatourages the reader to isolate
specific statements that appear to be especialati;mg about the phenomenon, whilst
the wholisitic approach encourages the researoheapture the essence of the whole text

in a single term.

Key words and phrases from each interview were dramt, and posted on an electronic
note board and | searched for implicit and exptivgmes. This process involved
extracting and tabulating words, statements orsidiean participants into sections that
were grouped under key words, termed links; corscespib themes and themes. This
search for sub themes and themes involved a cquowgss as | was reading and
continuously interacting with the data. In an agp¢ioe go beyond appearance and
appreciate the essence of the phenomena, the wesuli mixture of data reduction and

data complication (Coffey & Atkinson, 1996). Althgltuworthwhile, it was an involved
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process, taking considerable time to complete. hewavith the data reduced to sub
themes and concepts, | was able to retrieve choihdtata that shared common meaning
(Coffey & Atkinson, 1996). Once the themes foriaterviews were identified | cross-
referenced across all the interviews producingetaf themes for the site. Having
produced this table | re-read the data checkingnigsconceptions. The final step for this
process goes beyond an analysis of the date, itdepretive phase, where the messages
the data holds for other Christian Brothers’ sch@aarching for academic success are

elucidated.

4.7.2.4 Step 4: Interpretation of the data-Layer 4

Interpretation of the data deals with the meanthgs came out of the data and how those
meanings have been translated through this prolreiss a phase, statements can be
made not only about the data, but also about wigatiata means in light of intentions,
methods and processes of the research (Patton, R0880). The process has gone
beyond the face value of the data, significancebleas attached to it, and sense has been
made of findings, conclusions drawn and extrapotetito other contexts formulated. The
interpretation in this thesis starts in Chapteary continued in Chapter 6 where, using
the hermeneutic circle and the interaction betwiberparts of the data and the whole, |
discuss and interpret the differences and simiaribetween the schools. Following that,
Chapter 7 gives a possible blue print for ChrisBaathers’ schools searching for
academic success in light of this research. ltddke lessons learnt at the schools
forming the collective case study and crystallif&sn in an attempt to plot a route map to
the successful implementation of high stakes tgstira Charismatic environment.

Having highlighted the analytic and interpretivethuels used in for the interview data;

the next section seeks to do the same for theplathuced from the document search.
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4.7.3 Analysing the documents: Pragmatic and ntedbreading

When reading in research we seek meaning, posi&bjleven truth. There are many
ways to read, interpret and criticise texts sonctute attending to sub texts such as
gender, pattern identification, metaphor and osttreerctures (Cherryholmes, 1993). ltis
important therefore to state the epistemologicppsaitions that colour the research
findings in my reading of the texts, and any preaived views of the data that | take

into the analysis phase of the research.

In reading the data | intended to tell the stookthe participants, interpreting their
responses and constructing a view of their realifisought to be explanatory, insightful
and identify causal effects. In seeking to clanfganing, | had one eye focussed on the
phenomena that are context specific, whilst trym§nd meaning in these phenomena,
which are the responses of senior teachers. | ardfaliof secondary issues such as
achieving academic success and the language adssutitat permeates the
documentation. | read the data with the researelstgpns at the forefront of my inquiry
and the proposition that Christian Brothers’ scbarn achieve academic success whilst
pursuing the lived experience of the Charism of EddhRice in their schools. Also, my
scientific background calls me to get “the facthti if possible, whilst seeking to

deconstruct the documentation in an attempt ta aff@ght.

With this epistemological stance in mind | idedtfiwhat | read the data with a
pragmatic approach. As a pragmatic reader | chtmsspeatedly read the data and
attempt to clarify meaning. | chose data delibdyaenongst the meanings suggested by
the documents to find the basis for their purpaskfarther illuminate the case study
(Cherryholmes, 1993). That is not to say, howetret my mind was closed to

disconfirming or unforseen themes. To read pragrabyiis to be concerned with the
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holistic consequences of my actions and report ésetmat illuminate the “truth” of the

case being studied.

Within the method of pragmatic reading | identifidet | pursued a rhetorical
investigation of the text. Rhetorical investigasaeek to identify how the text seeks to
convince people to act upon those tests. The tatiscted from each school are viewed
through the lens of the affect they have on see@achers and the whole community in
influencing academic success. Thus, the analyssupd a rhetorical investigation of the
themes underpinning academic success within safamiments. Reading pragmatically
with the four research questions as a primary leigentified texts supporting the
findings from the four research questions alsastexpporting disconfirming and
unforseen findings. All themes were identified,gred and linked as part of a thematic

approach in the mould of Van Manen (1990).

The specific methodology that took place involvetlanber of clear steps and a
commitment to rereading texts. A preliminary docuatrenalysis was conducted at each
site with the view of constructing themes usingftihe research questions. The data
collected before the visit was read four times gsirgreater degree of pragmatism on
each reading as the themes held within the texisrbe more apparent. Unexpected
themes or disconfirming themes were noted and suédunto the thematic response to
the research. The initial thematic analysis wag Hepberately wide in its focus to keep

an open mind when interviewing at each site.

Whilst at the site and following the visit to eaadhool a hermeneutic circle was
employed to refine and support findings from thiernnew data using themes from the
written documentation, websites and other schoalcss. The reader will remember

from earlier sections that the process of undedstgns iterative in nature and continues
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in cycles by interpreting parts and their relatltps rather than moving to better
understanding of the global context and then motang better understanding of each
part. The circular process of interpretation cams until there is a fusion of all horizons
forming a complete understanding of the phenoméhimalen & Cybulski, 2006).
Feedback loops following the data collection frometesite ensured the congruence of
the findings and the preliminary responses to iildial schools and provided the
research with the necessary triangulation of dgtte.documents collected throughout the
research were reread in light of the interview iiigd and confirming or disconfirming
text passages were highlighted and reported updmafrhetorical reading of all the

texts once the full research findings were writtempleted the analysis of the data.

4.8 Building Trustworthy Data

To increase the trustworthiness of research firmlaagumber of strategies were included
in the study design (Bickman & Rog, 1998). Mosthase strategies operate not by
verifying the research conclusions, but by testirggtrustworthiness of the conclusions

and the existence of potential threats to thoselasions (Campbell, 1988).

Scriven (1974) describes the modus operandi apprasithe approach used by a
detective to solve a crime. Rather than dealing aiternative possibilities or
trustworthiness threats as variables, they mayelpe éonstant in order to determine their
effect (Bickman & Rog, 1998). Thus a researchem wgtconcerned with the
trustworthiness of an interview because of intepraksure being placed on the
respondent, may investigate these pressures atwlittgntify their affect on the data

collected.
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Another avenue to test the trustworthiness of agichs is given by Miles and
Huberman (1994). They describe the method of seaydbr discrepant data and
negative cases as a way of testing proposed caoctudn all social research there is a
strong and unconscious tendency for researcherstice any helpful or supporting
inferences or data and ignore those that are agritvdheir expected findings. Thus a
researcher needs to develop an explicit and systesteategy for making sure that they
do not overlook data that may highlight flaws acansistencies in their reasoning or

conclusions (Bickman & Rog, 1998).

Systematic distortions inherent in the use of mmg method can be reduced by
triangulation of data (Bickman & Rog, 1998). Fielgiand Fielding (1986), emphasize
the fallibility of any method since no single mathie completely free of all possible
threats to trustworthiness. Soliciting feedbackrra variety of sources is an extremely
productive strategy for identifying threats to tissrthiness, the researcher’s
assumptions and biases and flaws in the researttfoch@Bickman & Rog, 1998). In this
research triangulation was achieve in part by campithe findings of the interviews
with senior teachers, interview with senior stafflanformation gleaned from the

document search and from the schools websites.

Guba and Lincoln (1994) promote the use of membecks as a form of identifying
threats to trustworthiness. Feedback is solicitechfmembers of the research cohort
about the conclusions and data produced by thamdseMVisinterpretations of

participant’s responses by the researcher candukcated.

Developing rich data can reduce threats to trughimess. Rich data are data that
detailed enough to give a full and revealing pietaf the construct in action in the

particular setting: an example of rich data inchiderbatim reproductions of interviews.

152



The key function for rich data is to provide a testyour developing theories rather than
a source for supporting summations (Bickman & R&$8).

In regard to this particular study, a number ohteques were drawn upon to increase the
trustworthiness of the data. To increase the cilgglibf the data (the degree of
confidence that the truth that the participantsehavthe findings) | elicited data from a
variety of sources through using two different dadflection methods. Since member
checks also increase the credibility of the datskied interviewees to review the
transcripts of their interviews and provide feedbadot only were two data collection
methods and data sources employed, | also chastetpret and present the data in
different forms to paint a more complete picturdéhef case. In Chapter 5, the analysis of
the data as a whole is described in detail identifghe stages of the analysis and
presenting examples of the data as the analysiggsses. It also gives a more in-depth
example of how the initial interview data was asaly and sub themes and themes drawn

out in light of the research questions.

4.9  Generalisability

A great concern that arises from this study isdiégree to which its results can be
generalized across other Christian Brothers’ schooindeed any school with a
Charismatic influence that seeks to increase asl@nic success. Kvale (1996) points to
three forms of generalisabilty in research: natstia| statistical and analytical. Whilst
natural depends upon personal experience, statigitormal and explicit and analytical
can be used as a guide to what might occur in angituation. Analytical generalization
is based on analysis of similarities and differsnagksituations. Since this is a collective

case study it is most appropriate to consider ttadytical generalisabilty of the data.
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To increase the analytical generalisabilty of theagda strategy of purposive sampling
was employed, not only in carefully selecting thieaols but also in carefully selecting
the participants in each of those schools. Theashoere chosen specifically not only
for their adherence to the Charism of Edmund Riktheir tradition of the Christian
Brothers, but also their academic achievement avermber of years. They have been
not only the top academically performing Christiznothers school in their state, but
amongst the most successful schools of any demxript their state. Each school does
have its own characteristic and leadership messagaficant points of difference that
set the schools apart. The schools were therefargen not only for their ability to
“replicate” each other in terms of high academiccess, but also for their potential to

add different perspectives on ways senior teaaghassreact to high stakes testing.

The study may also lack an element of generaliga#dross all schools due to the
specialized nature of the schools in the case stunlyever, there may be many schools

who value this work because it highlights a nundfassues including:

1. How academic success has been achieved at the kam@b
2. How high stakes tests can be used in a sensitiye wa
3. How high stakes data can be used as part of a wid#rod of staff professional

development
4. How spiritual concerns are dealt with against &kbteap of accountability.
5. How teachers in modern day religious school arerméd by the Charism that

formed them.

410 Ethics
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The ethical considerations pursued in this resefmltbwed the ethical principles offered
by Robson (1994). In the course of the researgbanticipant was involved without their
knowledge, coerced to participate, had informatathheld from them about the true
nature of the research, were induced to committactsminish their self esteem or was
exposed to physical or mental stress. Moreovey;, the not have their privacy invaded,
have any benefits withheld nor were they treatefhity or without consideration or

with respect. The research was conducted in accoedavith the guidelines of the
Australian Catholic University Human research Eh@ommittee (1997) from which

ethics approval was obtained. In particular:

. Permission was obtained from each of the threeddt@admasters.

. Individual staff members outside the LeadershipnT@aere not identified. The
Anonymity of staff was ensured through the allomatf aliases.

. Before the commencement of the study the partitgoseTteived an information sheet
summarising the research procedures and the paltbetefits.

. Participants completed consent forms prior to thmiolvement

. All records of interviews and questionnaires hagerbstored in a locked filing cabinet in
the principal supervisor’s office at ACU.

The permission letter provided by the ACU Ethicsr@attee and other relevant

documents are to be found in Appendix 8.

4.11 Summary

Epistemologically, | hold an interpretive perspeetiof human actions: actions have
reasons. The actions | will research are thosenthiesenior teachers in response to high
stakes testing. As Phillips (1987) notes, actiarspaieceded by intentions and hopefully

accompanied by reflection. The intentions that meiate these actions are formed by
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the teacher in response to outside influences (@akemmis, 1986). However, |
acknowledge from the start that it is difficult kmow whether all the intentions and
outside influences are known and indeed knowablehiey participants including the
researcher. | will examine the influence (if anlgatt measures employed for academic
success have upon these intentions. Since tharobsattempts to illustrate and
illuminate how and why staff have changed theircléag method in a response to a
search for success in a Charismatic environmeatrdbearch is based upon a number of

premises. The research process attempts to:

1. Generate new knowledge about the effects of a lsdarcsuccess in a Charismatic
environment.

2. Reduce ignorance of the issues in this context.

3. Give individuals the opportunity to communicateithealities.

4. Identify meanings in a specific context.

5. Use multiple sources of evidence to investigatetaroporary phenomena in a real

life context.

This research will be characterised by:

1. A concern for research in a broad sense, inclueuaguation.
2. An empirical approach relying on the collectiordata

3. Use of multiple methods of data acquisition.

4. A focus on the phenomenon in context.

It is clear from the description of ontology, episiblogy and methodology described by
Wagner (1993) that the study should involve emailrivestigation of particular

contemporary phenomena within a real life contekt@ multiple sources of evidence.
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The methodology for the research was thereforet@ngretive investigation of multiple
sites, employing principally the data gatheringmoels of interviews and documentary
analysis. It employed a hermeneutic phenomenolbgiethod and a thematic approach
to the interpretation and analysis of the data wgesl in the mould of Van Manen (1990)
with a pragmatic reading of data was employed ¢émiifly themes within a hermeneutic

circle approach to text analysis.

Having clearly identified the methodology employedhe research the next chapters
will highlight the results of the interview and douentary search. Chapter 5 provides a
step-by-step account of the analysis from the miakry prescriptive data analysis of the
text through components of the analytical proceshe representation of the themes that
emerged from the interviews. The progression fram data to sub themes is again
highlighted but in a more narrative approach in é&mglices 1, 2 and 3. The identification
of sub themes and a summary of findings from eabbda are shown in-depth using the
words of the interviewees to substantiate anallysitsgps. In Chapter 6, | present a

comparison of the schools using the research qumsséis a format.
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CHAPTER 5

PRESENTATION AND ANALYSIS OF RESEARCH

51 Introduction

This chapter presents the data analysis in detdiheghlights the themes emanating from
this research. As Guba and Lincoln (1989) obseraestiidy is credible when it presents
faithful descriptions and if any differences shob&lobserved, it should be clear that the
researcher can show how each theme was derivedifiutescriptions (Koch, 1994). In
this chapter | have attempted to do just thatdbyrning to the original text to make sure
that the interpretations and conclusions accuratgyesent the information provided by

the participants.

This chapter provides a step-by-step account cattadysis, from the preliminary
descriptive analysis of the text through componehtbe analytical process to the
representation of the themes that emerged frormtbeviews. The first section of this
chapter explains the steps and processes useksease of the data, with guidance
from the work of Van Manen (1990). It then demoaigts how the analysis was
undertaken and informed by the work of Streubedt @arpenter (1999) and Atkinson
(1996). Finally, the chapter highlights and disessthe themes that emerged from the
research findings. | have included tables to dertnatesthe steps in the analysis and how
themes were developed from words to concepts asdlidhemes then themes. It should
therefore be possible for a reader to audit théstiets made throughout the analysis

(Koch, 1994).
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5.2  Overall Analytical Strategy

As described in section 4.7 (see in particular fégul) a four-layer analysis of the data
was conducted with a series of feedback loops nnglboth the interviews in the first
case, and then supported by documentary evidenoeggide this analysis, the
Gadamerian concept of prejudice, where judgementised before the phenomenon
has been thoroughly examined (Gadamer, 1975), s Wilwas conscious of my own
prejudices as a teacher in an academically suedd&3kfistian Brothers’ school and
experience evaluation using high stakes testinginiyohese prejudices helped me to be
aware of them, so when interviewing teachers athtee sites | was careful to adopt a
non-directive mode of interviewing. In analysisyds acutely aware of my own pre-
knowledge of the experience of high stakes tesimgjits effects in my own school and
used that when | examined the data within the heeuiéc circle. | made notes of my
ideas and prejudices, and measured them againsbihas | worked. At times the
horizons of my prejudices and the views of theipigdnts fused very well, and at other

times | found myself discarding old ideas, basedhenew information from the text.

The fusion of ideas became very important as | tindk the early phases of analysis.
The first horizon was my prejudice; which expandethe early phase of analysis to fit
the experience of the senior teachers at the ssliawhing the collective case study. As
a result, I had to re-examine my own prejudicegim of what | had found. For
example, | had thought that stringent use of highes testing would deter people from
taking senior classes. However, | found that theas quite a ‘waiting list’ of people

hoping to take VCE classes at CBC Melbourne. Mst fiorizon of understanding had
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been to assume that staff would prefer not to bgestito the pressure of evaluation
using high stakes testing. | was very interestdddm that there was a broad acceptance
that this “came with the territory”. Consequently horizons of understanding needed
to expand to include this new data in the analysig, to find a new name for this
concept, which was “acceptance” and a sub-themeenhbelonged “teaching to the

test” within the major theme of “Use of high stakizta”.

5.3 Isolating Thematic Statements

As described in section 4.7, | was guided by Vam&fa(1990) in his suggestion of
isolating thematic statements when seeking thexmsManen (1990, p. 92) describes
three methods for isolating thematic statemeniggus detailed reading approach, a
selective or highlighting approach, and the whalisgading approach. The detailed
reading approach requires a reader to look at evangcribed sentence or cluster of
sentences to search for meaning to illuminate tlempmenon. The selective or
highlighting approach encourages the reader tatis@pecific statements that appear to
be especially revealing about the phenomenon, wthigswholisitic approach encourages
the researcher to capture the essence of the wdlen a single term. The following
sections highlight the steps taken to analyse &t @nd produce the various layers. The
method employed for step one, reading and organtbia initial data are described in the

next section.

5.3.1 Step 1. Reading the data in Layer 1-primaatad

The early analysis involved viewing each intervisaparately, or going from the parts of
the text to the whole (Van Manen, 1990). Layersge(figure 4.2) was formed from data

in its least sophisticated form. It consisted & taw data organised by participant and
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site and the analysis took the form of indepth @ei@iled reading. As a result of the
detailed reading of the data, | highlighted key d#and grouped them to produce a list
of concepts (see Table 5.1). An example of thisefrom the interview with Ann
(pseudonymfrom CBC Brishane (pseudonympn example of her words were:
Teachers would say that there is pressure on themaintain very high standards
and to make sure that their results are up td par.
The key words in this passage were “there is pressuthem to maintain very high
standards” and the concept was “Pressure on tesicK&y ideas such as these were
taken together for each transcript. Further exasplehese preliminary developments of

the data from Ann at CBC Brisbane are shown in @ &bi.

! All teachers names used in the text are pseudonyms
2 All school names used in the text are pseudonyms
3 All indented text is actual quotes from intervit



Table 5.1: Representing the early analysis, with Aobm CBC Brisbane as an example

Ann’s responses

Linking
Key word

Concept

Parental expectation is highThe expected
pathway for these boys is from here on to

tertiary study in the University of Queensland.

Our post school profile is heavily skewed
towards tertiary . The marketing is pitched at

“Every boy will achieve” and | agree with that.

Theperception amongst the school and
wider community is that the boys are more
likely to achieve at CBC Brisbane.

For me at the end of year 12 that the majority
the boysachieved their first [University]
preference..l want the boys to walk away
from here withoptions and the ability to make
choices.

Even though people think CBC Brisbane is &
great school, there will be parents out there
putting pressure on us kift our numbers in
terms of Opls Something about putting it in
black and white changes the perception.

Teachers would say that thergressure on
them to maintain very high standardsand to
make sure that thefesults are up to par.

I think you might benvited to have a
discussionwith either Director of Studies or,
the Director of Studies would encourage the
Head of Faculty. She would ask the Head of
Faculty what's happening with this pers@
there anything wrong, can we do anything to
help?

We've tried to lift the profile of thaigh level
thinking skills (within QCS) and do that
across the school

theexplicit preparation of QCS starts through
Year 11 assemblieQCS lessonsf you like
talking them through how you go through the
multiple choice, the short response, different
people go through different things.

No, it doesn’t seem to be the way at all. Shou
it? Belonging to an elitist group like the GPS
is an opportunity tetand up and bewvho you

really are in any situation

Expectation, post
school profile,

perception, achieve at
CBC Brisbane

&irst [University]
preference, options

Emphasis on Op1s,
effect of the Courier
Mail

High standards,
results compared (up
to par)

Discussion, within
context, supportive

Embedding skills
down the school

Explicit examination
preparation,
examination style
guestions

Idlack of Dissonance,
topportunity

Academic Nature
of the school

Qualifying
academic success

Effect of the media

Pressure on
Teachers

Feedback to
teachers

Response to high
stakes testing

Teaching to the
test

CB school within
the GPS
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5.3.2 Step 2: analysis of the data using the regequestions

The progression from Layer 1 to Layer 2 involveewing the data in light of the
research questions. The research questions faretbésrch were:

1. Have, and if so how have, staff changed their tegcko achieve academic
success in the response to high stakes testitgingchool?

2. How does the teaching staff perceive methods eregdidg achieve academic
success in the response to high stakes testitgingchool?

3. Given the Charismatic nature of a Christian BratH&chool is there congruence
between the lived experience of the Charism and gbals of the school
management?

4. How can methods be employed to improve academicesscwhilst remaining
congruent with lived experience of the Charism afmitind Rice in their
school?

Informed by the work of Gadamer (1975) | viewed tixds in terms of the research
questions using them as one particular horizosetuhe data that had previously been
collated in terms of concepts to answer the rebeguestions provided in the initial
framework. The resulting data, Layer 2, is presgimiedetail in Appendices 1, 2 and 3

and forms the basis of the data structure thatledabe to move to Layer 3:

Development of sub themes and themes.

5.3.3 Step 3: Development of sub-themes and theragsr 3

The transformation of data from Layer 2 to Layefr8m concepts to sub themes and
themes, was informed by the work of Streubert aagpénter (1999) and Van Manen
(1990) when isolating thematic statements. Coffey Aitkenson (1996) also provided
useful advice on coding ideas by grouping theminmlar categories with key words and
links which helped me move from the grouped thosigifithe participants, to concepts,

sub themes and themes.
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Once the identification of patterns of meaningfheections was completed, | read the
text as a whole (Streubert & Carpenter, 1999) egttind pasting meaningful and
relevant words onto a separate document. The mgulbcument was then read and
reread and groups of ideas were classified in cofuaif a table as “Words of
Participant”, then the “key words” and “conceptsé¢ Table 5.2). These concepts from
the preliminary analysis were then grouped togeatihan additional column of the table,

and pooled with similar concepts to form sub thearabthemes.

Table 5.2 provides an example how the 5 themes @@reloped from the interview with
the Principal at CBC Melbourne. | discovered thiotize pragmatic process of reading
and rereading the data, a similarity in sets chsdi®rmed from the words of the
participant. The five themes that arose from thizlgsis were: the effect of school
leadership; the effect of the media; the influeateulture and changing culture; the
nature of the schools and the uses of high stakies @ables in Appendices 4 and 5,
demonstrate how the five themes evolved from kegaoconcepts and sub themes

developed from interviews at CBC Adelaide and CBGliane.
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Table 5.2: Development of themes and sub-themes ifnterview with Principal CBC

Melbourne

Words of participants Key Words Concepts Sub theme | Theme
Resultsare closely analysed Acknowledge the

we have got people saying degree of analysis but  Acceptance

whencan | get my chanceat it still want a to teach Teaching to Uses of high
[teaching VCE].” VCE the test stakes data

toodriven by Year 12
results,....teaching styles at 7

we want toachieve at Year 12

been a criticism ..that we are

and 8 are dominated by what

Top down approach,
year 12 success starts
year 7

at Teaching style

Some people have been
disappointedwhen they have
been moved off. It is
unquestioned some have

bounced back.

Disappointment
initially but some have
worked hard to get
VCE teaching back

stakes data

Reaction to high

| think we genuinely need to

analyse[staff results]. There is
morepressurein teaching VCE

Additional pressure on

VCE teachers with
analysis of their
students’ results

Teacher
accountability

“It [academicq has been the
focusof the College...it has
beenovertly statedthat this is
what we were trying to do.”

Overtly stating that
academic success is

focus for the college

Achieving
academic
success

a

There idegitimacy for all
thoseothermeasuresthat we
use; the number in the top 19

boys with studies scores ove
40.

of the state, the percentage g

Legitimacy in using
data to qualify success
D

=2

Qualifying
academic
success

Our reputation as a school
...has beemnhanced
dramatically because of the
attention we’ve received”

Increased academic

profile due to public

knowledge of good
results

Publishing
scores

That last one is probably the
one ofleast statistical
importance, but it is theone
used by the press

Importance placed on
the above 40 scores
because it is used by th
press

e

Effects of media

Healthy tensionand it is a
tension. | am agasewith it

There is tension
between being CBs’
school and APS a goo

fit

)

Christian

Brother’s School

within another
association

Messages and Effect of
emphasis school
leadership
League tables| Influence of
the media
Public
perception
Congruence & Influence of
Dissonance culture and
changing
culture

If we produce young
men with asocial conscience
then we arestaying true to our
origins.”

Students of high socio
economic profile with &
social conscience in th

tradition of Edmund
Rice

1%

Charism of
Edmund Rice

Men for others

We've shifted school culture
in terms of ...academic
climate done to a particular
levelright down to year 7

Managed a change of

academic climate,

raising academic
standards

Academic
Profile

Year 12's said this year they
felt under pressure

Senior students under
pressure to achieve

Student
accountability

results

The nature of
Academic the schools
nature of the

college
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The process of concept identification that leadub themes and themes was intuitive
and can best be described with the use of examfihestheme “Influence of the Media”
arises out of a number of participants’ responisefjding those of the Headmaster of
CBC Melbourne. As the Headmaster states:
There is no question that theess exerts a significant influenceOur
reputation as a school with a strong academic performancééas
enhanced dramaticallybecause of thattention we’ve received because of
our top performance.
On reading this response it becomes apparentitesd is public interest in the
performance of the school though the media in Malbe and that CBC Melbourne has
benefited from this exposure. The direct effedihef media at the school by the use of
the percentage of boys scoring 40 or higher irr tireal VCE score is illuminated by
another quote by the Headmaster of CBC Melbourne
We can rely on a number of measures... the percepfamgys with
studies scores over 40. That last one is probhlelgrie of least
statistical importance, but it is thene used by the presand the one that
has been used for the longest time
From the words of the participants, key words deniified and concepts coalesce to
form similar groups of thoughts from the particitmahe groups of thoughts emerge are
concepts that can be linked together to form salmts and the analysis of each
participant’s transcript lead to a table of wordsncepts and sub themes. Once the tables
for each participant in every site were completédoked at the tables within sites to
find linking themes. There was a high degree oflanity of sub themes across
participants in each site and indeed across sitese the each participant was
responding to the research questions. Howevertaltiee open-ended nature of the
interviews, not all participants shared every swdntes and concepts. Table 5.3 shows
how the concepts from all the participants at CB&llddurne inform the sub themes,

which are interpreted to form the major themes.il@mtables for CBC Adelaide and

CBC Brisbane can be found in Appendix 4 and Appebdi
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Table 5.3: Development of sub themes and themes ¢amcepts at CBC Melbourne

Concepts > Sub-theme Theme
Acceptance
Teaching style Teaching to the Uses of high stakes data
test

Reaction to high
stakes data

Teacher accountability Messages and Effect of school
emphasis leadership

Achieving academic
success

Qualifying academic

success
Publishing scores League tables Influence of the media
Effects of media Public perception

Christian Brother’s

School within another| Dissonance Influence of culture and
association changing culture
Charism of Edmund Men for others
Rice
Academic Profile The nature of the school$

Academic nature
of the college

Student accountability

Although | found using the tables to be a simplé sinaightforward approach to organise
and represent the data, | acknowledge that tlagésluctionist technique to solve a
complex problem. Despite the fact that interpretats reductionist by nature, | was
continually conscious of re rereading the wholeetain both the essence of the narrative

and to retain small key details that may have lmxenlooked. The table helped me to
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pick out a sub-theme or ascertain whether morewasarequired to substantiate the
inclusion of a sub theme. The reading, rereadinbearalysis of the data was time
consuming but fascinating. The process of un-wepthe data to reveal the sub themes
and themes appealed to me as a scientist seelsmgemnfrom a complex situation. Over
a period of months | constantly created feedbacgddhat allowed me to revisit the raw
data in light of new understanding. After a numbieattempts the sub themes and themes
crystallised in the first site, and with this exjpearce the last site seemed to be less time
consuming. However, | was cognisant of not takingihgs from one site to another in
the analysis stage. | read the data from the n@wsihout preconceived ideas gained
from the other sites. The next section discusse#himes, using examples from the three
schools, in light of the literature review and Hights commonalities and differences

across each site (last column of Table 5.3).

5.4  Theme 1: The Uses of High Stakes Data

The use of high stakes data is not a new phenoméoarever, it has become more

prevalent in Australian schools. When data suciess 12 examination results are used
beyond their original purpose, for example to assesior teachers, that data becomes
high stakes (Messick, 1999; McNeil, 2000). In theee schools that form this study, the
data derived from Year 12 examinations is usedgweater or lesser extent for different

assessment purposes of teachers.

CBC Brisbane has a distinguished history of usiaig do improve the outcomes for its
students. However, unlike CBC Melbourne and CBClaide, CBC Brisbane uses the
high stakes data to inform student accountabilibe Director of Studies at CBC
Brisbane reported that as a school “we don't taiggthers we target students”

(Appendix 2, section 1.4.5). Mrs Brown also suggéshat taking teachers out of senior
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classes led to problems of staffing these clas#tbstine appropriate teacher and filling
the senior teacher’s classes with junior classes.

You can'’t let them sit out and you must be ablesface them

with someone from your staffing budget. (AppendiX62ction

1.3.5)
Mrs Brown is cognisant of the morale of teachers &le moved from senior teaching

roles as she attests, “you try to value the digoityomeone who has been teaching a

long time.”

In this way CBC Brisbane is able to track studes@ry closely and to adjust its
examination preparation very quickly to suit thetigalar needs of a specific cohort. It is
an iterative process whereby the tool informs ongalevelopment. The data that comes
out of the Year 12 examination is also used tormfteaching practice on a classroom
level, particularly in preparation for the QCS. Asne says

the explicit preparation of QCS starts through YERassemblies, QCS
lessons if you like talking them through how youtgmugh the multiple
choice, the short response, different people guutyin different things. Then
there’s a lot of practices. We are explicitly giyithe boys skills in how to
use the material to their advantage. (Appendixe2tién 1.4.7)
There has been a remodelling of some of the misitheol content to reflect needs of
the QCS with explicit teaching of skills and knodde required at Year 12. Itis only a

recent development that this data has been usatbton staff accountability measures,

and is still in its infancy.

CBC Melbourne, on the other hand, has made gredéstin embedding the use of high
stakes data to inform staff accountability measuksshe Director of Studies of CBC
Melbourne attests the process was “very confrohiiAgpendix 3). Some staff were
given the opportunity to teach Year 11 classeserdtian Year 12 classes, whilst some

opted not to teach senior classes of their owntigali There was an acceptance by senior
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management that short term pain for staff would keelong term positive outcomes for
the students. It seems that the process of asseskagbeen absorbed into the fabric of
the school and all senior teachers know their tesuill be subject to close scrutiny and
public reporting. Notwithstanding, there is a wagtiist of teachers eager to take senior
classes. However, this does not disguise theliatthere has been a very difficult
process of adjustment for at least some senidrsiibers who have remained at the
College over this period and fine themselves “arite under siege” (Appendix 3,
Section 3.5.4). But now there is a general acceptmt these measures are there to
stay, and new teachers, although initially confedni@accept that this is part of teaching
senior classes at CBC Melbourne as is spelt othdyleadmaster.

It produced some real angst, the hardest intervieswgd have

been the ones from 1998-2000, because by the tengoivto 2003

people’s acceptance of the fact this was a reas®aabessment of

the year was there. (Appendix 3, Section 3.1.7)
The effect on the morale of the staff was also meet by a number of key
interviewees. The overall impression given was thatmorale of individual teachers
would have been impacted upon in the short terpeaally those who had gained poor
feedback in terms of student scores. Indeed tiseapprehension in the first week of

every year as Year 12 scores are dissected inuthiec forum and “graphs of shame” are

shown for the results of the whole spectrum of sctigjand teachers.

CBC Adelaide is testing the water in its use ohhétpkes data. The new Director of
Studies is using it to inform senior staff performa and to guide “conversations” with
those deemed to be under performing. As he says:

You try to make the conversations as un-confroomaiti as possible,
more of a chat because there’s no pressure on lé&@sulty to
perform or get their faculty to ensure that studeygt certain marks
so you don't feel you have to pressure the facukynbers...You
handle them (the interviews) with kid gloves...stf very
protective of their results some do come up vetigkqy with
excuses. (Appendix 1, Section 1.4.5)
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Staff had been removed from senior classes, baititas a rarity and was not based
purely on the scores of senior students as Mr Arattests, that movement would:
.. hormally be as a result of one of those intexseversations the year
before. They might have had another run at it agaththe second time
no better, so it doesn’t come as any great surgdtisgust a
conversation that says “Look let’s try and eliman#te factors”. We
might use someone else in the faculty next yearsaedvhat happens to
the results. (Appendix 1, Section 1.2.6)
In one instance the effect on a teacher's morakenea good and Mr Arnold
said that the staff member had “not bounced bank’leas responded poorly to
what they perceived as demotion. However on thelevii® Alan suggests, there
is no real pressure on the staff at CBC Adelaiderms of the scores of their
senior students.
Nothing is said, a personal goal what you strive Ttere is verbal

recognition of those whose students achieve a @e2fe however it's
never looked at in what proportion have achieved $core.

Of the three schools, CBC Melbourne has been tlrthug process of assessing staff
using high stakes data and has emerged throughfticailt transition. Teachers report
that there is “tremendous pressure to performistawith the first three days of the
school year.” There has been a significant pamadilift in culture at the school where
teachers are far more accountable for the perfacmahtheir students than in the past.
As Brian from CBC Melbourne says,

The message was very strong, we were an acadehwoldast, and

we were classroom teacher above all else. We hgeittihe classroom

right in terms of climate, work ethic and resuli¢hen the measures

were introduced it gave us a concrete goal to sfuwaven though we

thought at the time it was probably unattainab@pendix 3, Section

3.4.3)

This paradigm shift was deemed necessary becaeidestilership Team at the time felt

that the students at the College were not readhigig potential. They felt that the
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teaching staff were not deriving the best fromrtkaidents and questions of teacher
accountability were raised. It was felt that stepd to be taken to increase the
effectiveness of teachers with the hoped for reqaflacademic results increasing as well.
Teachers were put under far more pressure andagefeonted by the process. Some
teachers were taken off senior classes and somppetiamut of senior teaching of their
own accord. Mr Collins the Headmaster at CBC Methelwacknowledges that staff have
faced disappointment,
Some people have been disappointed when they larerboved off.
It is unquestioned some have bounced back. They hane away and
there are instances where staff have been takereaif 12 and given
another go a few years later. (Appendix 3, Sec3idn7)
The process did initially cause a considerable ekegf angst amongst those staff taken
off classes. However; to the greatest degree theg heturned to teach senior classes
after a period teaching Year 11 classes. As Baaegnior teacher from CBC Melbourne
asserts:
Of course if you are not getting the marks no nnatteat you do, you would
be pretty upset. People have stopped teaching f@Eean asked to take a
break as it were. Some people have really bounaekl well on the other
hand through professional pride | suppose.... Howetiere are plenty of
people queuing up to teach VCE, the staff are ypdtven | think.
(Appendix 3, Section 3.4.3).
In an effort to manage the process, senior teasheosvere removed from senior classes
were given support in a wide variety of forms. necess was a difficult one, which

needed to be managed with firmness but sensitilvity.a credit to the leadership and the

senior staff that this process has reached a ssfoteteady state.

Both in the literature, and as seen at CBC Melbeusaccessful accountability measures
can be based on hard data and managed in a transpanner, with the understanding
that these measure were put in place for the gbttecstudents rather than the detriment

of the staff (for example see Barton, 2005; Clagkel., 2003; Libresco, 2005; Rex &
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Nelson, 2004; Wolf & Wolf, 2002; Wollman- Bonill2004; Yeh, 2005). The data was
used to identify problems, but at the same tinveas set against a context of the
teacher’s personal and professional history. Kedergactions are to be avoided with a
view to look for trends rather than peaks and thsug a teacher’s performance. Most
importantly accountability measures needed tordesti with high quality professional
development (Cozart and Gerstl-Pepin, 2002). Amgpta of such professional
development can be drawn from CBC Melbourne whia are encouraged to become
VCE markers and attend sessions where specific ieasion techniques were addressed.
Mr Christian, Director of Studies suggests thatf stéo have been taken off Year 12
classes receive wide ranging support. He says:

Is there any way we can support you? Do you wanwmisib other schools?

Do you want to mark VCE exams? We highlight a raofgeptions. | try to

make it as constructive as possible. It's abouihgeehat they need and

how we can help.
Both CBC Brisbane and CBC Adelaide have a veryegidl and strong teaching staff.
To introduce such measures in each school arg liketause the same angst as was
witnessed at CBC Melbourne. CBC Brisbane has atyistf using data driven change in
improving the scores of its students through studeocountability measures. Its staff
members trust the data collection and analysiopods and may be more open to this
form of assessment. However, they are not usegtoaess of using this student formal
assessment of them as teachers and will be igittakllenged. As their students’
examination results are already very high, thehiegcstaff may not see the necessity of
this tool. However, this may act as encouragemgaihat complacency or move people

out of comfort zones.

CBC Adelaide has protocols for neither staff nostident accountability, and this
would, no doubt, bring similar issues to the foseaaCBC Melbourne in the mid 1990s.

The current climate at CBC Adelaide of sporadicdacaic achievement mirrors that of
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CBC Melbourne at that time; however, the focushefideadmaster of CBC Adelaide is
not first and foremost on academics:

What | would want are boys to leave CBC Adelaidthwai strong sense

of the interconnectedness of knowledge and skiiih a greater desire

to work in teams rather than individuals and withirecreased reliance

on interdependency. This is what | believe futurang men will need

to survive in society. It’s not just about the seqAppendix 1, Section

1.2.5)
In contrast, the Headmaster of CBC Melbourne atithe (1990s) saw the improvement
of the academic side of the College as his firgrjty. CBC Adelaide’s Headmaster has
put more effort into the spiritual life of the Cedje, its facilities and its vocational

courses. Evidence suggests that it is unlikely dlsabuntability measures of this sort

would embed effectively without the full backingdadrive of the Headmaster.

5.5  Theme 2: The Effect of School Leadership

The effect of school leadership in delivering thessage that a Christian Brothers’
school can use high stakes testing to achieve agadeiccess cannot be underestimated.
It was clear that the language used by a numbstafffat each site mirrored that used by
the Headmaster. Members of staff had become famlih the message of the

Headmaster and used common language to expressitves about the school.

For example at CBC Adelaide, many staff talked al@BIC Adelaide students being
“men for others” (see Appendix 1) highlighting tBellege’s focus on service learning.
Senior teachers at CBC Adelaide were keenly awiatteecschool’s focus on breadth of
the curriculum and making the educational expereatcCBC Adelaide accessible to all
students. This is spelt out clearly by Brett, aeteacher at CBC Adelaide

I knew it offered both academic and non-traditiomal, | was aware of
that and wanted to work with boys (Appendix 1, feci.5.1)
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The staff also echoed the Headmaster’s views ppuashing students beyond a
sustainable level indeed he suggests that inflatoges “beyond natural, self-sustaining
levels” would be doing a “disservice to studentsum singular focus on academic

success” (Appendix 1, Section 1.2.9)

Staff views clearly articulated that if a studemtseeds he has achieved it. If he fails he
has done it of his own accord. Staff are congr&dlaublicly but not rewarded for the
results of their students. The focus of the Headenas the achievement of the students

likewise his staff follow suit.

At CBC Brisbane there is also a theme of the stisdeeing responsible for their own
achievement. A senior teacher at CBC Brisbane teploat “Academics are the focus of
the school, the boys know that” (Appendix 2, Settich.5). The tone, however, is for
student excellence and pushing students to theatgst extent. Phrases such as “Evening
of Excellence” instead of prize giving night haweeh introduced into the culture of the
school. Common language calls for all studentsue gf their best particularly in Year

12 where “the QCS is the biggest team sport at BBSbane.”

Although a high fee paying, Independent school, @iSbane fights hard not to
become, or be seen to be, an elitist school. Steffments echo those of the Headmaster
and a number of staff used a phrase; “to whom nmugiven, much is expected” calling
the boys to be mindful of privilege and their resgibilities to the poor and marginalised.
The key messages of excellence and service ofs#nerreiterated throughout the
various levels of the school because they are teglyaeinforced at a Leadership Team

level.
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At CBC Melbourne there was a marked change in tegsages given by the Headmaster
in the mid 1990s. Phrases of academic excellence wsed, accountability and
assessment methods were employed and both quiekfnie part of the language of the
school. The current Headmaster says :

We've shifted school culture in terms of expectasiinterns of things like

classroom climate...what's acceptable in classro@regemic climate

done to a particular level right down to year & bHoys taking

examinations seriously right the way through. Headmaster’s study

awards, the academic insignia, the Duane awargs;doognition, and

inclusion in the newsletter, to the expectatiort this good to do well. As

a leadership team we have continued to innovate awange of things in

terms of extra support from the Café Academusedaridividual

mentoring, to the leadership taking on 60 extrdestis that we thought

were in the middle band to be pushed ahead; tluy $tall concepts; our

willingness to go to other schools
The Headmaster of the time saw the need for a etgoal and created what has
become known as the “Wilding line”. The goal oftalhchers was for 25% of their
students to achieve study scores in excess ofeflgehthe Wilding line was drawn at
25% and all teachers strive to get above it. Valdéed measures of teacher

effectiveness were used for the first time anddéaeher’s value added coefficient

became commonplace.

The message of the current Headmaster is deliterstff and students regularly calling
for excellence of performance in what ever fieléytlare pursuing, whether it is
academic, cultural or sporting. Whilst it is clélaat the paradigm shift for staff
accountability is complete, it is acknowledged tihatre is work to be done in terms of
the spiritual nature of student development. CBQbidierne’s Headmaster continually
calls for the boys to become leaders with conseemd to act for others in the
community. He says :

We are producing young men that will have lead@rsblies within

the community. We were founded to have a major chjpa

Melbourne. If we produce young men with a socialsmence then
we are staying true to our origins. (Appendix stiom 3.1.11)
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He appreciates that the school’s clientele hasgdthand the school's message needs to

change with it.

In all three sites the influence of the Headmaater Leadership Team is extremely
important in driving change and maintaining higgnslards. The language used by each
leader is strong, dynamic and repeated often te¢heol and wider community. The
language and terminology of accountability has rekéhe psyche of each school

community.

In one significant difference, whilst all the schooall for academic endeavour or
excellence, CBC Melbourne is the only one that gteachers a specific goal of
achievement: the “Wilding line”. Initially seen aareachable, the goal of 25% of
students scoring in excess of 40 on their studyescs now regularly achieved. It has

become engrained in the vernacular and has becdrmechmark for all senior teachers.

5.6 Theme 3: The Influence of the Media

In Victoria the reporting of Year 12 examinatiortalaas reached new heights. Tables
listing data on each school whether State, Indegr@inahd Catholic enable the reader to
contrast and compare the scores of each schoaofctan be ranked on different
scores, by median study score, percentage ovey stades of 40 and the percentage

completing VCE.

CBC Melbourne has benefited greatly from the puation of these scores over the last 5
to 10 years. Whilst retaining the cultural, padtarad sporting aspects of the school it has

achieved greater academic success every year. ldparspoverage has extended to
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naming it the highest achieving Catholic schodh@ State, and interviewing high
achieving students. Indeed, the headmaster of CBIBddrne reflect on the important
effect the media has:
There is no question that the press exerts a gignifinfluence. Our reputation as a
school with a strong academic performance has bekanced dramatically

because of the attention we’ve received becausardabp performance. (Appendix
3, Section 3.1.3)

In Victoria, the most often quoted statistic foe $uccess of schools, and the one
highlighted in the newspaper is the percentageuafesits achieving a study score in
excess of 40. It is worth noting that the “Wildilnge” also focuses specifically on this
measure of success. Whilst academic success ésldall, success in this measure is seen
as a key for the continued marketing and promatictine College. When these figures
are printed in the College prospectus or other natine reading public are cognisant of

its significance.

In Queensland, th€ourier Mail carries a broader measurement than its Victorian
counterpart reporting just the percentage of O® Ii5tscores. As already described, it is
a “blunt tool” to dissect the complex world of exaation achievement. However, it is
likely to have caused difficulties for some sigo#nt independent schools who have
unexpectedly suffered poorly by comparison. It vddog interesting to hypothesise what
would occur were th€ourier Mail to extend the nature of the data they reportedeMo
than one member of staff stated that if they regabthe number of Opls it would have a

negative impact on the public’s perception of tbieosl.

In Adelaide the only media coverage is self-prommotivhere schools choose to advertise
their own achievements. Many do so, but CBC Adelaides not seek to market itself as

a purely academic school. However, it may be wolitenfor this College to consider
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contacting local newspapers with good news stdodsiild up a media relationship and

hence stay ahead of any changes they may make ietr future.

Both CBC Adelaide and CBC Brisbane would do welbbserve trends in media
coverage of high stakes testing. If Victorian leagables broaden to National focus then

both schools may need “Wilding lines” of their own.

5.7  Theme 4: The Influence of Culture and Chan@ugure

All schools in the study have a history of acadeaaicievement. Each is known as the
best Christian Brothers’ school in their own staieg performs well in comparison to all

other schools of all persuasions.

The culture of CBC Brisbane is engrained and spefakgcellence in all facets of school
life. It has an extended history of academic admesnt, sporting prowess and
membership of the GPS. When students are acceptieel @ollege they understand that
they are expected to perform to an excellent ledelenior teacher from CBC Brisbane
talked about the fact that academic expectatienaiang tradition in the College:

There is a very strong tradition and that is alwaysight back to the boys.

“This school is founded by the forefathers in 187%arry this forward,

through assemblies, academic awards, College Hadlhahas proud

memorabilia of what the school has achieved. (ApgpeB, Section 1.5.6)
Parental expectation is high as is the expectatiataff. An environment of self-
fulfilling prophecy may be assumed in this casdsThay however denigrate the efforts
of the staff at the College. Not with standing detnts are expected to achieve and they
expect to achieve. Pathways are very academiciaratldirstly towards the premier

University in the State, Queensland University, andhe whole tertiary study in

general.
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The culture of CBC Brisbane is firmly directed todsexcellence. It celebrates
excellence through prize giving, in the end of yaanual, periodical publications, on the
web site and in the prospectus. The broader contynacknowledges that CBC Brisbane
is a school with high academic standards. The comitytealises that the school
demands a great deal from their students but kkisheelps the students gain excellent

examination results.

The culture of assessment at CBC Brisbane is aah#te students. The protocols used
for student accountability is longitudinal, thordugnd proactive. It has made a great
difference to the results of students; teachest tt@nd rely upon its feedback. Ann, a
senior teacher at CBC Brisbane, suggests thatmypi®there an advantage in terms of
test-taking but the higher order thinking skillsyended by the high stakes testing
regime has also helped.

We've tried to lift the profile of the high leveiinking skills (within

QCS) and do that across the school. If you thin&dafcation in terms of

learning how to learn, thinking and problem solvargl take out elements

of knowledge, generally it does that [mirrors gqudctice] (Appendix 3,

Section 1.4.7)
However, there is no culture of teacher accountgb®taff members are quite
comfortable with this and comfortable in their apgorh to teaching. The culture of the
school demands a great deal of the students fautéotain degree assumes that the staff
members are fulfilling their “side of the bargaieachers have reacted poorly to
challenges regarding their teaching in the pastt@®irector of Studies attests (see
Appendix 2, Section 1.3.4) and a paradigm shiftnfistudent accountability to teacher
accountability would, one predicts, meet with aagigant degree of negativity.

However, an emphasis on teacher accountability dvballikely to increase the level of

academic achievement of the students.
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A change of culture on a whole school basis isxaraerdinarily difficult task to

undertake and complete. However, over a periodroears this has been accomplished
at CBC Melbourne. Under the guidance of two Headenssan academically
underperforming school has been transformed irsichaol that is widely acknowledged,
and indeed criticised, for having a very strongdaoaic focus. It must be recognised that
change takes place in schools for many reasorGB{@ Melbourne’s case pastoral,
systemic, and technological changes have all besteralong with the use of high stakes
testing. Classroom management techniques haveilgeoved and reporting to students
and parents has also been a focus. However, dhe afiost significant drivers of change
in VCE performance has been the use of the stuglsotires to assess staff, as
acknowledged by many senior staff at the College &ppendix 3). As Mr Christian the
Director of Studies attests if the accountabilityasures were taken away, “They (the

VCe marks) certainly wouldn’t go up.”

The culture for staff and their individual focusshzhanged from a quasi-pastoral
approach to one where their achievements in ttesiam are their first priority.

Staff recognise that the results of their seniodents are the key to the ongoing success
of the school and it's standing in the wider comitywurThey realise it is no longer
enough to be a caring nurturing environment; thegtrhelp the students achieve their
full potential, which would now include academideutial. Staff has retained, and
indeed enhanced, the spiritual aspects of schieollut they have added a steely edge
and professionalism to the way in which they pregsoys for their final VCE

examinations.

The level of teacher accountability and the meastaiken to assess them initially

confronted the senior staff (see Appendix 3, Sacdi8.2). Over a relatively short period
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of time however, they have come to accept thisagisqs senior teaching and there are a
large number of teachers waiting their chanceke senior classes. The Headmaster of
CBC Melbourne comments that:

In a whole range of subjects there are people gaginen the

knowledge of what the expectations are and theudssons that occur

and the fact that results are closely analysedave yot people saying

when can | get my chance at it. (Appendix 3, SecBd..4)
If students pass or fail there is recognition thatteacher have played a significant part
in the students’ development and appropriate resgsare elicited from the school.
Success is celebrated and rewarded; underachievésraralysed and questioned. There
is in this approach since to berate under achiestaff and to attribute the success of the

students solely to that student’s effort alone widag both unfair and illogical. Indeed it

is the consistency of the approach which has bé&y @lement of its success.

The climate of the College throughout the yearleigalso aimed at academic
achievement. Middle school courses have been adjustreflect skills and content for
VCE. All year levels sit examinations and the exaations mirror the style of VCE
examinations. Main examinations are sat in the 8lcHall under VCE conditions. The
climate calls for academic focus and the studesggond. This was not always the case

10 years ago.

The climate of CBC Adelaide is also developing, ilmifocus is somewhat different to
the other schools. In its call for service of oth&BC Adelaide is focussing on service
learning with an emphasis on producing adults withrals and high ideals. It is telling
that many staff made mention of CBC Adelaide sttslbring “men for others” (see
Section 1.2.9, Appendix 1). The broadening of tingiculum offering to cater for the
widest possible population also sets this schoaitap its acceptance and

encouragement of the whole community it is expongdhne ideals of a community with
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a profound conscience. The climate is supportivkiadusive. It has succeeded in
keeping many at the College, whereas once thessideuld have left before
completing Year 12. It seeks to imbue in its stusléime possibility that more than one of

them could be the next Edmund Rice.

5.8 Theme 5: The Nature of the Schools

Each of the schools offers excellent educationétome for its students. Talented
visionaries lead these schools, each with a stnoegsage and a profound vision for the
young men in their care. The staff are caring ambsrtive of the students and of each
other. The facilities in each are excellent andiiome to improve. The young men at
each College are talented and with a spiritual aness that is most welcome in today’s

climate.

When reflecting on the nature of each school Irretd to the concept of a continuum
line: each school progressing along that line asitures and develops. In terms of their
academic life CBC Brisbane has a long establisheddastinguished academic record; its
climate of excellence has been in place for a lmergpd of time. Teachers have become
used to teaching the best students and gettinggaerg results. CBC Melbourne could
be considered as the “new kid on the block”. THesthas achieved success and
become imbued with a climate of excellence onlgndy. CBC Melbourne has made a
paradigm shift and emerged into a “Golden Age” acaidally as commented by one of
the staff members (see Appendix 3, Section 3.LBL Adelaide produces some
excellent academic results but it has not embeddetmosphere of excellence and has
not yet moved to the same academic level as CB§b&nie and CBC Melbourne. It is
important to note however that CBC Adelaide dodsanthis juncture wish to promote

itself as an academic school. It markets itsedra&all-rounder” (see Appendix 1,
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Section 1.2.4) catering for a broad academic epitgyiding varied and accessible

pathways for every intellectual and socio-econostriata.

The spiritual leadership of all these school clalisstudents to be part of the lived
experience of the Charism of Edmund Rice in themmunities. The Headmaster of
CBC Adelaide contends:
As students become more materially rich, they bexorare spiritually poor.
There is a strong place for Catholic schools inlthgasuburbs like because their
proportionally greater need for spiritual nourismnand development. (Appendix
1, Section 1.2.10)
However, there is a subtle difference in the apgina#d CBC Brisbane and CBC
Adelaide. CBC Brisbane has had a long history ofcating the privileged members of
Brisbane’s Catholic community (see Appendix 2, Becl.5.7). It has encouraged and
educated its students to advocate for the poonardinalised in their post school lives
where it is seen they will become leaders in thmmaonity as lawyers, doctors,
politicians and other leaders. CBC Adelaide ret@ more traditional view that each
student should give service to the marginalisedqrally, rather than leading those who

give service. CBC Adelaide’s students are encouragelevelop hands on, personal

relationships with the poor and marginalised as first priority.

Over the last three years CBC Melbourne has mowed & model mirroring that of CBC
Adelaide to one that resembles CBC Brisbane. Tlag loe in response to a change in

clientele or a maturing of the vision it holds oatholic leaders in Melbourne’s society.

5.9 Summary

The three schools in question operate under thedsas Christian Brothers’ guidance

and are informed by the Charism of Edmund RicehHexs a true lived experience of the
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Charism in its every day life but their epistemabad) stances and methods are vastly

different.

Academically, the three seem to form different neaskalong a continuum. CBC
Adelaide whilst achieving academic success, doesmbosporadically. Staff members
seem to have little control of the outcome of taeisr students. CBC Melbourne have
invested a great deal of time and effort into ttadf @ccountability systems and have
relatively recently achieved a high level of acaesniccess so it can now call itself a
truly academic school. It sees the achievemertiebtudents as being inextricable bound
to the efforts of the staff. CBC Brisbane on theeothand has had a long history of
success. It is a mature and confident College &ieks for excellence as a matter of
course. Students expect to achieve and are expectathieve. CBC Adelaide may be
considered as being at the outset of a journdlieif so choose, that CBC Melbourne has

recently taken and CBC Brisbane has followed fgremt deal of time.

The heavy reliance at CBC Melbourne on staff actatility is in stark contrast to the
student accountability at CBC Brisbane. Again tbad@mic maturity and confidence that
CBC Brisbane has is developing at CBC Melbourne d¢countability systems for staff
gives CBC Melbourne a lean and hungry atmosphédrereas staff members at CBC
Brisbane are seemingly comfortable given the alssehsuch measures there. It is a
process that CBC Brisbane and CBC Adelaide may twaddress: CBC Brisbane to
balance the strong history of data driven studeabv@antability it has developed, and
CBC Adelaide because staff accountability meashiags a proven history of kick
starting academic achievement. At CBC Adelaide@B@& Brisbane it is likely that any
introduction of teacher accountability measure$ male the same degree of tension and

dissonance as was seen at CBC Melbourne. At batots; though, it is likely that once
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the difficult first few years are passed, staff@ottability measures can become part of

the accepted landscape of the College’s life.

CBC Adelaide’s adherence to a “purer” messagefitted experience of Edmund Rice
in service to others seems to be interpreted asléeage to the message of educating
tomorrow’s leaders found at CBC Melbourne and CB{Sli&ane. Again, there is a
perception that with increased academic fortunelssamore privileged clientele CBC
Melbourne is constructing a message that is alreatpletely engrained at CBC
Brisbane. Teachers contend that CBC Brisbane kasgehistory of catering to the
privileged and sets out to educate leaders withcabkconscience. It might be considered
that CBC Melbourne was following the CBC Adelaidedsl until relatively recently,

and the paradigm shift to a CBC Brisbhane modektdqy be either recognised or

accepted by all teachers at CBC Melbourne.

Across a number of measures it can be suggeste@B Adelaide occupies a more
traditional Christian Brothers’ niche: CBC Melboaris moving towards the position
occupied by CBC Brisbane, perhaps more Ignatiatsifeel. But both schools, CBC
Melbourne and CBC Brisbane, are still completelyaenof their Christian Brothers’

tradition and are thoroughly imbued with the Charigf Edmund Rice.

The next chapter, Discussion of Research Questiocisdes an overview of the
research, recommendations for future research andhanary. The research questions
are answered in light of the research findingslaad to recommendations for future

practice reported in Chapter 7.
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CHAPTER 6

DISCUSSION OF RESEARCH QUESTIONS

6.1 Introduction

This chapter takes an overview of the results althlesses the research questions
directly. It revisits the purpose and design ofiésearch project before addressing each
question in turn. A general discussion then coretuitie chapter, but also leads to

recommendations for practice that are reportedhapter 7.

6.2 Purpose of the Research

The purpose of this research was to review therexqqee of senior teachers from the
three targeted schools and highlight ways in wiéetthers at these Christian Brother’s
schools have achieved academic success with toeiersts without compromising their
lived experience of Edmund Rice’s Charism. Underpig this purpose is the belief that
teachers and managers of schools can help thdersigito achieve academic successes
within the framework of a Christian Brother's Schoommitted to the values of Edmund

Rice.

6.3 Design of the Research

187



The methodological structure that underpinnedréggarch was collective case study.
The case studies were of the academically sucde3fistian Brother’s schools CBC

Adelaide, CBC Brisbane and CBC Melbourne.

Data collection methods used in each of the thase study schools includes an
interview with each Headmaster, an interview wlleDirector of Studies, interviews
with individual senior teachers and a documentcdeaf relevant school documents.
Analysis of the data followed the interpretive mioofethematic interpretation, extolled
by van Manen (1990). Five themes emerged from tlagysis: uses of high stakes data,
effect of school leadership, influence of the mettiluence of culture and changing

culture and the nature of the schools.

6.4 Research Questions Answered

This section will discuss each of the four reseapebstions that guided this study in turn.

6.4.1 Interpretation of findings for research ques 1: Have, and if so how have, staff
changed their teaching to achieve academic sudods® response to high stakes testing

in their school?

At CBC Adelaide, where there was no history otlea or student accountability
systems, there was no apparent emphasis on stugeniisg high academic results on a
systemic level. As the Headmaster attests,
I’'m not sure | want to market CBC Adelaide as pstacademic school.
Because | think schooling and the educative prosesaich broader than just
tertiary entrance scores (Appendix 1, section 1.2.4
Instead leadership emphasised service learningg mdine with the findings of

Woodard (2002) who suggests that where high stigsti®ig is not prevalent, schools

may not push for academic success above moreibafisasures but non-examinable
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skills. Whilst some staff and departments adapitebagted in isolation, there was no
whole school emphasis on the pedagogy of seniohéa in preparing their Year 12
students (see Appendix 1, Section 1.3.2) . A remob members of staff reported a
greater use of ICT in the classroom and runningobtiburs tutorials and examination
revision; however, this was not common acrossaallities (see Appendix 1.4.6).
Supporting the view of Volante (2004) who states the use of high stakes testing
depends on the focus of the school leadershigida@master at CBC Adelaide did not
encourage staff members to push the students belkeirchatural academic limit and
over inflate their final score because he fearexilould lead to students dropping out of
university courses. He stated that he did not wamdents to gain scores that:

Are inflated above their natural self-sustainablel of achievement. So if ever

we get to a point where we inflate the studentsRTdbove the point where they

can not sustain it without the support of the sthélmink we've done a

disservice to students in our singular focus omlewac success. (Headmaster,

CBC Adelaide, Appendix 1)
The fear of increased drop out rates due to higikesttesting seen at CBC Adelaide
supports the findings of Weaver-Dunne’s (2000) aede Weaver-Dunne (2000)
contends that students may be placed at increededfreducational failure and dropping
out and in response to high stakes testing. \Mihritroduction of a Director of
Curriculum, an embryonic use of data driven teaeltepuntability and more regular
staff meetings, there was mention of greater fdimisg made on the teaching method of
senior teachers (see Appendix 1, Section 1.3.@)tlBsIseems at odds with the

overarching goals of the school leadership. Whdttisris the beginning of a new trend

in the school could not be confirmed from the data.

At CBC Melbourne, the emphasis on academic achieméimas embedded itself over a
relatively short time and measures of teacher adadbility are extremely thorough. This
supports the findings of Gradwell (2006), who statet the influence of high stakes

testing is far reaching. Echoing the research byehkmand Berliner (2002a) there have
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been enormous changes in the teaching practicenadrsteachers at an individual and
systemic level. In response to this high stakemtgseachers are far more likely to give
class time to explicit teaching of examination t@gie supporting the research
performed by Smith and Fey (2000) and Gulek (2008g staff at CBC Melbourne are
far more likely to refer to past paper questiondinie with the findings of Firestone et al.
(2002), focus solely on examinable content andss&g predicted by Drummon (2003),
run practice examinations as highlighted by Baked.g2001), and produce tests which
mirror both examination style and language mirrgtime findings of Chudowsky and
Pellegrino (2003). As explained by Brian, one & senior staff at CBC Melbourne,
The first thing | did was sign up as a VCE markbat really helped. It
gave me an insight into how to answer and managpdber well. | also
did much more marking of students work. They appted it and
responded well.... I don’t have to chase work now @l done.
(Senior Teacher, Brian, CBC Melbourne, Appendix 3)
There have been changes made to the curriculuhedbwer year level in response to
high stakes testing to reflect skills and knowletigees at the senior year levels
supporting the findings of Nichols and Berliner @20 and Billinger (2004). Congruent
with the findings of Yeh (2005) and Kiang (2004 n&r teachers at CBC Melbourne are
also more likely to mark more often and give maedback to their students Chris, a
senior teacher at CBC Melbourne suggest that:
There has been an emphasis on the VCE examingjicindown to Year 7 not
only Year 12...they have been exposed to better nbatel skills. Assessment is
much tighter even down to Year 7.
(Senior Teacher, Chris, CBC Melbourne, Appendix 3)
New members of staff have been employed speckidalhey already posses skills
focussed on VCE success and existing membersfohstze been encouraged most
strongly to develop and used these approachesh@dhege Leadership Team and

Faculty Heads (Volante, 2004). As Mr Christian, Bneector of Studies attests:

Getting people in the right position at the righte in the right teams.
(Mr Christian, Director of Studies, CBC Melbourdgpendix 3)
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Tutorials and extra classes are run out of schootdhand during the holidays by all the
teaching faculties supporting the findings of Baéeal. (2001) and examination
technique is emphasised through assemblies, ctasseaching and written
communication. Teachers have been taken off setaeses as a result of a number of
years of poor results. These teachers have begmpdowith support in terms of
networking with other school, mentoring by morecassful teachers and support in their

efforts as VCE markers (see Appendix 3, Sectiod}.2

Given that the academic climate at CBC Brisbaneng established, the emphasis on
student accountability rather than teacher accdilitteand the fact that only one
element of the senior assessment is externaleponse of senior teachers is different to
that of the other schools, contradicting the figgiof Woodard (2002). There has not
been a significant shift for senior staff in theitbject based (QSA) teaching method
(supporting the findings of Clarke et al., 2003resco, 2005; Rex & Nelson, 2004;
Wolf & Wolf, 2002). However, there has been a digant change in the their whole
school approach to the preparation for the extegramination the QCS (supporting the
findings of Linn, 2003; Nichols & Berliner, 20D7The QSA approach does not call for
the use of past papers, but in line with the figdiof Chudowsky and Pellegrino (2003)
there is widespread use of testing, mirroring tiyeesand content of the final
examinations. Examination technique, whilst notliexty taught for the QSA is
mentioned in class; however, it is not a major focithe teachers are confident of their
approach and seek to cover the content thorougtdyramore depth than is necessary

for the Queensland Education Authority.

There have however, been significant advancesiptéparation for QCS, the external
examination against which scores are scaled. Th® @Geen as vital to the success not

only of individual students but also of the enticort, so a great deal of time an effort
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has gone into setting up systems for preparingpsdays to take these examinations. As
Mrs. Brown the Director of Studies says, a sucegs&ar is when “we’ve addressed all

the issues in the classroom we’ve dotted everyllaossed every T” (Appendix 2).

Congruent with a large body of educational reseéseb Smith & Fey, 2000; Gulek,
2003; Firestone et al., 2002; Drummon, 2003), expixposition of examination
technique and practice examinations is common. lgigsificantly, the curriculum has
expanded by weaving key skills for the QCS intoaRkisting curriculum. This
contradicts the vast majority of academic resedrolever, it is supported by research
by Anagnostopolous (2003b), Luna and Turner (208&gyall (2003), Smith (2006) and
Volger (2003). In adding more emphasis on highdeothinking skills required for the
QCS, CBC Brisbane again contradicts the majoritsesgarch that suggests schools will
ignore these skills (Herman, 1992; Tomlinson, 2088y focus on the facts (Kohn,

1999).

Statistical analysis of performance and predicbased on these data has been
embedded into the process and have led to impravismé QCS team has been
assembled from senior teachers with an explicittion of helping students gain the
highest score possible. Senior members of stafhasipe examination technique and
preparation through whole year level assembliesfacussed lessons. Class time is used
for specific examination technique rather than sabmaterial if required. A group of
weaker students have also received special legsd@rgylish and Mathematics to get

them to a passing level, supporting the findingRotkoff (2004).
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6.4.2 Interpretation of findings for research ques 2: How do senior teachers
perceive methods employed to achieve academicsictéhe response to high stakes

testing in their school?

At CBC Adelaide, the push for academic success tf@College Leadership Team is
limited on the whole to “conversations” with membef staff following the SACE
results of their senior students. As describechieyDirector of Studies at CBC Adelaide,
conversations with teachers whose students haverpeidormed are handled carefully:
It was giving them an opportunity to say what thi@pk happened and an
opportunity to say what we can do to improve thisether its offering
professional development.
(Director of Studies, CBC Adelaide, Appendix 1)
Again, in its embryonic stages, the achievememicafdemic success of staff is based
upon the final examination result of senior studentthe teacher’s class. The
performance of boys across a number of differebfesits is analysed and poor
performances in a particular class would causeaond he staff member would have a
conversation with a Head of Faculty or the Direcb®tudies depending on the gravity
of the situation. As was noted in Gradwell's (208&earch, staff members have been

taken off senior classes as a result of poor grade8rown, Director of Studies gives

some details of the conversation and the suppattlitiese teachers can expect.

It wasn't really these results are poor why? It wasng them an
opportunity to say what they think happened andportunity to
say what we can do to improve this, whether iteraffy professional
development. We have from SABSA a person assignéuetschool
to come out and speak to teachers. Perhaps itaibedhey’'ve
marked too high or not enough or whatever, it'swlmaking sure if
they are unhappy with the results they have thiésgki make sure
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that doesn’t happen again. In most cases theyratty plisappointed
with those results too.

At CBC Adelaide the situation is, however, rard émthe greater extent staff do not feel
the pressure to perform as a result of these messBome staff members report that they
feel protected from the complaints of students garegnts. When challenged, some staff
have not reacted well, supporting the findings wiit§ (2001), whereas some Heads of
Faculty would prefer more pressure be applied ttegperforming teachers. The
overriding response from staff is based upon teérfg that there is no push to make the
boys succeed in the final examinations and stafhbegs attest to the “care-free” attitude
of their students. Moreover, teachers are encodrageto make the boys exceed their
natural academic limit. The climate at CBC Adelam®uld suggest that there is little
general or specific accountability for either stoideor staff. In the words of Alan, a
senior teacher at CBC Adelaide:

there is aare-free attitude to student performance.. it's up to the

subject teachers to motivate and maintain, if tfeyose not to nothing

happens which is a bit sad.

(Senior Teacher, Alan, CBC Adelaide, Appendix 1)
Allan’s feelings of sadness at the lack of accohilitg in this context are quite
significant. A large body of literature exists toggest that high stakes testing will cause
teachers to have a negative emotional effect ffamgple Smith, 2001). However,
Allan’s negative emotional response may be drawmfa feeling of powerlessness in the
face of a “ care free attitude” amongst students. worth noting that high stakes testing
is shown to have a positive effect where high dqualiofessional development is
available (Cozart & Gerstl-Pepin, 2002), as isdase at CBC Adelaide through

SSABSA, and that it has been shown to focus thaileg of students towards

measurable goals (Bushweller, 1997).

At CBC Melbourne the climate is focussed on teaetepuntability: if a student is

underperforming theeacheris asked, “What willyou do about it?” A wide range of
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accountability measures and reporting have beeoduted and embedded over a ten
year period and now form the fabric of the teachamgiscape for senior teachers.
Teacher performance is based on the percentageiostudents gaining study scores
above 40 and the value added score for their da3®achers are asked to explain poor
results through interviews with the Head of Fagiltye Director of Studies and the
Headmaster. Again at CBC Melbourne some teachees ligen taken off senior classes

in response to continued poor results supportiaditidings of Gradwell (2006).

The first three days of term see the school retledthe performance of the preceding
year’s senior cohort. There is an in-depth analysal classes and what has been termed
“the graph of shame” where all subjects have #@ir scores published at a full staff
meeting. Successful staff members are congratufatblicly and a small token of
appreciation is given to the senior teachers wihio garticularly good marks. Those
teachers whose classes do not gain high numbd@t+o$cores, or fail to pass the 25%

“Wilding line” report that this is a stressful tineehoing the findings of Dworkin (2001).

Members of staff who have been at the College thistperiod of time report that they
found these measures confronting and the emphasigamination preparation added to
the pressure of teaching senior classes, suppdhefindings of Hillocks (2002).
However, a number of staff who were taken off seolasses “bounced back” as noted
by Yeh (2005) and Kiang (2004), after a seriesrofgssional development activities,
VCE marking and in some cases, networking with osicbools. As one who bounced
back, a senior teacher at St Kevin's provides asijht to his experience when he says:

Staff are much more accountable for the resultbeif students now. |

don’t necessarily think this is a bad thing as welktaff can go one of

two ways; | chose to make a point and improve.
(Senior Teacher, Andrew, CBC Melbourne).
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Overall then, senior teacher’s responses to theevadlded scores varies considerably at
CBC Melbourne. Some value it greatly based on teese that it gives an indication of
the work they do with the whole cohort rather tihast the top students. Others report

that they pay little attention to this statistiogareason being that they do not see it as a

statistically valid measure.

The significance of the professional developmenhaneasing the positive effects of
high stakes testing echoes the findings of McN&fIDQ) and Schoenfeld (2004t is
interesting to note that now, there is a waitisg) ¢if staff who wish to take senior classes
even though they know the extent to which theidstiis’ performance will be analysed
and reported. As reported by the Headmaster:

In a whole range of subjects there are people gaginen the

knowledge of what the expectations are and theudssans that occur

and the fact that results are closely analysedave lyot people saying

when can | get my chance at it (teaching VCE)

(Headmaster, CBC Melbourne)

At CBC Brisbane the climate is directed towardsisti accountability; if a student is
underperforming thetudent will be asked, “What argou going to do about it?” If
members of staff are perceived not to be perforriiagds of Faculty will have a “quiet
talk” with the staff member. There is no formaliev policy linked to examination
success. However, the Director of Studies willivtw staff members whose classes are
continually underperforming, although the critédoathis were not clearly evident in the
data for the present study. The experience of stafhbers at CBC Brisbane is in line
with those reported by Nichols and Berliner (202807) and by (Hillocks, 2002) who
studied teachers acting in a high stakes envirohmibare examination results informed
the feedback process. In some cases at CBC Bristlaere teachers have been asked to
explain a series of poor results or have been takesenior classes those teachers have

not reacted well. Indeed there is a perception gstostaff at the College that the

accountability measures aimed at the studentghedattaff, is effective and appropriate.
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If there is a problem with academic performana®ihes back to the student. There are
very advanced and well-embedded accountabilitygmoces in place to track the
students; this is not the case for staff accoulitybAs Ben, a senior teacher at CBC
Brisbane confirms:

Academics are the focus of the school, the boysvkihat. If they are

slacking then consequences will occur, they wiEl@rivileges

(Senior Teacher Ben, CBC Brisbane).
The emphasis on examination preparation for the @&l received by senior staff
who appreciate that it will aid the students siigifitly. The push towards examination
success is “the biggest team sport” at CBC Brisb@eachers appreciate being involved

in the process and acknowledge the excellent wone dy the College Leadership Team

and the Director of Studies particularly.

6.4.3 Interpretation of Findings for Research Qims3:Given the Charismatic nature
of a Christian Brothers School is there congruebegveen the lived experience of the

Charism and the goals of the school management?

When addressing the findings of this research gueghe underlying epistemological
stance of the each College regarding its charisnnatiure becomes quickly apparent.
Each has a particular reading of the Charter (2€tat)calls for schools to promote
service to others. This epistemological stancersé&d not only by the present senior
staff and Headmaster but also its perceived stagndithe school and wider community.
It becomes clear that each College has a defieétding of the calling of the lived
experience of Edmund Rice, from a literal educatibthe poor and marginalised
through to the education of tomorrow’s leaders wao advocate for the poor and

marginalised.
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In terms of mission, CBC Adelaide sees itself &si@ Christian Brothers school based
on the three pillars of “spirituality, academic easiour and co-curricular involvement”
(Appendix 1, Section 1.2.3) catering for those vah® not overtly wealthy (see Appendix
1, Section 1.2.8) and preparing them to take tiye isito public life supporting the
proposition of McGillion (2004). As the Headmastatests:

By virtue of who Edmund Rice was and his own saionomic

status he was able to influence others, then #tetoext Edmund Rice

may come from a school like CBC Adelaide...becausg’lihhave

power and influence and a good all-round educatmthing would

be better for those elements to combine in a wagravthat person has
a capacity to change for the better. (Appendiettisn 1.2.10)

Staff attest that whilst CBC Adelaide has sporaffgiations with other Independent
Schools, it sees itself “as a Christian Brothecsio®l first and foremost” (Appendix 1,
Section 1.3.10). CBC Adelaide seeks to take impth@ and marginalised and educate
them. It sees its role as catering for a broadtsp&cof academic pathways and
capabilities. Rather than adjust its clientelett@a imore academic profile it has striven to
put in place a wide range of vocational coursesater for less academically inclined
students and support structures for those withiapetellectual needs. It was interesting
to note that students had transferred from an igm&chool to CBC Adelaide because
they wanted a less academic climate (Appendix &ti@el.4.4). There was a sense that
CBC Adelaide fit theperceivedtraditional role of educating the less academidsvthe

local Ignation School catered for those who wereenamademically orientated.

Enrolment to the College is based firstly on theeptance of Christian ideals and the
Principal is explicit in terms of making CBC Adealaiaccessible to all incomes. As Allan
says:

| think if we are true to our ethos being a ChaistBrother school, if
that’s what you're trying to advertise that’s wigati should be
doing. There are a certain amount of subsidiesgiogarents, a
group of Sudanese boys as well. We are a genuinsti@h
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Brothers’ School. It is a challenge to embracepthiésophy and
maintain the academic (Appendix 1, Section 1.4.8).

However, the fact that the students on the whoheectvom more privileged backgrounds
is not lost on the Headmaster particularly who @ssbat when “students get richer they
become spiritually poorer” (Appendix 1, section.1®.CBC Adelaide does not stress

academic achievement at the expense of other aspiesthool life and values service of

others very highly.

Senior teachers and management at the school megoificant congruence between the
lived experience of the Charism of Edmund Rice tliedfocus of the school. Its focus on
the service to others, coupled with the acceptahseudents from a wide range of socio
economic, cultural, intellectual and religious bgr@unds ensure that CBC Adelaide’s
teachers are at ease with its place as a ChrBtiathers’ school. It does not suffer from
comparison with other Independent schools in aoa@ason and it is not compared
academically in the local newspapers or media. &' feea sense that students at CBC
Adelaide are encouraged to be engaged in servgtehfind, in a literal sense, to make a
difference in the lives of others. They may go @advocate for the poor and
marginalised in life outside school but the emphdéss in the day to day service of
others. A senior teacher from CBC Adelaide mairgtain

We are a genuine Christian Brothers’ School. & ehallenge to embrace

the philosophy and maintain the academic.

(Senior Teacher Brett, CBC Adelaide, Appendix 1).
There is a high degree of congruence, therefoteydss the lived experience of the
Charism of Edmund Rice at CBC Adelaide and theydaiberience of senior staff.
However, the reading of the message of the Chasfdeumund Rice and their
interpretation of the Cultural characteristicshet Heart of a Christian Brothers’ school
maybe somewhat simplistic. Senior teachers at BB€laide take the message as a call

for a focus on service learning above other aspddtseir education. The academic focus
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of the school is not as refined as the other sahibait form this study. The congruence
between the message of the Charism and the mesktmgeLeadership team is very
high, one wonders whether the message of the Lelaigaeflected a reading of the
Charism that was already present or if there has bhee-interpretation of the Charism to

suit the message of the Leadership team.

It is worthwhile reiterating that for the greaterpof its history, CBC Melbourne was the
smallest school in the Association of Private Sth@aPS), its academic achievement
was modest, its sporting results poor and itsitesllacking. In a relatively short period
of time it has set new academic records, has wamsid the school’s facilities and won
numerous premierships. There is a general acceptamoss the staff that there is a
tension between being in the APS and being a Gdmigrothers school. As Chris
suggests:

| think there is a really difficult connection beten us and the APS. I think other

schools do it better because their focus has allwega more academic

(Appendix 3, Section 3.5.7).
However, it is generally seen as a healthy tenamahthe College benefits from being in
the APS and a Christian Brothers’ School. The mehd$ many staff in the recent past is
that CBC Melbourne was somewhat of a poor cousth®®PS but that has dissipated
over time. Indeed, Andrew suggests that “not omywe belong (to the APS) it is
imperative that we belong” (Appendix 3, section.8)3Public perception in terms of
academic and sporting result reported in the mieaisaalso raised the profile of the

school.

CBC Melbourne is in a stage of metamorphosis thatmost complete. It has developed

from a traditional Christian Brothers’ school catgrfor the poor and marginalised to a
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point where it accepts that its clientele are dréavgely from privileged backgrounds
with high socioeconomic and intellectual aspirasioBrian maintains:
We are much more likely to educate leaders at tkee@e who can
advocate for the marginalised than to educate trgimalised themselves. |
personally don’t see an issue with bringing thesage of Edmund Rice to
the well off. In fact I'd go as far to say thawe don’t do then who would?
We give these students a great opportunity to saivers in the community
and thankfully they grasp that opportunity (Appen8j Section 3.4.6).
The message for the students is that they witbb®rrow’s leaders who will need to
advocate for the poor in their roles as Cathofjafeheads in the broader community.
This message is transmitted strongly from the @elleeadership and is accepted and
recognised by the majority of staff. As a seni@cteer attests:
Through good management however, we have retame@ristian
Brothers’ ethos and in fact | would say we arenfiare explicit about our
Christian Brothers’ approach now we have a lay head
(Senior teacher, Brian, CBC Melbourne, Appendi$&ction 3.4.7)
However, there is still confusion amongst some siiadl some reluctance to accept this
role. Some staff members retain a view that thdestts should be more service
orientated rather than so focussed on academieahient and that academic
achievement is not inherently part of a true ClamsBrothers’ school. Chris asserts that:
The Charism for me is more working for the poor pashing for
academics. | think there is a dissonance betweegkarism and doing well
academically (Appendix 3, Section 3.5.6).
Although students are involved heavily in commuisigyvice, fundraising and work with
new immigrants, the mindset of the staff and stiglenthe importance of this as a lived
experience that should influence them post schidw. Headmaster maintains that:
We are producing young men that will have lead@rsblies within the
community. We were founded to have a major impadtdelbourne. If we
produce young men with a social conscience thear@etaying true to our
origins.
(Headmaster, CBC Melbourne, Appendix 3, Sectionl3)1

It does not detract from the benefits inherergernforming these works; however, the

higher aim is to train the students to advocatevamd for the poor and marginalised as
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professionals and leaders. The interpretatione@fharism has changed to meet the
message of the Leadership team in this context.edew this is a change of mindset that
has taken place in the recent past and has yethea with the entire staff body causing

some dissonance.

Historically, CBC Brisbane has been an academicsaodting leader within the Great
Private Schools (GPS). It has had a very high leraifithe Brisbane community and is
well regarded throughout the country. It has aitajpon of strong academic prowess and
has drawn it students from high socioeconomic atellectual backgrounds. It has
catered for the greater part of its existence éostins of professionals. CBC Brisbane
speaks proudly of its long history of educatinglierain business, the Church, sport and
academia in its own publications. Having been ssafcdly in the GPS system for a
lengthy period of time members of staff and the mamity view it as a school of high

standing.

To this end CBC Brisbane seeks to educate the leaficomorrow through service
programs, fundraising and overseas aid. It seeksliae in the students a commitment
to the poor and marginalised that goes beyond teeure at CBC Brisbane. Whilst they
insist they are not elitist, they recognise thatytbater for students from very privileged
backgrounds. They are committed to excellenceusatgarticipation or endeavour. A
senior teacher says:

There a big focus a the school on producing boyls avstrong sense of

social justice and the reality is that they arellfko be out in positions of

power and influence...and your opportunity and evaty & to go out and

be people of integrity and do what you can in theirenment that you are

working in to be people of justice.

(Senior Teacher, Ann, CBC Brisbane, Appendix 2)

With these factors in mind, it is perhaps not sigipg that there is a strong degree of

congruence between CBC Brisbane’s lived experieftiee Charism of Edmund Rice
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and its role in the GPS. It has a long experiericatering for the privileged and
expecting excellence. As Colin suggests:

be the best person you can be in all respectshehttat’s academically, on

the sporting field. | can’t see any clash there tvdoaover, we do the other

bits and pieces (Appendix 2, Section 1.6.5).
It has been a pace setter in the GPS and its neeksagevolved over a long period of
time. The ethos that underpins student’s actioi&B4I Brisbane has been embedded and
accepted by both members of staff, students anditdher community. Asked whether
CBC Brisbane struggles to be both a genuine Candirothers’ school and part of the
GPS, Ann’s response was quite emphatic:

No, it doesn’t seem to be the way at all. Shodiélonging to an elitist

group like the GPS it is an opportunity to standand be who you really are

in any situation (Appendix 2, Section 1.4.8).
There is a sense of continuum rather than changeasollege has matured so has the
underlying epistemology. A senior teacher attests:

There’s a strong correlation between the GPS aadeswic

achievement. | feel that the GPS system promotesllexce, excellence

in everything...This school is founded by the forbéas in 1875 to

carry this forward.

(Senior Teacher, Ben, CBC Brisbane, Appendix 2)
The reading of the Charism on this case maint&iasGhristian Brothers’ schools can be
both academically successful and give serviceherst they are not mutually exclusive.
Indeed as one senior teacher says:

You make the most of the situation you'’re in anchghe most from it;

you're being un-Christian if you are not making thest of the situation or

interfering with others to hinder them (AppendixSEction 1.6.5).
The message has been firmly engrained at CBC &reshnd a strong degree of

congruence exists between the message of the Isbipléeam and the lived experience

of the Charism of Edmund Rice.
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6.4.4 Interpretation of Findings for Research Qiggs4: How can methods be
employed to improve academic success whilst rengaicongruent with lived experience

of the Charism of Edmund Rice in their school?

The methods use to improve the academic outcomstsidénts are varied and specific to
the form of assessment to which the students dnjected. The three schools have
different expectations of the students and stafhirers. The academic culture of the
school to a large extent dictates the degree ajrc@mce that is maintained between the
drive for academic success and its lived experientee Charism of Edmund Rice. The
nature of teacher accountability and assessmehalsd impact significantly on the

impact of a number of these methods.

At present CBC Adelaide’s academic expectationtsatudents is not high amongst
staff members. There is a general acceptancehtbatidents govern their own fate and
poor marks can be attributed to a lack of effort@pacity on the part of the student.
When questioned whether this was the nature odtients or the systems put in place
that garnered good SACE results, a senior teatleiB@ Adelaide replied:

It's probably the bunch of kids
There is no extended history of teacher accourigbihd the introduction of
accountability methods seem at odds with the messhgot pushing the students
beyond their natural limit (see Appendix 1, Sectlo®.9). The system of Heads of
Faculty having informal “conversations” with membéerf staff whose classes
underperform is taking root, whilst some Headsaxdutty would like a more stringent
approach to accountability (see Appendix 1, Secti®n6). The message to the school
and wider community is that they want the studémtdo as well as they can without

artificially inflating their scores to unsupportablevels. If this were the case, students
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would drop out of University without the supportdsive that they gained from the
school and as the Headmaster of CBC Adelaide,iputs

| think we’ve done a disservice to students insngular focus on

academic success.

(Headmaster, CBC Adelaide, Appendix 1)
There is a great deal of room, therefore, to peeffag ground for a more rigorous
approach to academic achievement if so desiredresent there is no system of
students’ accountability and staff do not feel thatre is pressure on them to perform. As

Alan suggests that “Nothing is said, a personal gat you strive for.”(Appendix 1,

Section 1.4.5).

There is congruence, therefore, between the yed#ltheir situation and the expectation

of the school.

Staff members whose classes are underachieving@tAtlelaide are supported well
through SSABSA, school based professional developered encouragement to mark
SACE papers. There is a subtle approach being takéme College Leadership Team as
they embark in this new phase of academic developfoethe CBC Adelaide. The steps
taken by the Director of Studies are in their imfaand it will be interesting to see if they
become embedded over a period of time, become expleit, or abandoned. | feel that
CBC Adelaide is at the beginning of a continuum seretaff accountability will become
more endemic at the College. There is some supgmoat move towards accountability
under the umbrella of greater care for the acadenticomes of the students. Brett as
senior teacher suggest that more specific traiofrggnior staff in terms of academic
outcomes, helping the students with course seleatal study skills would bear fruit
(See Appendix 1, Section 1.5.6). Some heads ofrttepat have taken it upon
themselves to talk to underperforming teacherssé&lwenversations are handled

delicately, as Alan attests:
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You try to make the conversations as un-confroomaiti as possible,
more of a chat because there’s no pressure on lé&@sulty to
perform or get their faculty to ensure that studeygt certain marks so
you don’t feel you have to pressure the faculty mers...You handle
them (the interviews) with kid gloves...staff are werotective of

their results some do come up very quickly withuseas. | suppose
when students who are strong across the board apméth a poor
mark that’s when a little bit of attention is givemnit, but nothing
formal.... In some ways out staff a bit protectdtijnk there needs to
be some discussion.

Whilst CBC Adelaide’s accountability measures aréheir infancy, CBC Melbourne’s
measures have almost reached adult hood. Theullifarly years of change have passed
and the systems of teacher accountability haverbe@nmeshed into the fibre of the
College. Existing staff members have become aaugpti have moved on and new staff
recognise that this is part of senior teachindgnatGollege as Brian attests:
| am aware of how closely we are assessed usingénks of the
students, particularly the high achievers, but ladso aware that |
need to really push all the boys. The emphasis ise to get
everything possible out of the students. | firmélibve that the boys
don’t really know their own potential unless yoalhg push them to
their academic limit (Appendix 3, Section 3.4.3).
When the measures were first introduced it was ggatematically based on hard data,
with the understanding that the students wereeusthing their potential. A whole raft of
measures were introduced simultaneously (see app&n8ection 3.1.6) and
expectations were set (the so called “Wilding Ljndiitial levels of dissonance were
high amongst teachers since academic expectatndtebeen the teachers’ first
priority. However, over a period of time just as thvel of academic achievement has
increased the level of congruence between the mesdahe management and what the
Charism means to staff members has increased. iAs Bomments:
Of course if you are not getting the marks no nnatteat you do, you would
be pretty upset. People have stopped teaching f@Eean asked to take a
break as it were. Some people have really bounaekl well on the other
hand through professional pride | suppose.... Howetiere are plenty of

people queuing up to teach VCE, the staff are ypdatven | think
(Appendix 3, Section 3.4.3).
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At the initial stages the priority of the studerdshievement was seen to outweigh the
sensitivities of the senior teachers. It is impatrta note that the message of the
management about academic achievement has notethamge the focus on academics
began; however, there has been a significant chaniipe message about the lived
experience of the Charism and what it means as¢heol. As a senior member of staff
says:

We have made great strides over the last ten yeéesms of academic

gains. ... think in the past we perceived that weensesmall Christian

Brothers’ school ..... however, we have retained duigfian Brothers’

ethos and in fact | would say we are far more exphibout our Christian

Brothers’ approach now we have a lay head.

(Senior Teacher, Brian, CBC Melbourne, Appendix 3)

As academic achievement has become an expectatioa &ollege, the climate has
changed; so too has public perception. Staff are@mng of the high standards of
academic pursuits and are proud of what has bdeevad. Senior teachers have not
only accepted the measures introduced, they généeal that if the measures of teacher

accountability were taken away, results would detate or as Mr Christian, director of

Studies at CBC Melbourne contends that “They aalgtavouldn’t go up”.

Initially, teacher accountability interviews witteff were difficult; however, as the
system has matured both the nature of the intes/eavd how they are accepted has
matured. Early on, the interviews were a “cultuteck” for existing staff (indeed new
members of staff still experience this shock); hesvethese interviews are now spoken
of in more supportive terms. “Knee jerk” reacti@re avoided through the use of
longitudinal data to inform the interviews and ate@sive list of professional

development options are recommended before a tesctad&ken off senior classes.

Methods to improve academic success have goneyanbl teacher accountability

systems but these are still seen as integral. Ujyeost systems for students, enacted
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though testing, career counselling and subjectipatformation is extensive. The
greatest indicator for student performance howes®rains the performance of the

teacher.

The focus for CBC Brisbane could not be furthenfrihe CBC Melbourne experience.
Whilst an enormous amount of time, effort and resesi goes into teacher accountability
at CBC Melbourne, the same can be said for theestuaitcountability systems at CBC
Brisbane. Students are held directly accountabléhfeir successes and failures. As Mrs
Brown Director of Studies says:

Teachers would say that there is pressure on thenaintain very high

standards and to make sure that their resultspate par. In saying that

we don't target teachers we target students.

(Director of Studies, CBC Brisbane, Appendix 2)
Teachers are seen as facilitators to that perfacmeather than the greatest influence
upon it. Moves to increase levels of teacher actahility have met with some
negativity. Ann suggests that some teachers feeléuthe microscope” (Appendix 1,
Section 1.4.5). Staff seem threatened by feedlzaakany change to current protocols
need to be managed carefully and systematicallgcAers are not used to assessment of

their performance and a dramatic change of mindsequired (see Appendix 1, section

1.3.4).

CBC Brisbane is a mature school with student actaduiiity measures embedded in the
day-to-day life of the College. There is commonegtance of this level of accountability
amongst the student body, as Ben remarks:

Academics are the focus of the school, the boysvkhat. If they are

slacking then consequences will occur, they wiEl@rivileges
(Appendix 1, Section 1.5.5).
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Decisions are based on ‘hard’ facts gleaned frotarsive data capture and
manipulation. Teachers and students trust themylsezause it has served them well.

Teachers at CBC Brisbane are long serving and seeyrcomfortable.

There is a push to create a team of senior teaght@rdocus on year 12 students, and
perhaps there is a need to proliferate the skiltbese teachers amongst the other staff
(see Appendix 1 Section 1.3.4). Professional dgweént based on pedagogical
approaches may be a key; at present it is not feef. It may be in the explicit
professional development of core QCS skills amotigsgeneral staff holds the key for
increased academic success at CBC Brisbane. laepfteat CBC Melbourne could
examine and use CBC Brisbane’s model of studemtuantability; whereas, CBC

Brisbane could emulate the CBC Melbourne modelnigg teacher accountability.

6.5 Discussion

A review of the findings from this project suggettat it is possible to raise, or maintain,
the academic achievement of senior students irstdmiBrothers’ schools using the high
stakes testing and remain congruent with the GimapiSEdmund Rice. The findings

show that whilst the emotional response of semiacters is predictably unfavourable at
first, however, with time and persistence, seniaff €ome to see it as part of teaching in
the higher years and accept that it “comes withteh@tory”. The pedagogy of senior
teachers change over time, but contrary to mostreh, this research suggests that there
can be an expansion of content and an inclusidmgbier order thinking skills. There will

be a proliferation of teaching to the test techaglbut rather than viewing this as a
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negative response, this research suggests thaetsaare mirroring and teaching good

practise.

The experience of all three schools shows the itapoe of messages from the
Leadership Team in reinforcing school identity. Thessage of the Leadership Team
was central in all cases to the degree of congmubatwveen the push for academic
success and the congruence with the Charismaticomnvent. In all three cases, the
Leadership Team interpreted what the message otigdiRice was for them in their
context and sought to produce a message that wgsumnt with their academic
aspirations. There was a realisation that Chridianthers’ schools can drive academic
achievement; furthermore it is a central Culturbafacteristic at the Heart of Christian

Brothers’ Schools.

When using high stakes data the College Leadetship was also central to the
successful implementation and management of suasunes. The research shows that it
can be successfully managed where the Leadersdmpuse in within context, based on
hard data and pursue it for the good of the stisddrttere will be difficulty in
implementation, but the result will be improved @eaic outcomes for the students. The
use of high stakes data can be used as an acciitymtabasure for staff and students,
however, the use of high stakes data as a stafuatability measure is shown to

improve result in a shorter period of time. It igygested that the use of student
accountability measures, once engrained, can pesait directed and focussed learners;

an ideal for all schools.

The research also shows that it is possible te @isnaintain academic standards by the
promotion of and commitment to excellence, builtgmod teaching practice, with

authentic and effective learning environments. €yl Leadership, senior teachers and
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students will have to commit to these ideals, wethis is voluntarily or through the use
of accountability measures. Transmitting this ragesto the wider community was more
problematic however. The influence of the medidefining what a successful school is,
takes the voice from teachers and places it wipbnters who do not have, on the whole,
an education background. The school can be praaatid address its focus to the
primary focus of the media whilst maintaining théerests of the whole cohort, as has

been shown in this research.

Having discussed the research questions it is Iplessi present a series of
recommendations for future practice. The recommigokafor future practice are
presented as a list of recommendations for a hypicti school in the Christian
Brothers’ Tradition that is seeking academic suseesist being faithful to the
Charismatic environment that informs its day-to-dativities. The hypothetical scenario
calls for a wide raft of changes that are gleamenhfthe research findings and the

experience of each of the schools in this resediais.is done in Chapter 7.

CHAPTER 7

HYPOTHETICAL

7.1 Introduction

This research is about teachers. They teach irotshuat follow the Tradition of the
Christian Brothers and are also the highest aahjeacademic Christian Brothers’
schools in their state. High stakes testing isaéuie of the schools, to greater or lesser
degree, and the response of senior teachers insehobl forms the basis of the thesis.

Each school from which the data was collected isxa®llent school by most measures.
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Their facilities are of the highest order, themdbers are well qualified and committed,
and their education is wholistic and extremely vgelbported. They have achieved
remarkable success on the sport field across surangewinter seasons and have
innovative and proactive performing arts facultidastorally strong, the schools promote
service learning and work in the wider communityhilat there are significant
differences in approach between the schools, treglhoutstanding Catholic boys

Schools in the Tradition of the Christian Brothers.

7.2 Overview of my Research Process

The purpose of this research was to review theresqee of senior teachers and
administrators from the three schools and highligays in which teachers at Christian
Brother’s schools can achieve academic successtwlihaining congruent with their

lived experience of Edmund Rice’s Charism. Underpig this purpose was the belief
that teachers and managers of schools can helpsthdents achieve academic successes
within the framework of a Christian Brother's Schoommitted to the values of Edmund

Rice.

The last two chapters discussed the analysis afdteecollected at the three schools and
discussed the four research questions, which gufdedtudy. | now move to providing
recommendations for practice couched in the terfnashypothetical situation of a
Christian Brothers’ school seeking to improve itademic achievement. | describe the
context of the school in question. | also sugdest these recommendations provide a
framework for all Christian Brothers’ schools seekio maintain or improve academic
achievement. The hypothetical example may alsd bhe@to schools that are not aligned

to the Christian Brother’s but have strong faithssages at the core of their practice. In
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other words the hypothetical is a device used &awvdogether insights found in the

research project but applied in an integrated cehmgamsive manner to a “possibility”.

7.3 Recommendations for Practice: A Model for QrarsBrother's School Pursuing

Academic Success

This final chapter is devoted to providing recomutegions for future practice. To this
end | have produced a model for a hypotheticalsfilan Brother’s school that wishes to
improve its academic success whilst remaining fiaiitto the Charism of Edmund Rice.
The hypothetical is drawn from the areas highlighas contributing to the academic

success of the three schools from which the dasacetected for the research project.

Although not providing an exhaustive list, the hifpical does attempt to present a
range of methods that can be employed by a schgombimote academic success. The
hypothetical is a culmination of the research aoelsthot suggest that all these factors
were found in any one, or all, of the schools. Tiggothetical highlights factors that
range from staff and student accountability meastogoal setting, management
messages and marketing. Details that are contektfgpare not included such as the
names of programs used or particular awards butwtbearching methods are listed. The

factors and their relative association are showrigare 7.1.

Figure 7.1: A framework for improving academic ast@ment in a Christian Brothers’

school.

Goal setting
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The framework shown in figure 7.1 highlights thdiriStian Brothers’ schools can have
two distinct influences in guiding practice, thell€ge Leadership Team and the College
Mission Statement. The cyclical nature of the daaghowever indicates the
connectedness of the two approaches. Discussieariier chapter have shown how the
message from one aspect can be impacted by the dtieecalls for excellence by the
mission statement informed Bye Charter 2004) and the College Leadership Team
should be enacted using both staff and studenuatability measures. These influences
devolve messages to the staff and students ab®uiettd and use of high stakes testing,
the setting of high goals and the use of thesesupgortive professional environment. If
performed appropriately, the underpinning mess#gesnform practice would lead to a
school experiencing a climate striving for acadeatievement and experiencing a
genuine lived experience of the Charism of Edmurog R now move to describe

important factors impacting on the hypotheticalcsh
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7.3.1 Context of the hypothetical school

Founded in 1930, St. Philip Carters’ College isah@lic Boys school, following the
Christian Brothers’ tradition and educates appratety 1300 boys from prep to Year

12. The senior students follow a curriculum seth®y/state government based on external
examinations and Standardised Achievement Test$)SAe senior students have
historically achieved moderately highly in theira@xination in comparison with like
schools, but they are consistent!y & 4" when measured against all other Catholic
schools in the state. Local newspapers carry a oemepsive review of senior students
scores including the average value added scorébed@cores, the average enter score for
senior students, and the percentage of studentaultieved A+ in their final

examination. Local media use the percentage of Aefseved to identify their “top

performing schools”.

There is a strong service learning program, wigineat deal of support given to taking
immigrant students into the school, offering assigilaces and going out in to the
community to serve others. Teaching staff at tt@askare collegial and supportive of
each other. When asked about the Christian Brdthatsre of the their school, they are
happy to note that whilst they do not get the beatlemic students they produce fine
young men in the mould of Edmund Rice. Howevernnéerpretation of a Christian

Brother’s school as being ‘non-academic’ exists lagst some of the staff.

7.3.2 Staff Accountability

After a period of internal review and consultatigith its wider community, the

Leadership Team at St.Philip’s has decided thatvaw of the College as ‘non-
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academic’ will in the long run not be in their bederests. Hence they have decided to
implement a change process. The following sectiutbne some of the major factors

that they will address.

The area of staff accountability was seen as kenaof the three schools and was
mentioned in the other two in this research projdence, | would recommend that the
school would immediately implement a number of measto increase staff
accountability at St. Philip’s ensuring that thghhstakes data collected to assess staff is
viewed within a context and linked to high qualiypfessional development. The staff
accountability would be based on three areas:wevaided measure of student
achievement, the percentage of A+'s achieved bgénér students in that teacher’s
class, and the overall average study score achigystudents in that teacher’s class. A
range of measures would not only give a broad weachievement across a number of
measures. It also looks at achievement acrossoidwel las well as the top end of
achievement, it also addresses what is seen bmeléa (and probably the general
public) as what defines successful schools. It ddalve to be viewed in isolation in the

first year but over a period of time a protractedtyse of achievement should be formed.

The staff questioned in this research project titeo the fact that the high stakes data
collected must be analysed within the context efdtaff member’s history and their
ongoing practice. That is to say that the datafar year should not be used in isolation.
The person analysing the high stakes data nedasltiong-term trends in the data rather
than acting on peaks and troughs. The context dradsib take into account the teachers’
personal context within the calendar year. Issuehb as health, and relationships need to

be taken into account. Knee-jerk reactions nedgkbtavoided at all cost.
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The systems that seem to work the best have a muwhkey elements. They have a high
degree of transparency in their application andugeeof data. Hence, it should come as
no surprise to teachers that their results areigebdt, analysed, praised or criticised. The
systems should also be based on *hard’ facts r#itla@ronly qualitative data where
possible. If personality and preference is takenobthe accountability measure there is
more likelihood for the staff member to take theaswee seriously and it also gives the
person driving the accountability a degree of irtiphty. Interviews conducted on the
basis of problems identified by data analysis apeentikely to succeed than those called

on the basis of “gut feeling”.

Managing the systems takes a delicate mix of has#t determination to start them, an
ability to use data impartially and responsibibiyd the delicate task of reflecting on data
in light of the personal context of the staff mem@e data produced by the senior
students in their final examination is compellingdence of the effectiveness of
individual teachers and to manage change usingititesrequired sensitive yet firm
handling. Following a process of informing the ttdfthe decision to use the data, it's
form and the outcomes, the person driving the syst@ust put into place a series of
feedback protocols and follow up sessions for skdiving identified teachers as
underachieving, they are to be informed, givehance to see and speak to the data,
explore the reasons behind the underachievemdiei;tren their performance and that of
their students and put in place a series of stapthé staff member to perform to a higher
degree in the following year. Clear goals and fee#tbmilestones need to be put in place

and a series of professional development opporésnéxplored.

The most effective professional development reploatross all sites was the marking of
senior examinations. All teachers who had takehipaxternal marking attested to a

greater ability to prepare their students for tk@nginations and an improvement in the
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outcomes for students. The person driving profesgidevelopment at St. Philip’s may
therefore choose to highlight this particular pssienal development and strongly
encourage staff to participate in it. In order tothis the merits must be publicised and
protocols may be put in place to encourage statbtthis such as a reduced timetable or
leave granted. Links with other schools or netwarkst be developed at a managerial
level and staff invited to speak with other teashgorking in the same discipline. If
state-wide support from the education authoritgsxihis can be called upon to aid
teachers. There must be a series of avenues éaichdr to explore once they have been
identified by the high stakes data. The positifeafof these data would be immediately

negated without the resources to call upon easillysystematically.

7.3.3 Student accountability

In tandem with the Staff Accountability measureglld also recommend that St.
Philip’s institute a range of Student Accountapiliteasures. Student accountability
measures were deemed to work most effectively wihey shared a number of key
factors. The factors identified in this study irbdal student feedback based on data,

modelling and prediction of student outcomes armaetability systems.

Student accountability measures were seen as Iffiestive where they were based on
hard data and had an action reaction approach.veEsawere most effective when there
was an ability to highlight a student’s performaitéerms of actual marks and give a
prediction of their likely long-term outcomes. Whexr model had been developed to see
the effect of changes made in individual subjeatsigtudent’s overall score, the student
should take away specific quantified goals for titerwork on. The notion of “could do
better if you try harder” was deemed to have ligtiect. However, feedback that could

predict with a high degree of accuracy, for exaniblgou achieve this mark in this
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subject then you will gain an increase of five ouyoverall mark” had a very strong

effect.

The modelling of scores, whilst time consuming eaqliring a high degree of technical
and systemic knowledge, was highlighted as integrtéie success of student
accountability methods. The nature of the feedishduld be easily understood by the
students and parents; however, it also needs tg wéh it sufficient weight that it elicits
the desired response. An iterative ongoing prooesseasurement and feedback should

also be put in place.

7.3.4 Goal setting

Whether academic, pastoral, sporting or cultutheschool in the research set explicit
goals for its students and staff. In some casehéza set their own personal goals and
reported against them. However, where goal settiag seen as most effective, goals
were concrete and in some cases quantified. At@eagthool level, | would institute a
“Davies Line” at a level above those of the Cathsbkhools that St. Philip’s is compared
against. But | would also engage individual deparite and staff in a process of their
goal setting and evaluation. The use of targetioges across the school, giving a
specific challenge to staff and reporting agaifystarries with it a strong message of
intent from the College Leadership Team and a féousenior staff. Asking senior staff
at St. Philips’ to set specific quantified goals tilemselves may also derive success. The
staff member should be asked to make predictiossunfent scores and reflect on the
performance of the students once the year is camplée action of assessing the
potential of the individual students rather thagwhole class to find an overall trend
may bear fruit. It would encourage the teacherstess the relative strengths and

weakness of each student, predict a likely outcbased on their prior performance and
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be more aware of the potential of each individa#her than the outcome of the whole.
Goal setting should take place at the inceptiothefyear with a personal reflection of the

last year, areas of focus, a series of milestondsagrediction for senior classes.

7.3.5 Delivering the message

It was quickly apparent in all sites in the reshgrmject that the influence of the leaders
in the College was enormous. The language thatteasnon to all flowed down from

the Leadership Team and infiltrated the whole comitguThe message of the
Leadership Team was successful because they daligtnong, clear messages that were
repeated often so that messages entered the vimawfith this in mind | would
encourage the College Leadership at St. Philiptake time to formulate their core
messages which they clearly believe in, which cda@easily remembered and should be
repeated often. These messages would be basbdmrg of excellence and

commitment to studies.

In all three schools at the heart of this reseprofect the message was very strong and
elucidated very clearly. Where excellence was ddtbe it was woven into the fabric of
the whole school day. It was an expectation oaidlll times. The message was relayed
clearly to staff members, parents and studentsleBts and parents were well-informed
using language that was accessible to the wholemtonity. Those outside the school
were able to gain a snap shot of what was expeatddo pass this information to others

with clarity and accuracy.

The messages were repeated at a wide variety eleand gatherings. The whole
community was bombarded with the key messages tinenschool leadership. As part of

transferring the message specific phrases weres$ecduupon and imagery was
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employed. It needs to be clear and strongly crdfiezhable terminology to be repeated
by all individuals This enabled the staff, studeartsl parents to absorb the message and
repeat it as part of their daily lives. The stréngt the message was magnified because it
was crystallised and repeated amongst the wholenonty. Having entered the
vernacular, the message coloured the lens thougthwvali actions at the school took

place.

7.3.6 Achieving an academic climate

Although difficult to achieve, changing the acadewlimate of a school is possible and
this would be a key focus at St. Philip’s. In tisb@ols that form the research only one
has undertaken and completed an enormous charagadémic climate, as opposed to
maintaining climates that have been in place feigaificant time. However, the factors
identified as leading to successful climate chaagealso found where a strong academic
climate needs to be maintained or constantly imgadoWhe factors included rewarding
and recognising excellence, making excellence jipitahing classes at the top of the
academic spectrum, improving academic classroamatdi, instituting curriculum

review, and the appropriate induction of new stiaffhese standard setting

At St. Philip’s, 1 would institute a regime of hilighting and rewarding academic
achievement above all other pursuits in the sleonbt In rewarding academic excellence
the school would be sending a message to the ssidiere its priorities lie. Publicly
rewarding the academic students, when once thersgmirts teams were lauded, sets a
tone that would have a significant impact on stislelPublicising success through school
assemblies, awards nights, publications, schoajnires and prizes all go to encouraging

students to emulate the academic achievementgiofpibers. In appointing students who
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have strong academic credentials to positions aadPrefects and House Captains, a

strong emphasis on academic acumen has also be&n st bear fruit.

I would encourage staff to set an academicallylehging curriculum including higher
order thinking skills down the year levels. Wheadgng a class, staff members would
be encouraged to teach to the high ability studextker than the middle. They should be
mindful of the success of all, but if the teachevgdectations are low; the students’
performance will be low. Setting high goals in widual classrooms should be a corner

stone of schools searching for academic success.

The academic climate in the classroom is not aelulevwithout good classroom
management. Where an academic change has taken thladirst priority was to gain an
academic environment in each class of every dayastnoted at CBC Melbourne and
CBC Brisbane that student behaviour was a focusoand good student behaviours were
achieved the focus shifted to teacher pedagogychiesaffectiveness in the classroom
was seen as a key to academic success and teffelsveness could only be built upon

a base of sound management of the class.

With classroom practice enhanced, a focus on audune refinement should be
undertaken. Key skills required at the senior lekeuld be woven into the fabric of the
lower years. An emphasis on study skills and spec@ntent was also shown to bear
fruit. A top down approach to curriculum developmealthough criticised in some

places was spoken of as effective in two cites.

When students enter the school they should haleaa\dew of what is expected of them

in terms of academic excellence. The messagesaheutlear, strong and often repeated
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started with induction day. Setting the standaodnfthe first day is more easily done that

trying to do this later when bad habits have bewraned.

7.3.7 Marketing and Media

Although perhaps not central to providing a chamiggcademic climate, a school
searching for academic success can make use ofdtie or conversely, the school can
become a victim of poor press. If the media focusea particular outcome and the
school does not do well in this measure, it wiffsuwhen compared to like schools.
This belies the fact that the school in questioly excel in measures not reported in the
newspaper. Different aspects of this issue weseudised for the different contexts of the
Colleges taking part in this research. For St.igkil would look at the A+’s and the
mean enter score as a focus for staff. The schouoldathen plan to use the media to its
advantage and encourage a particular focus, ribeatetriment of other very worthy
achievements, but as a marketing tool. If parergarussed on a specific measure of
success, it is in the schools best interest toidenthat measure as a goal for academic
staff. If the media does not cover academic aclniere in schools, the school may chose
to use its own results as a marketing tool. Ifgheception of a school is good regarding
academic achievement it is more likely to get anadestudents. Students arriving at the
school with a perception of a high academic requénet will be more open to an

atmosphere of academic achievement and endeavour.

7.3.8 The lived experience of the Charism of EdnRind at the college

In all three schools the lived experience of thai@m of Edmund Rice was strong. The
message drawn out the Charter(2004) has been infused into each of the school in

some way so that it informs their daily practiceeTthree schools however interpret key
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aspects o he Charte(2004) and the lived experience of Edmund Ricdighgy

different way. The interpretation of a ChristiaroBrer’s school as being non-academic
has been held in the past amongst the wider comiiowever,The Charter(2004)

calls for excellence in all things, including acades. Each school calls students to reach
their full potential but not all Christian Brotherschools strive for academic success with

the same degree of tenacity.

One of the major challenges at St. Philips’ ishallenge the notion that Christian
Brothers’ schools are not academic by nature, batlthe Jesuits perform the role of
educating the academic elite. | would ensure thataf the core messages from the
Leadership team addressed this issue and repdatadimat it was part of the Cultural
Characteristics at the Heart of a Christian Brathgchool to pursue academic
excellence. In searching for academic successaobaoiay have to be extremely explicit
in informing the staff that Christian Brother’s sdis are not betraying the Charism of
Edmund Rice by being academics. Moreover, it iénature of Christian Brother’'s
schools following the tradition of Edmund Rice tgect excellence of their students and

not to expect excellence is to betray the CharisEdonund Rice.

7.3.9 Summary

| reiterate that the hypothetical model explainecehand informed by the earlier data
analysis is not meant as a panacea for ChristiathBr's schools searching for success.
It is written more as a resource that can be dnagan as a starting point. It crystallises

the experience of three very different schooldalibwing the Edmund Rice Charism in
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the tradition of the Christian Brothers, each ieittown way. The model encompasses
significant factors but it does not give the coniexwhich the factors exist. The factors

may not work in all schools; indeed they may warkaw.

The model is a culmination of the research andingaithat is based on the experience of
schools around the globe, non-denominational arati€hatic schools, co-educational
and single sex. It may not only be of interest twi§tian Brother’s schools searching for
success, but also school who search for academeessi that follows a different faith
tradition. The pursuit of academic success in aiSimatic environment is shown

through this research to be possible and in thes azherently part of that environment.

7.4 Recommendations for Future Study

The data from this research suggests the follof@ngnvestigation in the future and

offer some possible avenues for further investiogadf related issues.

1. That research be conducted into the relationshipd®n the media and education,
particularly the relationship between the media twedmaking of education policy at
a Federal, State or school level.

2. That this study be replicated in other ChristiantBers’ schools to further understand
the effect of high stakes testing in charismaticremments that follow the Christian
Brothers’ tradition

3. That this study be replicated in schools that felboparticular religious tradition
other than that of the Christian Brothers to furttnederstand the effect of high stakes

testing in charismatic environments.
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4. That research be conducted regarding the percegtiadinn Christian Brothers’
school hold of the lived experience of the CharegrEdmund Rice and its impact on
their teaching in the Australian context.

5. That research be conducted regarding the percegtidinin Christian Brothers’
school hold of the lived experience of the CharegrEdmund Rice and its impact on
their teaching across all provinces to evaluateetfext of context on their

perception.

7.5 Final Reflection

Each school is led by magnificently informed, pasate and effective leaders. The
influence of these men on the staff and the stgdientlearly seen through the testimony
of the staff and in the physical spaces that hagated at each College. As the Christian
Brothers withdraw their influence from their sch@around Australia, they can do so
safe in the knowledge that the lay men who haveritéd the role of Headmaster at each
of the colleges that form the study, cherish theratteristics that underpin each

Christian Brothers’ school.

As the educational chapter of the Christian Brathestory concludes in Australia | am
aware of the generations of young men that have berilded by these remarkable
educators. | am also aware of the weighty respditgion the shoulders of the lay staff
who now perform the role of educator and guidingchien Christian Brothers’ schools.
We are part of a rich history that is informed lmgdments such aghe Charter(2004)
and need only read the history of the these menhadaspirations to reinvigorate us in

our role.
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For me, the close of this chapter completes a guaf self reflection and realisation that
| am part of a larger family of educators duty bduot only to educate the boys in their
academic pursuits, but also extol virtues of serticothers and to prepare my students to

be Catholic men to lead with compassion, awaremgspathy and conviction.

APPENDIX 1

RESULTS FROM CBC ADELAIDE

1.1 Introduction
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Appendices 1, 2 and 3 present an interpretatiagheotlata collected in August and
September of 2006 at the three Christian BrotHgckools in Brisbane, Adelaide and

Melbourne.

These appendices draw out themes from the intesvéawl data collection that have been
previously identified and used in the research tjmes. The data is interrogated in detail
to draw out themes that have a bearing on teaelponses to high stakes testing.
Unexpected themes or disconfirming themes areidésuified and reported. The themes
were derived mainly from interviews and data cditeatpractices informed by the
research framework and underpinned by the liteeateview. This section is reported
using the interviews of the Principal/Headmastere®or of Curriculum/Studies and two

or three other members of staff.

Each school is treated separately in Appendic@sahd 3. A summary for each school
and how the themes answer the research questiaddriessed. Unexpected results and
disconfirming results are reiterated and collatedfdrther examination. Appendix 1

presents the data from CBC Adelaide.

1.2 The Headmaster: Mr. Arnold

Mr. Arnold has been at the school for four yearstHat time there has been a huge
building and renovating program; the new Sciencel @chnology buildings are
particularly impressive.

1.2.1 Defining and Quantifying Academic success

In quantifying academic success Mr Arnold pointstie high percentage of students

passing Year 12 as a clear indicator. He statdsathést staff will focus on those boys
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capable of achieving perfect scores of 20 out ¢fit20ill not be at the expense of others:
the College values academic endeavour, ratherdharyone performing at the very top
level. This is reflected in information provided parents, such that,"We don’t say to
parents your son will get in the top 10%, we sa%98f CBC Adelaide Boys will pass
their Year 12 subjects”. Whilst there is not atgaem a system of identifying possible
very high achievers, targeting them and motivathrgm, Mr Arnold was quite in favour

of this occurring at a later date.

1.2.3 Academic Nature of the School

Mr Arnold spoke very proudly of the academic ackments of students at CBC
Adelaide. He highlighted his first year of arrivad a standout year. The school, in that
initial year was already “travelling well academiga That year's cohort included the
top academically performing boy in the state. Tgrigvided enormous opportunities “a

platform to promote and publicise”.

In South Australia there is a Five 20’s Merit Lt students who achieve perfect 20
scores in their final year. Statewide, in a giverry only ten or so students achieve this
feat. Again, in that initial year of his Headmastep, two CBC Adelaide boys gained

five 20’s. It seems clear that the background eflibys has an obvious impact on their

scores and Mr Arnold notes:

Part of the boys wanting academic excellence mastecfrom their socio-economic
background of the families as well. CBC Adelaidis sn the leafy Eastern suburbs, so
from that perspective its fair to assume... that GRielaide’s results would be strong in

that regard.
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Since Mr Arnold has come to the College, he haadeoed the range of the curriculum,
offering Vocational Educational Training (VET) cees, trade and certificate courses in
an effort to allow all boys to “be the best they t®”. He sees the impact this has had on
academic results as interesting, in that, “If wenpare the academic results of 2006 to
2004 we are not comparing apples with apples, batenstudents will stay on to
complete Year 12”. Mr Arnold maintains that the CB@elaide should offer a wide
range of courses catering to students of all adslithe focus is not purely aimed at those

achieving five 20’s. In Mr Arnold’s words

We have an obligation to the 1000 boys here toigeoa curriculum
diversity that provides for the needs of all thgsdNow another person
might come in here and do a narrow academic cuancand if the boys
don't fit that they must go somewhere else.

1.2.4 Enrolment

Prospective parents don’t describe the schoolrmgef a strong academic school at

enrolment. However, they come to use those terrastawe.
Maybe we put that language into their mouths, Weadhout an all-round
education. The three pillars at CBC Adelaide arataplity, academic
endeavour and co curricular involvement.
However, if parents ask about academic resultseainterview stage they “are impressed
with the answers they get”. Overall, the perceptdb@BC Adelaide’s academic profile
as an academic school in Adelaide is less thatlb'se neighbour St. Ignatius College.
St. Ignatius holds the mantle of the academic Giatlsehool, by default,
and might | say, our academic highfliers have damevell if not better than
theirs. However, as a new-comer to Adelaide and asking around school

is the academic school, they would name St. Igadiist

Although having comparable exam results at thestoh Mr Arnold deliberately avoids

marketing the school as an academic school asylse sa

230



I’'m not so sure | want to market CBC Adelaide a& pn academic
school. Because | think schooling and the educatigeess is much
broader than just tertiary entrance scores. | dbinik that’s hurting us
in terms of enrolment. Our numbers are every good.

The School Board are supportive of Mr Arnold’s ap@s as long as the broadening of

the curriculum does not come at the expense ofritsming the top end.

1.2.5 Achieving Academic Success

Mr Arnold asserts that there is a culture thatvedlstudents at CBC Adelaide to achieve
academic success both in terms of teaching anditegar

Part of me is of the belief that good students kellgood students any
where...however in order to get boys over the lineerms of excellence, it
suggests that there must have been culture heneceflence, of the boys being as
good as they can be.

He alludes to the quality and commitment of theleas. It is interesting to note whilst
one of the school’s pillars calls for academic ewaeir, the teacher’s see their mission as
academic excellence.

There’s a staff’s desire to work with studentshait own time, whether in
free periods or during holidays. I've been realggsed with what the
CBC Adelaide Staff see as their mission, it isranpote excellence,
particularly if boys want that.

The use of statistical data to inform the feedhjaccess to staff has been embedded into
the school. The use of high stakes data to ideahfyerperforming teachers or faculties,

IS now in place at a management level.

Every year we get data from SABSA (Senior Secondasessment
Board of South Australia) for teachers and clasggsnst the state
average. Our Director of Curriculum and | go throtigose and analyse
them then to go to Faculty Heads of specific teexhbout where their
results seem to be at odds with like schools f&ae and secondly where
the results of students in their class vary sigaiitly from the same
students results in other subjects within the sscheol.

Although not done at a systemic level, individweddhers are likely to call in students
who are close to achieving very high marks to naséwthem to get them over the line. A

list of students with perfect scores is publishethe newslettefhe Red and Blacknd
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teachers are keen to get their students on thaEhsployment of high quality staff was
seen as a vital progression point because “by tveir excellence they gain credibility

amongst other staff members”.

A change of emphasis at middle school to a moegmated approach has caused some
dissatisfaction with staff but seems to be beatfiing. The thinking behind this change of
emphasis is more holistic. At the least, membestalf are more aware of the outcomes

of education. However, specific thinking skills arat taught explicitly.

What it's doing is encouraging staff to view edumatof middle school boys more
holistically that simplistically within subject as. Now that’s hard for staff and | don’t
think they have all liked it. But if it's done notig else it's forced them to look very
closely at what their outcomes are for each ofrthweit of work. So even if they haven't
liked it there has been considerable growth inrtkeowledge of outcomes and the

educational worth of activity A versus activity B.

The result for his students is for lateral thinkingoe an emphasis for teaching CBC

Adelaide and, as a result, better academic scores.

What | would want are boys to leave CBC Adelaidthwi strong sense of
the interconnectedness of knowledge and skilld) wigreater desire to
work in teams rather than individuals and with meréased reliance on
interdependency. This is what | believe future ypuren will need to
survive in society. It's not just about the score

1.2.6 Using High Stakes Data

Mr Arnold commented that whilst there were no mangtewards for teachers whose

students perform well in Year 12; there was schecbgnition of their achievement.

At the beginning of the year | address the staffonpoting not only
the successful students but the teacher who achibwse scores, and
part is also not only congratulating the year Ethers but
acknowledging the result of good teachers backdeption.
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High stakes data is also use to inform practiceB€ Adelaide. He points to an occasion
where the results in the boarding students wereaugal as a result of identifying a
weakness through this data and making significhahges to private study practices in

the Boarding House.

Underperforming teachers, as Mr Arnold put it, ‘@@ught up in that loop of
conversations” that comes around from the SABSA.dde notes that the tone of the
conversation is dependent on the degree of difsatimn with their results and that “ the
intensity of this conversation varies.” Althoughely getting involved, he has intervened
to make sure that a specific teacher does notaakear 12 class, following a series of
very poor results. The School Leadership Team elgtpromote teachers to Year 12
teaching and conversely remove teachers who angemfiirming at that level. The
removal of staff from Year 12 teaching, as Mr Aholearly identifies, is not done
solely using these data. It is made taking intaant students and parental complaints or
dissatisfaction. Mr Arnold explains that the removastaff:

would normally be as a result of one of those is¢econversations the

year before. They might have had another runagain and the second

time no better, so it doesn’t come as any gregirs4. It's just a

conversation that says “Look lets try and elimirthefactors”. We

might use someone else in the faculty next yearsaedvhat happens to
the results

The response in one case has not been as he wanddbped. The staff member has

“not bounced back” and has responded poorly to wehatperceived demaotion.

1.2.7 Effect of the Media

There is no talk of media coverage or statistiepbrting of schools data in Adelaide;
however, Mr Arnold contends that is may have aaatfobn marketing should this

happen.
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If it comes in here it may very well change theefa¢ marketing here but
we are resisting for as long as we can. It's realigedia beat up around an
issue [on which] the media has no idea. The sadgpdrcan be a self-
fulfilling prophecy and it can tempt schools toibee it is the most
important factor.

1.2.8 Being a Christian Brothers’ School in an imeledent System

CBC Adelaide finds itself under the auspices of@eistian Brothers’ as an Independent

Catholic school, not directly governed by the Cathducation Office. At a sporting
level there is ISSA, the Independent Schools Spgprissociation to which CBC
Adelaide belongs. This is the only link CBC Adekigas with other independent

schools.

The message of the College Principal regardingsers very clear: “Boys who come

through this school become well rounded with argjrfimcus on service learning. Our

mantra is CBC Adelaide boys become men for othémstérms of education of the poor

and marginalised CBC Adelaide espouses idealsatkah line with the traditional view

of Christian Brothers education in the Charism dfritnd Rice.

| am very clear in that | will not make CBC Adelaithaccessible to
certain socio-economic groups, which can easilybkapf you are a
successful Independent Catholic Secondary Schiogbultake you eye
off your ideals, the pressure from the media caredrou to just want
the student who gets the good grades and all tdaat gtuff. So what |
would want is for boys to come to CBC Adelaide wiemt to know
more about their own spirituality. | ask all theypddo you want to
come to CBC Adelaide to learn about how you camimeca better
Christian person, that language in specificallysgro Every single boy
has to say yes to that question.

It seems clear that Mr Arnold does not just sdbegts who get A’s and B’s at primary

schools, he selects boys who want to improve these

1.2.9 Exceeding Academic Expectations
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Mr Arnold is firm in his philosophy regarding acawie achievement of students at his
school. Whilst he wants every boy to reach theieptal, he does not want to spoon-
feed them. This may lead to a student enteringdrgrstudies being unable to handle it
and drop out after the first year. He reiterateat tie did not want the students to gain
scores that:

Are inflated above their natural self-sustainablel of achievement. So

if ever we get to a point where we inflate the stuld’ TER above the

point where they can not sustain it without thepsrpof the school |

think we’ve done a disservice to students in ongsiar focus on
academic success.

1.2.10 Edmund Rice Philosophy and CBC Adelaide&gell

In the past Mr Arnold has been questioned abouséeening contradiction of being a
Christian Brothers’ school and having the highessfof any Christian Brothers’ school
in the state. He acknowledges that the socioecanprofile of his school is above that
of other Christian Brothers’ schools. However, bets out that Edmund Rice came
from a more privileged background, not a poor umdirig and was able to influence
many of all economic backgrounds

By virtue of who Edmund Rice was and his own s@tonomic

status he was able to influence others, then seetoext Edmund Rice

may come from a school like CBC Adelaide...becausg'lihhave

power and influence and a good all-round educatimthing would

be better for those elements to combine in a wagrevthat person has

a capacity to change for the better.

Mr Arnold expresses his strong beliefs which undehgs philosophy to educating these

more affluent boys at CBC Adelaide College. Heéads that,
As students become more materially rich, they bexorare spiritually
poor. There is a strong place for Catholic schovoisealthy suburbs

because their proportionally greater need for &ifinourishment and
development.
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The drive for academic success is not seen as batirnglds with the Edmund Rice
spirituality or Charism as long as it forms partlod holistic nature of the education that
takes place at the College, “If it becomes the dhilyg mentioned at speech night, if it's

the only thing that staff focus on then, yes it wé at odds.”

1.2.11 Summary

Mr Arnold speaks proudly of the academic achieveréthe whole cohort of the

school, not just the high achievers, although hesdwte that students gaining high
academic results at CBC Adelaide were amongstitjfeekt achievers in the State. He
points to an environment in which all students wareouraged and able to achieve
academically. There has been a broadening of thigglum to include VET programs to
give pathways for those who are not drawn towardseracademic tertiary focused
pursuits. He deliberately does not market the sch®being an academic school, rather
one that offers an all-round educational experiefbe quality of staff and their
motivation towards academic success were notethaariant variables. He and the
Director of Studies will critically review the SACtesults and look where improvements
can be made in terms of staffing. Although not usedolation the high stakes data is
used to underpin conversations with staff who tb#eQe Leadership Team sees as
underperforming. Some members of staff have haskthenversations. The “intensity”

of the conversations varies, but members of s@fetbeen taken off Year 12 teaching as
a result of poor performance. Those students wlelase to achieving very good grades
are interviewed in an effort to motivate them to ‘geer the line”. Staff members have
been employed specifically to bring to the schbeirtskills in achieving academic
success at year 12. Academic high achievers agbra¢éd in the school magazine and at
assemblies. Where a student can take more demaachgmic courses they are

strongly encouraged to do so but not forced. Asdfsal, Mr Arnold maintains that the
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final outcome for the College is not producing meth high final examination scores
but preparing them for life after school. He widitrput in place a system that force
students to gain academic outcomes beyond “th&iradimit” and cites the drop out

rate from University as a poor indictment of a nembf private schools.

Mr Arnold views the CBC Adelaide as exhibiting cheteristics that embody the lived
experience of Edmund Rice. He does not feel treah#ture of the school is changed
because they are the highest fee paying Christiath®&s’ school. Rather, he suggests
that having Christian Brothers’ school cateringrfore affluent clientele and in more
affluent areas is of vital importance, becauseeasdes it, often the more materially

wealthy people become the poorer spiritually they a

1.3 Director of Studies: Mr. Anderson

Mr Anderson, who occupies the new role of Direcb$tudies, has been at CBC
Adelaide for 6 years. Formally the Head of the BceéeFaculty and in charge of

timetabling, he assumed this role in 2006.

1.3.1 Defining the Role of Director of Studies

Being new to the role, Mr Anderson’s role is noégfically to improve the academic
profile of the senior results, his focus is more shipport of Heads of Faculties as he

states; “It was to support the Heads of Faculty wibald have that as a part of their
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work, in improving the status of their disciplineRecent changes to the length of lesson;
where classes are longer. This encourages stiftts on what they do in their class. Mr
Anderson sees teaching at the senior level asrdbyeontent rather than pedagogy,
although currently, pedagogical issues are raisediddle school predominantly. The
main thrust of departmental meetings seems to magement of students rather than an
in-depth exposition of pedagogical approachesefta level, the emphasis of
departmental meetings is towards systemic orgaorsahd marking or moderating

procedures.

1.3.2 Academic Perception

The perceptions that the parent body and wider comit;nholds of CBC Adelaide, is
that whilst it has academic pathways it may nca®@cademic as it perhaps once was.
Mr Anderson reports that a recent survey confirtigeslperception. CBC Adelaide sees
itself in competition with the other local Indepemd Catholic School, St. Ignatius
College. However, some students who have not sdede$t. Ignatius, a more academic
school, transfer to CBC Adelaide. Anecdotally, tfieg the teachers at CBC Adelaide
more approachable and pathways more appealingAnderson points to the success of
the more vocational pathways as a real benefittehding CBC Adelaide. He insists

however, that the academic results of the sch@fexdually going increasing.

1.3.3 Effect of the Media

Currently high stakes data is not reported in tioall media, but Mr Anderson contends
that it is likely to happen since it has happemedther states and the political will is

behind it in South Australia. Instead, individuaheols market their own achievement in
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the local paper, where a school congratulatesadugting class. While these schools

include TER scores above 90, CBC Adelaide has uiotighed this data in the past.

1.3.4 Academic expectation

Whilst some parents have questioned the acadericenaf the school, Mr Anderson
contends that academic expectation of the senidests by the parents and the students
themselves remains high, both of students andevh$ielves and their parents, even
where students are not top academic students. #dthao explicit pressure is placed on
teachers regarding academic results from the Gollegdership, Mr Anderson
acknowledges that some Year 12 teachers woulgpfesture to perform; “not that
anyone at the school puts a huge amount of pressuiteem, [but] you do feel that

pressure to perform.”

1.3.5 Qualifying Academic Success

The key indicator used in most South Australiarosthrelies heavily on the numbers
passing their South Australian Certificate of Ediora(SACE). Mr Anderson mentions
that at CBC Adelaide 98-99% of students pass B®{CE. Another key indicator is their
Tertiary Entrance Rank (TER). The percentage orberrof students who gain a TER
above 90 is an important indicator of the acadesngress of senior students at the
College. At a subject level, the number of studewetseving a perfect score of 20 is also

seen as an important indicator.

At a Faculty council level we look at the percertag A’s, B's and C’s
for each subject. Sometimes we do this for thehiescto look at their
assessment processes. It's not all about gettanddta out to the
public...it's also about giving staff some feedback.
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Mr Anderson suggests that teachers would definensgabure success by the number of

20’s scored in their class or the number of stuglanhieving an a grade (17 or better).

1.3.6 Using High stakes Data to assess staff

Once the Year 12 results have been sent throutitetechool the data is examined and
unpacked at a number of different levels and ingpikoms on a staffing, teaching and

learning and systemic level are drawn out of tlzdad

We are always looking at improving our results ia¥ 12. Obviously
we make them available to our year 12 teachers. sethyMr Arnold
and the Heads of Senior School get together avd thiese results and
produce a summary which is reported in our quartedgazine. The
results are compared to like schools. That dgpasisented to the Heads
of Faculties and we give them the opportunity tklat that data first
and then speaking to their year 12 teachers. Taeet an indication
of why the results are the way they are how thexetmeen shaped and
any implications for the systems we have in place.

There is public recognition of members of staff sctudents achieve perfect scores of
20 during whole staff meetings at the beginninthefyear and during whole school
assemblies. Conversely, the results are also nsdentify area of concern and follow up

with Faculty leaders or individual teachers.

Normally that comes through me...we look throughremailts very
carefully, then we pick out any areas that seebeta concern, or that
we need a bit more information on.

Mr Anderson cites this year as an example wheraldecbnversations with five teachers

regarding their end of year results.

It wasn't really these results are poor why? It wasng them an
opportunity to say what they think happened andgportunity to
say what we can do to improve this, whether iteraffy professional
development. We have from SABSA a person assignéuetschool
to come out and speak to teachers. Perhaps itaibedhey’'ve
marked too high or not enough or whatever, its bmaking sure if
they are unhappy with the results they have thiésgki make sure
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that doesn’t happen again. In most cases theyratty plisappointed
with those results too.

Teachers have been moved off senior teaching esu#t of continued poor marks. A

range of issues is taken into account before matiem including complaints from other

teachers, Heads of Faculty or pupils and parerdgadsi of Faculty are given an

opportunity to assemble their senior teachers andmderson backs this up. Staff

responses to this sort of action depend on theimvesich this change is managed

We’ve found that in most case that occur over almemof
years...there’s no surprises. We wouldn’t do it iegrear were poor.
We'd talk to the teacher and ask how we can heigeican send them
to another school to look at how they do their nragkand moderation. |
guess in cases where this has occurred it hasdwegra long period of
time and the teacher hasn’t found it too surprisiftgs would be the
last thing we would do.

Teachers do feel some pressure to perform in SAGEhley would not think of

producing a Teacher Performance indicator andtueseplicitly.

| prefer the system we currently use, we do geteheher in and
talk to them, we do have the data from SABSA to jpara class to
class and that’s the sheet | use to identify trapleel need to talk to.
| prefer to think if there are think there are tisrwe can do to
support the teacher we will do that. Its importiduaty get feedback,
if it's about their assessment marking etc thergetesome help for
SABSA. But we need to give them the opportunitpad things in
place to improve those. Every teacher wants thefoetheir kids.

1.3.7 Achieving Academic Success

Although frowned upon, members of staff have besaw to try and persuade top

students into their subject. The brightest studaregsencouraged strongly by leadership

to take subjects that will improve their TER (gamibonus points).

We do encourage, at least talk to kids to say, igmKve got these
marks you could do well in this year 12 course, llmdn’t think
this happens too often.
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The reason behind this is two fold, not only to ioye the academic profile of the school

but:

More importantly for the student...about career amitoo.

Where Year 12 teachers meet in forums the sta# laavopportunity to discuss their
pedagogy and methods; however, it is not doneesiemit. New teachers to the school or
new teachers to Senior teaching are encouragedke nontact with more experienced

teachers to assist in the assessment.

As individual subject teachers we give out pasepaprior to trial
exams at the end of Term Two. It gave our studimatistime to use a
“swat vac”. Normally, we do that in preparation the final exams.

Mr Anderson contends that teachers would makeester to the style of questions used
in their final exams and be explicit about the teghes required. Teachers are

encouraged to become markers of final examinations.

| was on the marking panel for SABSA for six yedsit was a
remarkable professional development for me. Yolelibe
examiners meeting it really makes you more awarghait the
examiners are looking for. So one of the thinggnyéo do is
encourage our teachers, when there are expressiarisrest
called for, | would email people individually toyskbok here is the
opportunity to get some great PD. The majority tagehe
opportunity

As a school the senior teachers are supported tysireg them as relieving teachers
when their own students leave. They are kept fogdey can get involved in marking,
but also to enable them to be free for studentdlsithere have been dramatic changes
to what happens in the middle school, they aredngen to reflect Year 12 work.
Moreover, some staff have seen these changes exgl@gamegative impact on what

happens at year 12.

Some staff would see the opposite, because we'de s@ame
changes that have been seen as some as not gssiséihhappens at
the senior school. Some people view that as wagelinvn what we
do with the kids, perhaps not working towards #guirements at
year 11 and 12. | don’t personally agree with anyvidelieve that
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at middle school, if you teach things that are Ielythe kids that
they learn the wrong thing.

Mr Anderson does point to the increased focus vdysén-skilling at the middle years in
an attempt to prepare their skill base for sucteise senior year levels. Systems have
been put in place primarily through the pastoraé gaogram but not at an individual

subject level.

The style of trial exams at Years 10 and 11 dependble subject. Some make a
conscious effort to mirror the style and look of BACE whereas many do not. The
decision to do this is driven by the Head of Facuttowever, the physical placement of
the exams has changed. The year 10’s have norpaatipleted their exams in their
classrooms, but now they sit their core examslarge hall, mirroring the style of the

Year 12.

The students seemed to take it more seriously...e g and exam
than a test. Next year we will put them all in thedl...there are no
exams for Years 7 to 9.

Whilst the school does not set a specific targeffe or perfect scores etc, the
leadership say, “it would be good to improve o’'thThere is no specific targeting of an

indicator such as TER or the number of 20’s.

Mr Anderson says that while the gradual trend afd&enic results is up there are still

improvements that can be made.

Every year we say what can we do, what can werpplaice to improve
the performance of our students. At the end ofidnemost of the
teachers, particularly the ones with the pooraulteswould say, ‘It was
the cohort, we knew in year 11 they were weak’. Onthe things we’ve
been looking at is a mentoring system. We've sempnline mentoring
system. We invited last years graduate back akdddb them about
becoming part of the online mentoring system. Téle they could give
was not only subject specific it could be aboutidgavith pressures of
exams, dealing with social lives, work etc.
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1.3.9 Effects of Pastoral Care on Academic Results

CBC Adelaide’s tutor groups are run at the serggel in a vertical system. Tutor groups
are made up of Years 10, 11 and 12. Mr Anderson #ege as having a very positive

effect on the younger boys.

It's really useful particularly at subject selectibme, when you are
addressing the year 12 boys, the younger kidsogetitn the
language and terminology.

1.3.10 Christian Brothers’ School in an Independygtem

Mr Anderson sees CBC Adelaide as a Christian Bretlsehool first and foremost. In
many ways, he contends, they fit the traditionatld®f taking the sons of dockers and
making them into lawyers, rather than taking thessaf lawyers and producing more of

the same.

Part of that is offering alternative pathways, friess academic
backgrounds, from broken families, indigenous stiglegiving
students the opportunity to have the CBC Adelatlecation. Yes
first and foremost a Christian Brothers’ school.

1.3.11 Summary

In summary, CBC Adelaide is quite rightly seen #isrong different pathways to
students, both academic and vocational. Some aread the offering of vocational
courses as a decrease in the academic nature Gbtlege. The broader community
considers CBC Adelaide’s close neighbour St. Igisaid be more academic. Although
statistical reporting of Year 12 examination resigtnot carried out in terms of league
tables in the local press, many school publishr tlesiults to highlight their achievements;
CBC Adelaide does not. Academic expectations antahggarental and student body
are high, but in some instances misplaced. At devbchool level, the number of
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students passing the SACE quantifies academic ssicBé a class and teacher level,
important indicators are the number of perfect 2@8@red or the number of A’s. High
stakes data is used by the Director of Studiededntify struggling staff and to inform the
process of review. However, he uses it as a basisohversation and a guide for
professional development. He does however, withdeashers from teaching senior
classes if their students do not achieve the erdeetsults after a series of steps have
been followed in terms of professional developmirérviews and mentoring. Senior
teachers are likely to make reference to exam tqakbrand specific exam preparation in
the classes. However, there is little professital&lto share pedagogy in specific Year
12 forums. Changes in the middle school to prodhetter results at Year 12 include the
coverage of specific exam skills and coping stiaedgrhe Year 10 examinations now
mirror setting of the senior exams with significanprovement in the seriousness with
which boys take the process. A more thematic, drteiplinary approach at middle
schooling has however, been viewed by some stéftatering down” the curriculum.
No statistical goal is used for the school or &éarget for staff. Mr Anderson views CBC
Adelaide as a Christian Brothers school first asrérinost, being accessible to the

marginalised, poor and disadvantaged.

1.4 Teacher 1: Alan

Alan is an experienced member of the College. Hegagned academic success and has
had a family association with CBC Adelaide thategiyiim an insight into its history. He

has a position of responsibility that allows hinm&management decision-making.
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1.4.1 Academic Profile of CBC Adelaide College

Alan suggests that CBC Adelaide was always seanga®d all-round school providing a
wide variety of opportunities for the boys. Howevse suggests that the inclusion of
VET subjects has allowed a broadening of the auitrio. As he says CBC Adelaide was

always:

Noted as academic... more of an all-rounder alwaysthe
sport...there was the other aspect of the schoa@d¢hdemics.

Now however, he sees a different dynamic to theewéc profile of the school.

Results are almost cyclic, well not even that; agar. This is something
you can predict, from year ten onwards

Alan spoke at length regarding the intake of stigsland how the academic profile of
those students has changed. He was thankful taatidhboys still sent their high

achieving sons to CBC Adelaide.

Public perception has changed slightly, our contqestiare picking up
high performing students that we once picked u@bse of our
academic record. We still have students that perfoell that are
children of old scholars, but | know that there eeetain parents who
move children here because of VET or programsdsisted learning.
Once upon a time there were one or two studentslegirning
difficulties, now there are 6, 7 or 8 students tlass. This has been a
trend over the last 7-8 years possibly. We areifate to get a number
of students achieving a high score, but that coblthge. But not
dramatically, as long as we have fathers who asepsionals.
Quantifying this shift, he contends that the petage of high achievers at the College

was decreasing, as an anecdotal measure and heidgta from the senior study scores

at Year 12.

1.4.2 Defining Success
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In defining or quantifying academic success, Alagfgrs to look at the achievement of
the cohort as a whole rather than the high achsewsrfocussing on the minimum
standard achieved by all his students.
| certainly want no kids achieving D grades. Bakpect a normal
distribution...As long as the kids achieve their pdigd and achieve some sort of

Success.

1.4.3 Achieving success

In recent years CBC Adelaide’s senior students laaéeved a high level of academic
success in some particular years. When questiohether is was the nature of the

students or the systems put in place that garribose results Alan replied:

It's probably the bunch of kids.

1.4.4 Parental Expectation

One line of inquiry focussed on a hypothetical gesto parents: “If they were asked
whether they would want CBC Adelaide to ‘hot-houseepush their children to achieve
academic success, or focus on the whole persdretddtriment of their TER would they
be happy?” Alan was quite clear in his view:

| think so yes, but their expectations are probdlder of their

children...a good proportion of parents are professm
He did point out that the demographic of the sttsl@ras changing and that students now
chose to come to the school for more non-academaational needs.

The attitude is changing. Students coming from rsteehools come here

for less demand on academia, one parent actuatigdsthat they brought

the student to CBC Adelaide because he would hdeattar chance of
doing a trade.
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1.4.5 Teacher Accountability

Alan points out that whilst there is verbal recagm of what has been achieved by
students, there is no pressure placed on the tesatthensure academic success. He
believes it comes back to the professionalism efitidividual.

Nothing is said, a personal goal what you strive Ttere is verbal

recognition of those whose students achieve a ge2fe however it's

never looked at in what proportion have achieved $kcore.
On the subject of data driven assessment, Alas teat not only is it difficult to achieve
it is unfair to use high stakes data as an assedsow to judge the performance of
teachers.

It's unfair. In out profession we realise that wistndents achieve their

potential you should be recognised for it. But hgw recognise that and

later acknowledge it is difficult for the leadenghi
He has knowledge that the Director of Curriculuralgses the data from the senior
classes but he feels that the data is more a tietheaf the students rather than the
teacher. He has had to have conversations with seaclers regarding their scores when
comparing students achievement across a numbéassfes. He describes the
conversations:

You try to make the conversations as un-confroomati as possible,

more of a chat because there’s no pressure on lé&@sulty to

perform or get their faculty to ensure that studey@t certain marks so

you don’t feel you have to pressure the faculty mers...You handle

them (the interviews) with kid gloves...staff are werotective of

their results some do come up very quickly withueses. | suppose

when students who are strong across the board apméth a poor

mark that’s when a little bit of attention is givemnit, but nothing

formal.... In some ways out staff a bit protectathnk there needs to

be some discussion.

1.4.6 Achieving Academic success
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Because of a long course, featuring a large amafurdntent, Alan has changed his
approach from chalk and talk to a more lectureestiylproach to help students get
through the course. He feels this has had a pesfifect for some, but negligible for
others.

Having to do chalk and talk took time, so | havegto power point and

produce a booklet for students, more of a lectswehat students can

focus more on the thinking and doing. We can puanimpations so that it

brings things to life. Last year’s students | feehefited greatly from it.

They were prepared to preliminary readings.

In preparing for exams, Alan focuses both on the@ea and exam specific preparation:
| think you blend them both when you teach conyent say “ in previous
years... make sure you have a close look at thirtdimly format test
like exams, with multiple-choice short answer.teafgo back and pluck
out questions from past exams.

Surprisingly, given the way in which Alan has quied academic success and his drive

towards the holistic nature of the school, he nthias

You tend sometimes to suggest that Year 12 isoallibgetting the score.

1.4.7 Student Accountability

The notion of forcing a student to go beyond theatural limit” was again prevalent in

Alan’s interview.

| try to get the best out of the student and thatlsfind flogging the
students doesn’t work; particularly with the meityabf some of the
students.

Historically this was not the case however, as Adantends:
The mindset varied from teacher to teacher.... gdytéine pressure was
more so that the teachers face now. It does retuget that bit more,
particularly when you have the wide variety of daipies.... some
students just have no direction in where to go tasé.
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Alan contends that, as a school there is not a pugk for academic success, particularly
amongst the student body. It falls to individuadeers to drive their classes rather than

on a systemic level.

Certainly House leaders take on pastoral carenatleing goes back to
Faculty head, there is a care free attitude toestugerformance... its
up to the subject teachers to motivate and mainifaimey choose not
to nothing happens which is a bit sad.

1.4.8 Edmund Rice Ethos

In taking a wide range of academic students ansktifitom a diverse socio-economics
background, Alan suggests that CBC Adelaide isi@ @hristian Brothers’ school in the

tradition of Edmund Rice.

| think if we are true to our ethos being a ChaistBrother school, if
that’s what you're trying to advertise that’s wigati should be
doing. There are a certain amount of subsidiesgiogarents, a
group of Sudanese boys as well. We are a genuinsti@ah
Brothers’ School. It is a challenge to embracepthiéosophy and
maintain the academic.

1.4.9 Summary

Alan is aware that historically, CBC Adelaide hagranounced academic profile
amongst the wider public; however, this had redusedcent years. There seemed to be
less high achieving academic students attractduet&chool, however, these were drawn
from old boys of the College rather than new faesiliThe school is attracting those who
are fewer academically inclined and more focussedamn-academic, vocational
pathways. There also seems to be far more studetite College with special
educational needs. In defining academic success #deks to get all his students to

achieve a D grade or above; he does not set a @ottie high achieving students.
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Whilst parental expectation of the boys is highatontends that they do not wish CBC
Adelaide to push the boys academically at the esgeiother attributes that the College
offers. According to Alan, there seems to be lipilessure to perform academically on
students or staff. Students are not pushed beymwid“hatural limit”; however, methods
such as referring to past papers and modifyingsassent task to mirror year 12 papers
take place. He feels that the school is a genuhresttan Brothers’ school in the truest
sense of the phrase. He qualifies this by sayiagttiey still reach out to the poor to

educate them by means of bursaries.

1.5 Teacher 2: Brett

Brett is a senior teacher with a position of resilifity. He has been at the school for a
relatively short time but has known of CBC Adelaad it's reputation over a number of

years.

1.5.1 Academic Nature of CBC Adelaide

Whilst acknowledging the dual pathway approactefCollege, Brett questioned

whether all staff members were setting the acadehmate.

| knew it offered both academic and non-traditionaly, | was
aware of that and wanted to work with boys...butih’dthink the
push towards academic rigour is there from alff staf
He felt that the brighter boys may not be facingdsmic challenges and may need to be

pushed more, but there were a large number of stedého wanted to do better and

sought out teachers in their own time.

1.5.2 Public Perception
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Brett attests to the fact that CBC Adelaide hatt@eng academic perception in the past
but it has slipped since the 1990s. However, theme positives with the new courses
that have been offered.

For a lot of people they would offer a wide variefythese

programs (VET) but parents like the idea that teeirs could have

that opportunity if they were not that capable loleal'here is a

strong perception that because of the single seixaamment that

CBC Adelaide boys were allowed to be boys, ratlaerriy to be
teenage stereotypes. A very positive and stroimg th

1.5.3 Academic Profile of CBC Adelaide

Brett alluded to a difference in the public profitthe academic nature of the College
and the reality. He suggested that the more acadstmnlents are drawn more from past
association rather than attracting new academidiéao the College. He saw this as a
future problem.

It wants to attract the clientele it used to, teélf get a percentage

through father, grandfather, but a lot have goneoted and not

Catholic either.

1.5.4 Teacher Accountability

As a senior teacher, Brett took a number of Yeaarid Year 12 classes however he
found there was a lack of pressure from the sctwowiake his students perform in their
examinations.

There is no pressure here...in regard to Year 12.

1.5.5 Student Accountability

Whilst there was no systemic benchmarking or getiirgy, teachers set their own

standards and the students were quite willing tckw@those parameters. Brett suggests
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that there was no systematic reporting or trackingfudents in an effort to improve their

final Year 12 results.

It depends upon the teacher and parental expattastudents are happy
to work to benchmarks that are set

1.5.6 Achieving Academic Success

Brett pointed to a number of positive systems ktzat been put in place to increase
the academic achievement at Year 12. He pointedrite use of streaming in subjects at
the lower year levels, some use of common asses$sasis and the allocation of grades.
He did however, suggest that there could be momne doterms of common assessment
and pedagogical approaches across faculties aradtdegmts. Brett also pinpointed the
subject selection process as a cause for somereQisaece the pastoral care teachers
with not specific training were the major sourcerdbrmation for the boys. He felt that
the school “could get more out of the boys” witk tise of study skills sessions and

focussing further down the school.

1.5.7 Summary

Brett suggested that whilst the offering of the V&lrses allowed alternative pathways,
there was a feeling in the community the CBC Adkdavas less academic in nature than
it had been, and more over that the school wasalesdemic than the public realise. He
stated that there was no pressure on staff menbeesform and that there was not
systemic academic tracking or benchmarking for Yieastudents. Teacher by teacher,
goal setting was more common however. Generallyelé¢hat they could get more out

of the CBC Adelaide boys academically.

1.6 Identifying the themes from CBC Adelaide
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During the course of the data collection at CBC laide, | interviewed 10 members of
staff including the Headmaster, the Director ofdss and eight staff members drawn
from different Faculties and roles. They includenuse Heads to Heads of Faculty and
teachers without positions of leadership. In thecpding sections | have drawn out the
themes from four key interviews. In this sectiosill include an overview of the site and

| will place the themes in the context of the reskdy addressing the research questions

using the themes.

1.7 CBC Adelaide College: Research Questions Arexver

Q1. Have members of the teaching staff changed tisathing to achieve academic
success?

No, on an individual basis teachers use past papetsefer to exam style questions but
there is no whole school policy to push this aspéetxam preparation

There is no explicit emphasis on sharing exam tigcienwith others from the successful
SACE teachers, maybe a good source of PD.

Departmentally there is no coordinated approaax&m preparation.

Underperforming members of staff have a meeting Witad of Faculty to talk through
any issues arising from the exam results. Nornthll/is enough for staff and marks
improve.

If things do not improve Director of Curriculum hasneeting with them.

Greater emphasis on guidance of student choicepathavays.

Director of Curriculum has a system where membessaff give their preference for
teaching loads. Once passed onto him from HOD'sdmeeither say yes or no to requests
for Year 12 subijects.

Pastoral care is still the main avenue of care&fagee rather than those who are well
versed in the field.

Members of Staff attest to some boys in the wrarigests because they have not
thought out their subject selection properly.

Some staff work long hours outside normal timautort boys, providing additional
lectures.

The use of SSABSA data has been more commonpléd@angés made to the study habits
of the boarding house were brought in after anyesmabf Year 12 statistical data.

In some cases there is greater reliance on IC&aching.

Guidance is given to students to make good chaeutes selecting topics for course
work and extended essays.

It is up to the individual staff member to enthtise student and motivate them towards
study.

Q2. How do members dtaff perceive the methods employed to achieveeamad
success?

Staff do not perceive any pressure to achieve acaddy
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Staff perceive that the Director of Curriculum,riRipal or HOD influence staff quietly
and inconspicuously.

Some HOD'’s would prefer more pressure applied tieuachieving teachers or an
ability to select their SACE teachers with a viexekam success.

Key indicators for the school are the number ofgur20 scores however; there seems
little real focus on how to achieve more of these.

Teachers are praised and recognised for perfemstinis has a motivating impact on
staff.

The Director of Curriculum also reviews the numbaré, B and C scores.

No pressure on the students to perform academically

Goal setting is not done the senior managemertafir $here is no bottom line with
which to assess performance or goals to shoot for.

Some members of staff attest to “carefree attitlmlestudents to studies.

Student achievement rewarded in a full assemblyhfose gaining perfect scores.
Teachers are also invited onto the stage.

Director of Curriculum responds to parental conseand student complaints.

The members of staff feel protected from this sbresponse from parents and children.
There has been a change of the middle school alunicto an integrated approach; some
members of staff feel this will damage the acadgmispects of year 12.

Staff encourage students to try harder subjetkeif are capable, not because it will
raise the profile of the school but because ibisdyfor the student

One on one interviews with struggling studentsadgrmed on a pastoral level.

The students on the 19 out of 20 borderline aremetviewed as yet.

Whilst changed have been made to the content amiitgy style of the middle school, no
explicit teaching of thinking skills has been enyad.

Also there is a perceived lack of in depth studifshgreparation. This is done in pastoral
care groups.

None of the changes to middle schooling reflectrM&acontent or skill development.
Director of Curriculum encourages Year 12 teacheitsecome SACE markers. This is
seen by a number of staff as excellent PD.

Time constraints stop some staff doing it, but thveyild consider it if they were given a
small time allowance during marking times.

Members of Staff are actively involved in Holidaytion programs.

Year 12 cohort of 2005 has been approached to mér@orear 12 of 2006 online and in
person.

Year 11 and 10 exams are now to take place in #iedrdthe Pavilion. There seemed to
be a more focussed and serious approach to thesexam

There are no exams below year 10.

The younger students have tests.

Members of Staff are happy that not only the highievers are applauded but those who
more from B to A or C to B are recognised.

There is “no animosity” directed towards underacéreent.

Under the new Principal there is not the narrondagac focus that there has been in the
past. Approved by the School Board because itds 88 broadening not diminishing the
top end.

Question 3: Given the charismatic nature of thesthre there any points of
dissonance?

CBC Adelaide sees itself as a true Christian Brstlsehool catering for those who are
not overtly wealthy and preparing them to takedtep into public life
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A Christian Brothers’ School first and foremost.

The only link with the other private schools isahgh sporting affiliation rather than a
philosophical level.

Teachers are perceived to be more relational thathar private schools

Some teachers see this as a draw back howevewaurd prefer a more stringent
approach.

The Charismatic nature of the school seeks to decthose with special needs and
leaning difficulties within the normal classroonarfe staff find it difficult to teach to
the benefit of the whole class without ignoringtbends of the academic spectrum.
Unlike a number of other CB schools those studertts behavioural problems are
encouraged to stay on at school.

High number of VET places, those coming throughjaiméor school need to be catered
for. There is a general feel that the CBC Adelgiohéors are not of the standard of those
from other CBC Adelaide feeders.

There is a feeling that the macho, not cool to saddn academia, is still prevalent
amongst the student body but to a reduced level.

Members of Staff heavily encourage music, dramathedrts.

It is not a culture of commercialism and enrolments

Whilst some members of staff feel that the balaaeght, a number of senior teachers
feel that there is not enough emphasis on acadayoigr.

The Principal makes the point that Edmund Rice ciiome an educated, affluent
background. In taking boys form high socio-econob@ackgrounds we could be
preparing the next Edmund Rice at CBC Adelaide.

He maintains that as “students get richer they imecspiritually poorer” and that there is
an extremely important part for CBC Adelaide toyplaaffluent Woodford.

The push for academia will not be at odds with@harism of Edmund Rice if it is done
within a holistic, integrated education.

Question 4: How can these methods be employeditaceedissonance and improve
academic success?

Professional development for staff members whayateng low results is good. There is
advice given and mentoring within the school and\esa Field Officer from the
SSABSA

Not seeking overtly to improve academic successsadhe school, students are
encouraged to do as well as they can.

Student dropout rate at University for private salgiudents is high and CBC Adelaide
does not want to add to this problem

The school would rather a student perform to tbein “natural” level than to inflate it
due to the efforts of the College.

APPENDIX 2
RESULTS FROM CBC BRISBANE, QLD.

11 INTRODUCTION
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Appendices 1, 2 and 3 present an interpretatiagheotlata collected in August and
September of 2006 at the three Christian BrotHgckools in Brisbane, Adelaide and

Melbourne.

These appendices draw out themes from the intesvéawl data collection that have been
previously identified and used in the research tjmies. The data is interrogated in detail
to draw out themes that have a bearing on teaelponses to high stakes testing.
Unexpected themes or disconfirming themes areidésuified and reported. The themes
were derived mainly from interviews and data cditeatpractices informed by the
research framework and underpinned by the liteeateview. This section is reported
using the interviews of the Principal/Headmastere®or of Curriculum/Studies and two

or three other members of staff.

Each school is treated separately in Appendic@sahd 3. A summary for each school
and how the themes answer the research questiaddriessed. Unexpected results and
disconfirming results are reiterated and collatedfdrther examination. Appendix 2

presents the data from CBC Brisbane, Queensland.

1.2 The Acting Principal: Mr Baird

Mr Baird is the College Dean (Deputy Head) andcting Principal whilst the Principal
is on study leave. He is a long serving membesttaiff and has a very clear
understanding of the systemic and actualised ethG8C Brisbane. He is heavily
involved in the pastoral aspects of the schooldtad has a large role to play in QCS

preparation and feedback to boys on their acadparformance.

1.2.1 Staff accountability
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One of the central themes of the research focusesadi’s response to accountability
measures and the Acting Principal made a numbeomiments regarding the level of
accountability, the processes of staff accountshaind the outcomes. Whilst there is no
formal structure of measurement and assessmetdafbpsrformance, each teacher must
submit their results and examples of work to theé€hsland Studies Authority (QSA)
where their work is assessed and the marks awarthedmarks awarded by the teacher
are validated by the QSA and any changes madeeThagks are then reported back to
the school. The level of achievement of the boyb\ariation between the teacher’s
prescribed grades and those of the QSA are of gresest to the school leadership:

Where results aren’t in accordance with what wet\lagre certainly is
accountability.

As a consequence of low marks, or radical changessults, the Director of Studies and
the Headmaster will interview the teacher in questr the Faculty Head. A process of
appraisal has been instituted but:

It has stalled.... more of a reflective documenteathan an appraisal of

pedagogy...need to revisit.

1.2.2 Qualifying Academic Success

Part of the research process was to identify mttindbehind the use of high stakes data
in the schools. One line of inquiry focuses on tsb&ff in the school quantify success,
particularly those who set the agenda and foceatos levels. Whilst accepting that the
number of Opls was important, the Acting Headmabtw upon the median OP score
as a source of a deeper measure of success.

For me | look at what our median score is. Isdt 8 or 9? If the majority of

boys are getting 7 or 8 then that, I think, israrsger benchmark than the

number of Op1s. You need those certainly, but tepdr result is the
median score.
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Another benchmark is drawn from the QCS exam thaat by all the boys. The Acting
Principal highlighted this as another clear indmabf the success of the year but
questioned whether the wider staff, pupils or per&rould draw the same conclusions
from what is quite confusing data.

The QCS generates a mean from 4 papers used tdatalthe OP scores.

We can look at that and see that as a benchmatkhd@uccess of the year.

Does this standard deviation mean a lot to thé stahe wider community?

Maybe not however, we know it is a very importaistdminator. That's

why we do practice tests
Anecdotally, the Acting Principal suggested thatgpective and current parents tend to
focus on the number of Opls, where as the puldiciaw informed by the local paper,
The Courier Mai) of the number of students scoring OP’s betweandL15. He
suggested that it was not a sufficiently fine timotlissect the success of the school.
However, it was enough for some government schiodizke great delight at the expense
of large Independent Schools.

State Education of Queensland could crow that sszheols got 100%

because they have four kids scoring OP 10’s, yephvate schools like

Nudgee got only 68% 1-15
He acknowledged that the community now use theger®©P’s to look at schools using

the OP 1-15 scores and number of Op1ls they scored.

1.2.3 Enrolment Policy

Since this research encompasses teacher’s resporsgh stakes testing, it is

worthwhile looking at how whole school policy iSanmed and driven by high stakes
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testing. To this end the enrolment policy of thieas® was touched upon. As explained
by the Acting Headmaster:
Part of the enrolment policy is an interview angraten document filled in
by the parents. It includes aspects of their Catha@llues, academic history,
their interests, where the family is. We also gethhoy’s end of semester
report from his last school, a copy of his resintthe statewide test, a
statement from his school principal and a staterfrent his parish priest, or

some religious affiliation. We do look at their uéts and are not likely to
take boys below state average.

1.2.4 Edmund Rice and Equity

One of the major avenues for investigation in thsearch is examining how a school
strives for academic success and remains faitbftiid lived experience of the Charism
of Edmund Rice. Issues of equity arise in schoathsas CBC Brisbane because of their
students tend to be drawn from families that ammemically privileged. Traditionally,
Christian Brothers’ schools catered for the workitess migrant Catholics, whilst the
Jesuits catered for the “well heeled” Catholicse Htting Headmaster alluded to
questions raised by the governing province suchihed are schools doing for the
marginalised? How is the school actively bringihg tnarginalised and disadvantaged

into the school?

We do a lot in terms of out reach; our boys goiagioto the community,
the boys doing things for others, in terms of bimgghem into our
community. We have a scholarship system... lookimg@ys with
academic ability who financially would not normalbig able to come to
CBC Brisbane. This year we sent letters out tosbas asking if they had
any boys of academic ability we asked specificadlythose who come from
needy situations and for refugees. We would likegen that up but we
don’t want to compromise our academic endeavour.

1.2.5 Dissonance and Tension

All three schools find themselves in an interespgition regarding association to

private school organisations but acting under trgp&es of the Christian Brothers’. On
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one hand they are in direct competition with ghiterate school for the best students and
the best results, whilst following a tradition eirging the marginalised and educating the
poor. On questioning whether there was tensiorissodance in approach, the Acting
Headmaster’s response was enlightening in two weiystly the acknowledgement that
there was some degree of tension but also a dearof how the socio-economically
privileged students may achieve the goals of EdnRicd in this context.

There is tension, absolutely. Whether that’s imusut there in the

community about us as a Christian Brothers’ sclandl a GPS leader. |

don’t personally have a problem with the fact,ihkhit's great, that the

Christian Brothers’ have two fine schools like CB@sbane and Nudgee in

that competition who can match it with the beswirat ever field we

choose.
He went on to describe the way in which parentseveelucated in the role of CBC
Brisbane. He explained that they were a Cathohoskfirst and foremost; “ Yes we are
an academic school but that's as a holistic panladt we do.” He was also aware of the
history of Christian Brothers’ schools in Austradiad the advances made by the vast
majority of Catholics in Australia.

Education has served the Catholic community very, Wwecause they've

climbed up the socio-economic ladder... to whom madjiven, much is

expected. For us to turn that tension into a hgdhiimg we must say OK

boys you are talented, you have access to greainess, whether at school

or at home, with that comes responsibility, we eagihthat a lot with our

boys. That’s the mission part of the school, & t®uch stone to come back

to, our core values; academics yes but in the gbofehe whole and
healthy community.

1.2.6 Excellence

There is a drive at CBC Brisbane for the boys tueae excellence academically and in

extra-curricular activity. The new mission statememodelled on the Christian Brothers
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Charter, specifically makes mention of excelleroeconversation the Acting
Headmaster made mention of this and added that:
Students are told on a regular basis to be theyoestan be. We affirm that

but also you talk about CBC Brisbane gentlemenrgagi humble humility.

1.2.7 Under achieving Teachers: identifying andoswuiing

A major implication of assessment tools is the&,ubkeir management and the impact on
staff. The Acting Head gave a clear indication @ivlunderperforming teachers are

identified and given help at CBC Brisbane.

Often anecdotal evidence coming out of a complafistudents will come

to us, or from observation, from walking past asstaom...l know that we
have worked with a number of teachers to assigttiseching and that can
be identifying the weakness in classes, that cadifbeult process. Initially
identifying then working together, the challengdiofe and on going
support. Where things aren’t remediated to ousfatiion we have a couple
of avenues. Now that the hard edge...we support halleoge them out of
a pastoral model, the Edmund Rice, Catholic Motleat role falls to the
College Dean, the Headmaster and the Directorudi&s.

1.2.8 Using Data for Goal Setting

One of the main requirements of measuring the sgookteachers is setting a benchmark
or calculating a “bottom line” to which achievemean be compared. CBC Brisbane has
a remarkable technological tracking system thatadlan accurate indication of the final
achievement of students. The leadership team haas faith in their statistical model;
however, they do not use this as a benchmark agaimsh to assess the performance of
staff. Indeed, asked if he would go public andestae number of OP 1s they were

expecting he replied:

No we wouldn’t be that bold, we wouldn’t publicliage that...based on
student’s results and historical QCS data we wbeldble to say at the start
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of the year with this group there would be this emof Opls with an
average of Y. So we know where our starting pan®hat might be a little
bit below what we wanted so it's a case of “Soafejou’re not quite where
you should be”. There’s some testing that is dongear 10 that's
independent ....so we know comparatively if were idgalvith a strong or
weak year level. Because there are so many otbtaréa particularly out of
the QCS testing, you never really know how theygaiag to go.

1.2.9 Summary

The Acting Head drew out a number of clear themedsd interview. It was apparent that
whilst there was an advanced use of high stakésadeas giving predictions to the
leadership team and informing practice for the Qi&e was no benchmarking for staff
or assessment against QCS or QSA scores. Wher@atbilbeen made accountable it was
as a result of student of parental complaints seolations made by the leadership team;
no statistical data had been used to inform thege® The academic nature of school is
historic in nature and the school is identifiechasacademic school. There was a feeling
and perception that the school had become eliteeteithe tone set be the leadership
team seeks to dispel this amongst both the stumtet and the parents. Rather than
educating the poor and marginalised it was repdhatthe school seeks to empower the
advantaged to make a difference through advocagyeaching out. However,
scholarship programs made the school accessilaleaidemically bright students who
would not be able to afford the fees, particulamynigrants. Whilst there was

recognition of tension, it is balanced by an entimm to become proactive in points of

difference from other GPS schools such as catéointhe poor and needy.

1.3 Director of Studies CBC Brishane: Mrs. Brown

1.3.1 Qualifying Academic success
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In conversation regarding the defining academiacesss and indeed qualifying it, Mrs
Brown recalled the year level where she felt tHeost had achieved its best results. The
factors that determined the success were two-foltar opinion, the students had the
academic potential and they were a strong groukingmvell as a team. One “out of the
blue” result came in a year when a sportingly sssfte year level was galvanised by a
stirring call to academic arms by th& XV Rugby Captain. They performed well beyond
expectations. The school collects baseline da¥ear 10 of basic numeracy, literacy and
general 1Q to gauge how strong a year level is emachlly. But in defining the year
level's success Mrs Brown was clear that the nunolbédpls achieved by the students
was a key indicator for the parents and prospeg@rents:

Don't be fooled otherwise, the word on people’s Mghen they come in for
interviews they will ask that, or they will refey that. We put it out there.

As a school policy however, Mrs Brown was more $tatiin her approach. She would
never push the number of Opls as the only pararokserccess rather she encourages all
staff to:

Get the best out of every student. If that meatitnge22 Opls or 18 OP’s

that’s fine. My level of satisfaction is have wengoeverything to support

the boys in the classroom.... and what we do on thibaktwo day [QCS

testing days].
The other measure that is used by the school arstl often quoted in public is the
median OP score. Whilst the state’s median in 13685, CBC Brisbane’s best is
seven.

But to me a successful year is were we’ve addresibdlae issues in the

classroom we’ve dotted every | and crossed evehg®d through every

Year 11 report, | rank them; who are the boysrgiliso and so isn'’t

passing. In year 11 I'm very proactive when theyldar first set of exams

every boy who is not passing is challenged ovestigect selection.
On the subject of subject selection Mrs Brown neaimed that ultimately the students

“have the power”, they choose their subjects andigaore the advice of the teachers if

they have chosen their subjects poorly.
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1.3.2 Pastoral Effects

An interesting sideline to come out of the convieosawas the school’s identification of
pastoral effects on the academic outcome of theéestu Alarm bells would ring within
the academic staff if there were issues amongshalys or if they had been “splintered”

in any way.

I’'m at my wits end thinking that if we can’t perfaras a team the scaling
parameters will definitely be affected. If they aaspire each other... that
definitely has an effect

1.3.3 Teaching to the Test

The preparation for QCS at CBC Brisbane has takea wery professional aspect. Since
the QCS is an exam that is prescribed for all sttglacross all subjects, it forms a vital
part in achieving a high OP score. To this end, Bhavn explained that a great deal of
time and effort goes into preparing boys specifycir the 4 exams that make up the
QCS. Classes are timetabled that focus on QCS &@mique. Trial exams are
organised and a full two-day mock exam processiisrpplace so that; “Students
experience the exhaustion factor of 4 exams indays”. As a result of the mock exams,
lessons are specifically tailored to address aswyes that affect the general cohort.
Students are interviewed and told how they can avgtheir OP scores by making small
but significant changes in either their QCS scorabeir QSA scores. This is teaching to

the test in its truest form.

We look at what happened in the exam, now what? Theimplement
strategies to address it [a problem]
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The elements that make up the QCS exam have a®tbeen completely woven into
the existing curriculum, but a small number of féies, Science particularly, has explicit
use of QCS terminology and techniques as parsdédching, learning and assessment.
A study had however, been completed to look ahgtres and weaknesses within the
whole school curriculum and Common Curriculum Eletsg CCESs) such as Analysis,
Synthesis etc. The CCEs will be woven into theicuham from Year 7 to 10 so that they

are explicitly taught rather than an assumed kndgédby implicit means.

In an attempt to affect the profile of resultska school, as Mrs Brown says to “stretch
the neck and tuck in the tail,” special classesHasen arranged in Maths and English
for those students who are failing. Smaller classssand a teacher who teaches “no

frills” have had a dramatic effect.

Out of the 20 who were failing this year 19 are mmagsing. As it has turned

out instead of just getting 50% some are in the.70%
The QSA (subject specific studies) provide a $eesults called the SAI (Subject
Achievement Indicator). The assessment used isypartant part of helping students
gain the appropriate score that will not only higlem but also the cohort. Students who
are on the cusp of Opls are interviewed and gimandication of their standing and
some areas in which they can improve their scarget an OP 1. Mrs Brown will not
give false hope to those not able, but for those wdn she says: “You only have to
sheeze in one subject to get over the line. I'ny @svare however, of not making their

life miserable”.

Trial examinations and their use is a huge poirtatfate amongst the parents. One of the
major outcomes of high stakes testing is a reliamcpast papers and examination

techniques. Yet despite the strong academic aamieneof CBC Brisbane, and its
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method of preparation for QCS, it was intriguindital there was little reliance on past
or trial papers in QSA subjects. As discussedeariiterms of stretching the neck and
tucking in the tail, the perfect shape for a dition would be the top students pushed
out and the bottom students pushed in. If the pagérs were handed out there may be a
case where all the boys were too well preparedize@® may not be any delineation
between the top students. As Mrs Brown puts itd8teats the purpose of pushing the
top boys out because every body has seen the papére whole bulk is grouped we've
killed ourselves off.” There is however a greatamte on revision sheets produced by
the teachers

We put revision sheets out, that's something weénry good at, the boys

download them from the intranet. The revision shee¢ not the exam as

such, but they cover the knowledge required. Thek very similar in style

and language to the exam. | often say to the bHgsv‘did you do so well?”

“I did the revision sheet three times”. He knew whe had to do.
Other wide-ranging services provided by Mrs Browduded study skills classes,
assessment calendars and study planners. Timedis imavhole year level assemblies to
talk specifically about the exams and exam premaraStudents are encouraged strongly
to prepare early for exams particularly in Year The message is strongly put from a

range of sources. As Mrs Brown puts it: “The Ppatis good. He says the main game is

the academics, we have a myriad of others thingthleubig game is your academics”

1.3.4 Staff Assessment and responses to assessment

The idea of congratulating staff who do well ordigrg underachieving staff is a delicate
matter and is handled very differently at differsahools. Mrs Brown can look at
individual teacher’s results or individual clasfe®ughout the year in every assessment
task. Members of staff have not responded wehli®form of assessment in the past,

indeed in one instance the teacher in questionewmemely disgruntled. Whilst Mrs
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Brown acknowledges that there are wide variatiarthé quality of classes year to year,
she maintained that she would challenge teachetiseoachievement of the students.
This would take the form of a one to one conveosatConversely she takes time to
congratulate staff on the achievement of theirestision an informal basis. She gave the
view that financial reward of more formal rewardliig negative side:

| believe that the teaching profession is nevearicially rewarded for

excellence, that's the nature of the professionwBen you try to do it in a

micro-environment like a school its often not reeei in the spirit in which

it should be...some people see it as perhaps a Yot anfidence for

them rather than an acknowledgment of somebody else
Mrs Brown sees modelling of good practice as af@egchool improvement and success
at the senior level. CBC Brisbane has a vibrantvaglttequipped audiovisual program
and a very experienced Audio Visual department miake a wide variety of films.

| want to film specific teachers in their classraneachers delivering

lessons. And | want to run it at staff meetingswdl as that | have asked

for Heads of Faculty to ask people to share whaksvtor them in the

classroom and what is a challenge.
Mrs Brown aims to get a “Senior Team” of teacheh®\are focussed squarely on
success at Year 12. The teachers are hand piakecdtifiose who regularly achieve

academic success in the final examinations. Onleeoproblems with moving teachers

out of Year 12 is finding a space to put them sohere else.

You can’t let them sit out and you must be ablesfdace them with
someone from your staffing budget. | try to betsge... | tell the Heads of
Faculty to pick strong teams, teams that you krimav will work. Then with
the wisdom of the Heads of Faculty and what thi afnt, you come up
with a compromise.

1.3.5 Conflict with the Charism of Edmund Rice

When dealing with staffing, the Director of Studiess to make some difficult decisions

regarding the loading for teachers. Mrs Brown hasved people” in the past. Her
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decisions are guided by academic results and woitkei classroom however; she takes

into account a wide raft of holistic influenceshiss Brown explains:

There is a conflict with the Edmund Rice traditibecause you try to value
the dignity of someone who has been teaching atiomgy... you “carry
them” because you don’t want to be someone whoitates a profession
someone loves but basically what's happening ircthgsroom is below
par.

1.3.6 Summary

The Director of Studies was very clear in her datin of academic success: the number
of Op1s. In her opinion this was a tangible measutie which prospective parents and
the whole school community could engage. A secoadsure of the median OP score
was also cited as being an important measure és¢hool. Her role of securing
academic success brings her influence across aasjpkct of school life. Her interest in
the pastoral influences on academic scores wasenbghtening. The degree to which
students are made accountable and the way in vigectback is given is outstanding in
its thoroughness. Students are left in no dould aghat they could achieve; what their
potential to achieve is, and, how to achieve tloemial. One of the major responses to
high stakes testing is teaching to the test and 8Bgbane’s preparation of the boys for
the QCS exams provide perfect exemplars of a nuoifoehraracteristics of teaching to
the test. Firstly, specific exam technique trairtiakes place through formal lessons, the
use of drilling use past papers and mock examingtibat are performed under exam
conditions. The characteristic of curriculum changshrinkage is not yet apparent, but
there are moves to include Common Curriculum Eldm@DCE’s) into the Years Seven
to Ten curricula. Rather than being seen as daaget® breadth of the curriculum, it is
viewed as an improvement because it weaves higidyable thinking skills into the

curricula. In this way it is mirroring high levedd curriculum development, teaching and
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learning methods. Assessment of achievement dfistabt undertaken on a formal
statistical measure against a mean or the QCS;\vewelrs Brown endeavours to
congratulate high achieving teachers personalljnesstaff members are reported to see
staff acknowledgment as an indication of acknowileglgheir shortcomings instead of
celebrating the achievement of another individivak Brown would like more autonomy
to choose a team of the best teachers to teachI2e&iowever, timetabling and cost
constraints are hindering the process. Staff mesnt@ve not reacted well to being
challenged over their performance in the classrome. Director of Studies has been
shocked with the response of a staff member toenfies of underachievement. Her
perception of conflict between the academic aspmatof the school and its Charismatic
nature focuses on staff assessment. When dealthgiwilerachieving teachers,
especially long serving members of staff, she ry @gvare of “valuing their dignity”

even though they may be “carried” by others.

1.4 Teacher 1: Ann

Ann has been as the school for a number of yearfas served under two Headmasters.
She has had her own children pass through the kahddolds a relatively senior
position within the teaching fraternity. Over thaucse of her career at CBC Brisbane she

has taught from Year 12 down to Year 7.

1.4.1 Academic Nature of the school

The academic nature of the school is anecdotallykmewn in the wider community and
through regular publications from the school. lacknowledged as being one of the top

academic schools in Brisbane and by far the m@steic Christian Brothers’ school in
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Queensland. Ann suggests that parents send thdergs to the school, for the large part,

to achieve academic success.

Parental expectation is high. The expected patharathese boys is from
here on to tertiary study in the University of Qugland. Our post school
profile is heavily skewed towards tertiary. The kading is pitched at
“Every boy will achieve” and | agree with that. Therception amongst the
school and wider community is that the boys areenti@ely to achieve at
CBC Brisbane.
The boys traditionally take Mathematics and Sciesm@ses because that’'s what their
parents want them to do. The staff members sugaatt other, and the community is

very supportive. The atmosphere amongst the bagisasvery supportive and as Ann

says: “For the boys it's cool to learn”.

1.4.2 Defining Academic Success

In defining success, Ann reflects on her own messaf success and takes a more
holistic, rather than statistical approach.
For me at the end of year 12 that the majorityhefthoys achieved their first
[University] preference...l want the boys to walk awWeom here with
options and the ability to make choices.
Again, academic success as defined by parents 6f Bfigbane would be the transition
of their sons to the best University available, Theversity of Queensland. | asked the

question “Only the best is good enough”? Ann’s oese: “Absolutely”.

She acknowledged that different staff members ll#féerent measures of success,
across different faculties. But she felt that stafimbers would rate success in that:

“Everybody got over the line, everybody passed, tina classroom had a good feeling, it
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was productive and enjoyable place.” Furthermora Autlined the school’s plan “The
school has an overall strategic plan. At HeadsaclRy level we do goals for our
faculty, action plans, referring back to the schaichtegic plan, then the plans go back to

the CLT.”

1.4.3 Reporting Academic Success in the Media

As mentioned earlier, the local pap€he Courier Mailcarries statistical information
regarding the performance of every school in Queedsacross a range of indicators.

Ann suggests that this will have an influence angbhool:

I think it will. The two top boys schools acadentliigan Queensland are
Brisbane Grammar and CBC Brisbane...looking at y@ap&ople will use
the number of Op1ls the students are getting. lth&ilinteresting because
that will put more pressure on CBC Brisbane, bee&immmar usually
doubles the number of Op1ls of CBC Brisbane. Evengh people think
CBC Brisbane is a great school, there will be prent there putting
pressure on us to lift our numbers in terms of Ofbsnething about
putting it in black and white changes the perceptio
There hasn’'t been a push this year more than ndon@lP1s but Ann mentioned the
continued push by the College Leadership Team ¢p kee mean OP score between 7
and 8. The use of common language between thisnséahber and the Director of

Studies is apparent when Ann says, “There has &d@eny positive push for those at the

bottom to make sure we have done everything to@tiipem.”

1.4.4 Teaching to the Test

Teaching staff and the College Leadership team faotesed on QCS preparation quite
closely in the last few years. As Ann states: “Vie@oing things a lot smarter”. Ann

reiterates the use of whole school assembliegrbfessional development of staff, staff
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running workshops, and involving a wider group tafffsmembers who are properly
prepared has had dramatic, positive academic diehi@d effects. Ann applauds the
efforts of the college Leadership team for: “Gejteverybody on board and giving them

ownership.

1.4.5 Pressure on Teachers

Whilst acknowledging that there is no use of stiaié data to assess senior teachers, Ann

contends that teachers feel pressure for theiestsdo achieve academic success.

Teachers would say that there is pressure on thenaintain very high

standards and to make sure that their resultspate par. In saying that we

don’t target teachers we target students. We haverniargeted teachers

and brought that teacher in...as far as | know igan happened.
However, if teachers were perceived not to perfatriear 12 they would be taken off
senior classes. Ann acknowledged that had happn@BC Brisbane. The selection
process for senior teaching was also touched ugpead of Faculty put in preferences but
eventually, the final decision on staffing cametfog College Leadership Team. The

pressure on staff due to increased accountakslione issue raised by Ann. She felt that

the atmosphere was more informed by accountalofistaff members.

| think the staff would say there was a higher lefeaccountability now
that before. They feel that their class resultsnamee closely looked at, the
College Leadership team do wanderings throughdhed, and the HOF is
encouraged to visit teacher’s classes. There woeisbme teachers who
would say they’re under the microscope...in some waysuld say that's
improved the school.

Staff members are not powerless however. If thenkthomething is unfair they will

make their feelings known. As Ann states teacherdhave a voice as well.” Moreover,

the College Leadership Team (CLT) responds wedtadf issues as Ann puts it: “We're
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expected to be excellent at what we do, but yowaks@ supported in terms of being

treated like a professional.”

1.4.6 Feedback to Teacher

As noted in the literature, senior teachers resgpoase governed in some ways by the
form of assessment and feedback protocols undatwthey operate. At CBC Brisbane
the feedback for senior staff is multifaceted, isutot based on statistical data. Ann
states that at the beginning of the year the Doremft Studies goes through all the scores
at a full staff meeting and each teacher gets fagddivom Heads of Faculty. Also, the
Director of Studies makes a point of going round giving feedback to individual
teachers on how they’re going. Underperformingf stedf identified from results and the

approach is problem solving rather than accusatuomy. highlights the process:

I think you might be invited to have a discussiathveither Director of
Studies or, the Director of Studies would encoutthgeHead of Faculty.
She would ask the Head of Faculty what's happewiitiy this person, is
there anything wrong, can we do anything to help@ Am sure it's
happened but | haven’t been part of it.

Members of staff whose students are not achieViagkpected result are offered a
number of areas of support. Ann is aware of a nurabstrategies that are in place. Ann
described how teachers are “encouraged” ratherftiraad to attend professional

development and those who needed help in classnoamagement techniques and

strategies are encouraged to get help from peapstadf.

There are different levels of support, from talkthgough some different
strategies with either the Head of Faculty or tlea¢iof Exceptional
Learners. A lot of them go down to seek help vauht. Some professional
development in the area is another avenue. Theltrhgencouraged to go
to a particular conference or a particular session.

1.4.7 Response to High Stakes Testing
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Ann sees merit in the explicit teaching of the higyel thinking skills espoused in the
QCS. The teaching of these skills within the normaticulum across the school is seen
as a benefit rather than a hindrance. Again, tiseaeperception of the QCS as mirroring
best practice rather than being an imposition atchdting from the classroom.
Moreover their method of teaching writing skills@GBC Brisbane, which has been

embedded for many years, mirrors the exact stydelesed in the QCS.

We've tried to lift the profile of the high leveiinking skills (within QCS)
and do that across the school. If you think of etioa in terms of learning
how to learn, thinking and problem solving and takéelements of
knowledge, generally it does that [mirrors goodcpce].

Ann recounted teaching to the test activities sagh

the explicit preparation of QCS starts through ryEaassemblies, QCS
lessons if you like talking them through how youtgmugh the multiple
choice, the short response, different people guutyin different things. Then
there’s a lot of practices. We are explicitly gyithe boys skills in how to
use the material to their advantage.

1.4.8 Christian Brothers’ School within the GPS

The wider community and the staff share the peroeutf CBC Brisbane as both a
Christian Brothers’ School and an integral parthef GPS. Asked whether CBC Brisbane
struggles to be both a genuine Christian Brotheekbol and part of the GPS, Ann’s

response was emphatic:

No, it doesn’t seem to be the way at all. Shodielonging to an elitist
group like the GPS it is an opportunity to standand be who you really are
in any situation.
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Ann contends that the boys are imbued with a steemge of social justice and are called

to be future leaders who will respond to the neddsgthers in their future lives.

There a big focus a the school on producing boyls avstrong sense of
social justice and the reality is that they arellfko be out in positions of
power and influence...and your opportunity and evaty & to go out and
be people of integrity and do what you can in theirenment that you are
working in to be people of justice.

1.4.9 Summary

Ann contends that CBC Brisbane has a very stroageauic reputation and the academic
expectations of the boys and teachers by the @reody are high. Whilst Ann’s
measurement of success is every boy reachinggbtential, she concedes that the
number of Opls and the mean OP score is of greaest, particularly in light of the
coverage in The Courier Mail. Furthermore, she satgthat there will be increased
pressure to achieve Opls when a direct comparssorade in the media between CBC

Brishane and Brishane Grammar.

As a consequence of the high stakes nature of @, @nn reports an increase in
strategies drawn from teaching to the test litemgtsuch as direct explicit exam
preparation, exam technigue lessons and mock exsioms. Ann does, however,
maintain that the skills in the QCS are valuabletiie boys and that staff see the
induction of these skills into the normal classro@mvironment as worthwhile.
Management of staffing the QCS preparation hasgilsn the staff ownership of the
process. Ann feels no dissonance between the acadature of the school or its
association within the GPS rather she feels thatithportant for the Catholic leaders of

tomorrow to be men of conscience and integrity.
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1.5.Teacher 2: Ben
Ben is a younger teacher who has been at the @ditegnly a few years. It is his

second appointment. He teaches mainly senioreddsast also teaches a Year 10 class.

1.5.1 Qualifying success

Although the emphasis is clearly the OP’s as aitatdr of success, there has been no
push to improve the number of Op1ls at the expehdedess able students; however,

strategies have been put in place to achieve mpie.O

Opls is the strongest indicator of the cohort.w8ien the Director of
Studies discusses how they're going, the bestatoligs the number of
Op1ls they have at that time compared with pastagoWwe're always
looking at how we can tinker with our model.

1.5.2 Achieving success

Ben highlights the use of statistics to inform tog's on their performance as a key
method for achieving success. Again the focusasatttountability of the students rather
than the accountability of staff. Comparison is mbadtween year levels and a personal

perspective where boys are compared with peoplamiheir own cohort.

They get their cohort information from the DirectrStudies and their
personal information, they then get feed back tangative OP within a 2-
grade band.

This leads to discussion, and importantly as he gemmpetition within the group. The

teachers try to harness this energy in study graags “Following that is the competition
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within the group, the boys motivate each other wihery see it, when they hear it. They

work a lot better as a group”.

The use of first hand data in informing the boysasn as a key motivating factor in the
boys achieving success, especially when they an@rskthe comparative data with others
in the year group. The use of competition, godirsgtand action planning with the
students is done to great effect. “That sort abiinfation is very powerful, much more
powerful than learning a specific grade, it giveanh perspective of where they sit in the

cohort.”

Ben also alluded to the overall academic natutb@tchool and its perceived strength in
this area: “This school provides an academic pagtiviather than enrolling brighter
boys into the College to achieve further academécass, Ben encourages getting more
out of the boys that they currently enrol:

Improving the boys we’ve got, it's not just the teypd, it's the middle

supporting the top end. If the averages and didiohs are there, then we’ll

help boys go from fives to fours. The magic numbeuwus is seven, if we

get 50% of boys scoring 7 or better then we've hadry good year.
Staffing was also a key area for Ben, at Year XRarYear 10. He felt that Year 10

teachers should have had experience at Year I#gaould inform the boys of

expectation and the content of Year 12.

1.5.3 Effect of Media

Ben made mention of the statistic data in@wairier Mail. His interpretation of the
reasons behind publishing the data spoke moreeafethewed push for accountability

measures in a public forum
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That was meant to send a message to the schoot@di@tability it was
meant to raise discussion on state school versugavernment schools,
girls single sex education went pretty stronglytost

1.5.4 Teacher Accountability

Again, Ben confirmed that there is no aspect df stealuation using high stakes data.
Moreover, the data is used as a lens to view theeaement of the boys and bring them
to account. The emphasis is across a year levedrgtan teacher’s individual classes.
The approach of one-on —one conversations witlh\stadse classes have underachieved
was seen as “Let’s talk about what's happened ur gtassroom. Have there been boys
who are disrupting the learning process? How cahelg?” This was interpreted as a
collegial supportive process, rather that a meetihgre teachers would have to defend

themselves.

1.5.5 Academic Climate

Although the school strives to produce well-roungtedng men who live with Catholic
sensibilities, Ben contends that the primary foauthe school is academic success and
he cites boys who have been suspended for a laamtaolemic rigour and disruption of
lessons.

Academics are the focus of the school, the boysvkhat. If they are

slacking then consequences will occur, they wiEl@rivileges

1.5.6 Christian Brothers’ School within the GPS
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Ben speaks of the place of CBC Brisbane as a GiniBrothers’ school within the GPS.
He is happy with the duality of the schools idsntitromoting excellence at a Christian

Brothers School in an association of other grelabvals.

There’s a strong correlation between the GPS aadeswic achievement. |
feel that the GPS system promotes excellence, lexcel in everything.
Excellence in sport, in academics, music, cultdedating. | feel that the
boys really feel that sense of excellence and thest work and achieve to
maintain that. There is a very strong tradition #rat is always brought
back to the boys. “ This school is founded by trefathers in 1875 to carry
this forward, through assemblies, academic aw&diege Hall which has
proud memorabilia of what the school has achieved.

1.5.7 Summary

Ben reiterates the commonly held notion that tleatgst indicator of the success of a
year level is the number of OP 1s they producesetjofollowed by the median score
“magic number seven”. Ben saw student accountgbilie extensive use of comparative
statistical data and competition amongst boys gdadators in achieving academic
success. He agreed with the school’s perceivedapprto teacher accountability of a
conversational collegial approach rather than droatational, statistically based
assessment of the performance of members of $tadfschool has a long history of
academic excellence. Maintaining those standarparisof the role of each boy who
attends CBC Brisbane in Ben’s view, a messagegrstongly endorsed by the College

leadership team and broader community.

1.6 Teacher 3: Colin

Colin is an experienced teacher, with a successtulrd of academic achievement at the
school. He has a leadership position that allowstbhimake changes in what is taught

and how it is taught.
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1.6.1 Defining Success

Colin did not make mention of the current focusQils as a prime indicator of success,
rather his basis for academic success was on tinessachieved in the QSA rather than

the student’s overall or QCS performance.

| was asked one year by the boss how many VHA’sr{\High
Achievement) we had got. | can’t remember the eraatbers but about
26/80 that year was very good

1.6.2 Achieving success

In explaining CBC Brisbane’s academic success,nairew upon a number of sources.

The biggest change that's been made in the lasbauof years; ... the kids

no longer poo-poo academic success. If you achigged academic

success you were seen as a nerd, you weren't foitue orowd. But over

time, and it's been quite some time, maybe tensyeamore, now the kids

see academic success as important and the acaadigimiachievers are held

in high regard.
In Colin’s view promoting academic achievement eaiding the academic profile of
students within CBC Brisbane was central to scimplovement. Colin holds the view
that celebrating Rhodes Scholarships with spessgmblies, identifying and praising the
students who achieve OP 1s, and giving academiodaviar those achieving A grades

from Year 12 through to the primary students aied the profile of academic study at

CBC Brisbane all aided in the process of raisiregabademic profile.

Colin is able to have control of the subject matié@ight in his course. He intentionally

teaches the boys much more that is taught in aittevols. He sets the “bar high” to
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challenge motivate and keep the students interesttealestingly, Colin suggests that
students will, quite pragmatically; take a parteautourse because it seems to achieve
academic success on a regular basis. However rgtuae not told to undertake
particular courses for them to achieve Op1ls. Tleatgr use of career guidance and
increase levels of informed choices were also roaeti as another area of academic
improvement. Teachers are also giving their timeitor students before and after
school, as Colin mentions; “Tutorials are offeredoas a range of subjects, they're
advertised on the website so the kids know whadjgplening when. There’s some peer
tutoring as well.” Something as small as changirgrtame of Awards night to Evening

of Excellence is also seen as significant.

Importantly, CBC Brisbane doesn’t take chances wii#tifing. Teachers with four or five
years experience elsewhere were employed rathemiha graduates. Colin suggests
that, “All the teachers we’ve put on have had toverthemselves somewhere else first.”
In this fashion the teachers taking senior claagesdy have a number of years

experience.

1.6.3 High Stakes Testing

Colin explained that he specifically changed hiseasment pieces in Year 12 to have
50% multiple-choice components. When other stafehzhallenged him about this in the

past he replies:

| just put it back to the QCS. QCS has four pap®rs,multiple choice. Tell
me what percentage that is? What we’ve done ifutiier science, there’s
CCE’s and we try to incorporate as many of thetetime junior of science
and dimensions of learning into the curriculum. kié&e tried to keep the
terminology the same from Year Five to Year Ten.
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1.6.4 Accountability of Staff Members

Colin makes mention of the reliance on Heads ofifato address issues of teacher
accountability. Again, the feedback given is naddzhon statistical data of their student

performance, more so a focus on classroom manademen

The head would use the HOF “ Go and keep an eg®@md so”, generally
because of poor classroom management. “Go givgupa hand”.

1.6.5 Dissonance between Christian Brothers and GPS

When asked if there was any dissonance betweeg belhristian Brothers’ school and

being part of the GPS, Colin was very clear.

| don’t think so, be the best person you can halirespects, whether that’s
academically, on the sporting field. | can’t seg alash there what so over,
we do the other bits and pieces

Moreover, Colin goes on to say

You make the most of the situation you'’re in anchghe most from it;
you're being un-Christian if you are not making thest of the situation or
interfering with others to hinder them.

Colin echoes the sentiments of a number of staffeatCollege; he contends that a social
responsibility is incumbent upon the boys at CBGlBane. The words of the Acting

Principal “ to whom much is given, much is expettseem to resonate in this passage.

1.6.6 Summary

283



Colin listed a number of changes that have beereroadr the years to ensure CBC
Brisbane’s continued academic success, these extlwtiole school assembles and
awards celebrating academic success and raisingafiee of the studious boys rather
than focusing on the sport. He seeks to set tha@igarand push boys beyond what would
be expected at other schools. He has been insttahiemputting key skills into junior
syllabi and creating assessment items that help With their QCS scores. Colin can see
no points of dissonance between bring a Christiarthigrs’ school and being part of the
GPS system. He maintains that the GPS encouragdenae and the Christian Brothers’
encourages students to make the most of their typpties in that culture.

1.7 Identifying the themes from CBC Brisbane

During the course of the data collection at CBGBaine, | interviewed 9 members of
staff including the Headmaster, the Director ofdss and seven staff members drawn
from different Faculties and roles. They includenuse Heads to Heads of Faculty and
teachers without positions of leadership. In thecpding sections | have drawn out the
themes from five key interviews. In this sectionill include an overview of the site and

| will place the themes in the context of the reskdy addressing the research questions

using the themes.

1.7.1 Overview

It appears that members of the teaching staff & BBsbane are happy, collegial and
supportive. It is apparent that they enjoy a vargdjlevel of support from each other and
from the CLT (College Leadership Team). Many of tembers of staff are long serving
especially those teaching or managing at the séxwvet. Their perception is that their
students are motivated and eager to succeed sethar level. Whilst successful at Year
12, CBC Brisbane does not at present meet the asadéandards of Brisbane Grammar
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School (selective entry) their main competitorret highest level of academic
achievement. Whilst public perception of CBC Brisbas excellent, The Courier Mail
cannot differentiate between it and a regional €mlon a score of O/P’s 1-15. Most
feedback protocols at CBC Brisbane supply feedbasikudents rather than to staff. A
great deal of time and effort goes into supplyingdwith feedback about their exam and
test results; the emphasis is student performatbenrthan what teachers can add to
their students. If students succeed, members fifpgeceive that the students have
achieved it by their own merit, likewise if theylfeo meet expectation it is by the

shortcomings of the student rather than the atigaor input of the teacher.

1.7.2 CBC Brisbane: Research Questions Answered

Question 1: Have members of staff changed thethiag to achieve academic success?

Teaching staff seem to be organised in their agbroa

Increased use of ICT, data projectors are now usgtbst classrooms

Teaching is aimed at the higher end of the cumiitylmore rather than the lower end.
Curriculum has been changed in some cases to ofalknd reduce boredom; this was
initially a response to poor classroom behaviour.

Students are challenged above state expectation

The “CBC Brisbane way” is understood to be more aeting than the norm e.g. Year
12 Chemistry teaches Fuels that is beyond the safopermal courses.

Accountability of students is high, senior studentparticular are given a lot of feedback
and are expected to act upon it.

There is a program to highlight weaknesses in tingesit’s content or skill base at Year
12 and address them before the exam.

Each subject has their own study design that hhs tetted by the QBOS a very
stringent approach is taken to content. Howeveardbes not extend to prescribed
pedagogy.

The senior school subjects are based on bookblets g0 students rather than a reliance
on textbooks. Members of staff produce the booklets

They aim for excellence in their courses and thatcomes.

There is an aim to work smarter rather than workléawith a greater reliance on ICT,
IT support and tight protocols for feedback to stug.

Weaker students are withdrawn from normal EnglisMaths classes and hot housed
with an aim to just get them to pass. This has Ihégily effective in small classes
turning around the fortunes of a number of failgtigdents. It is unlikely that students
will fail at CBC Brisbane.

There has been a focus on the teaching of higluer dhinking skills with staff PD.
However, this has been a response to the requitsroéterminology at QCS level.
There seems to be little flow on effects in othreraa, however, these systems have only
been in place for a short time.
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There is evidence in a number of subjects thaQ@& language has proliferated down to
year 8. Science is a good example of this wherexpécit teaching of Bloom’s
Taxonomy terminology has been a focus.

There has been a general focus on classroom maeagesther than pedagogy.

A noisy or unruly classroom is frowned upon and lbeen a focus for senior
management

The next step seems to be a focus on the way iohvthey can teach the class now that a
settled learning environment has been established.

There has until this time been no focus on excedlef pedagogy rather a link between
classroom management and the learning climateea$¢hool.

la. Sub question: Does teaching to the test occur?

To answer this question we need to delineate betteetwo aspects of testing at the
senior level, the QCS and the QSA.

QCS

Time given over to specific exam preparation

4 mock examinations through year 12

Whole year level assemblies explaining the strectund format of the exams

Specific team focuses on exam preparation

Comprises of core thinking skills that cannot begtat in the normal curriculum

Should be accessible to all students regardlesofsubjects chosen

However it is more difficult for those who haveteosg arts/drama/expressive arts
background

The curriculum has been changed in parts to prdpatae QCS.

Seen as very important amongst the normal teadtatfas a result they are supportive
of the time taken to prepare for the QCS.

Time taken to prepare the students for QCS is egtuziged because it boosts the
student’s marks across the board.

Attempting the QCS is a skill in itself. 4 papendwo days. A writing task, two multiple
choice.

QCS team gets together after the mocks and lodeskinhg skills and addresses them as
whole year level.

Curriculum broadened advantage of the studentsoWaset of subjects will work
against them in QCS

Explicit use of terminology included in the norncalrriculum. This process has started
and is to be developed over the coming years.

However, students capable of the harder subjeetsrazouraged to pursue them in order
to achieve a high OP’s.

Past paper questions used in mocks.

By definition this is teaching to the test in itsr@st form. A necessary evil to help the
other subjects and the students primarily.
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QSA

» Since members of staff have to prepare the papers is no great use of past papers.
E.g. maths where 4 problems are used to delinbatsttidents. A straightforward one
that graduates in difficulty. Difficult to keep camg up with new examples

» Director of Studies has written a book of thesebfmms.

* There is a widespread use of revision sheets #wthe same language as the exams and
prepare the students for the end of year exam.

* No mocks for the QSA.

* Not a huge emphasis on preparing for the stylexafreencountered at the end of the
year.

« Exam style and content is not explicitly directedte students, however, there are
somewhat subliminal messages that are derived tloenteaching cues of the teacher.

* There is no shrinking of the subject curriculumadese they set their own agendas, in
fact there seems to be a broadening within subjects

» Students are encouraged to keep a broad set @cssitiproughout their schooling.

* However, because of the large amount of conteshtra tend not to stray outside the
set curriculum.

* There should be no surprises for the students wiensit the exams. Teachers know
what the outcomes are and teach stringently to them

* There seems to be an emphasis on classroom manatgather than quality teaching or

pedagogy.

Question 2: How does the teaching staff perceivéhats employed?

« The methods employed to improve QCS are well supgor

« The QCS scores can either help everyone or huryewe.

« The QCS is “the biggest team sport at the school”.

« The members of the teaching staff see how the @pfoves core skills as a spin off;
however, it is primarily seen as a hurdle for thelents to achieve good OP’s.

» Teachers appreciate and commend the work done bBkbwn Quinn and the College
Leadership Team (C.L.T.) in preparing the boys.

* Their academic results and standing in the broaolemunity is a source of pride and a
point of difference between them and their compegiin the Catholic system and the
GPS.

» Teachers are supportive of the system becaustsitlggr students a good OP and
therefore gives them options in terms of University

* There is no specific pressure applied to individiuddject teachers in QSA subjects.

* If there is a problem with marks it's the studemisponsibility, and likewise if things are
going well it is down to the students not the staff

* There is no statistical feedback to inform teadftactiveness based on QSA or QCS
scores.

» If staff are perceived not to be performing HOD'€Hs will have a “quiet talk”. There
Is no formal review policy linked to exam success.

» Director of Studies trying to put together a “Yd& Team” of senior teachers.

* There does not seem to be external pressure drnctadrform well in the QSA, success
linked more to professional pride than outsideuafice.

* There is however a large pressure on the studempisrform in the QCS.

* The bulk of the responsibility for performance e tQCS is born by the Director of
Studies. However, as the role has expanded, shiedeaisable to exert more influence on
the process and the results have improved.
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What happens if Director of Studies moves on? Hhagse processes been embedded on
a systemic level?

There is pressure to perform from prospective garéihe question is always asked,
“How many OP1s did you get last year?” This is aarete measure used by prospective
parents.

The pressure that is exerted on the students iexasted on staff.

In comparison with other schools in the GPS (GR¥atate Schools) CBC Brisbane is
academically very good. The only one that is beitea wide range of measures in
Brisbane Grammar School. They get a huge numb@Pdfs whilst CBC Brisbane get
between 10-15. The highest was 21 OP1s but thise&s as exceptional. BGS scores
seen as unattainable.

There is a sense that they cannot rest on the®lklyou cannot keep running the old
reels”

Question 3: Given the charismatic nature of thesthre there any points of
dissonance?

There are no points of dissonance between being& &thool and a CB’s school.

They see themselves as preparing the generatieadadrs to represent the
underprivileged rather than educating the undetilpged themselves.

However, there are movements to offer scholardiipalented students who may not be
able to afford the CBC Brisbane Education.

It is quite Jesuit in it's feel

Unapologetically dealing with privileged studentg bducating them in the spirit of
Edmund Rice.

They are not elitist but they are committed to édroee. Look at their mission statement
drawn from the Christian Brothers’ Charter (2004).

The students are encouraged to do work in the cantynand overseas in response to
hardship.

The treatment of staff is through diplomacy and.t&bere is an emphasis on
consultation.

Question 4: How can these methods be employeditaceedissonance and improve
academic success?

Staff are comfortable perhaps too comfortable.

The staff are long serving, low turn over of staff.

Probably need to introduce some feedback protacstaff.

The aim is on student accountability.

Professional development could be aimed at pedagbtpe middle and lower years.
PD for exam success and preparation at Year 112rduld also be an option. Great
teaching going on in the school but in isolation.

Who is doing well? How are they doing it? Enlightghers and get them to mirror
successful strategies.

Staff PD could also focus on QCS skills and hove¢hean be infused into junior
teaching practice. If QCs thrives on good thinkskgls this can only help the students in
the long term.

Staff are currently threatened by feedback, anypgbao protocol needs to be managed
carefully and systematically.

288



» Perhaps need to look at who is teaching at QSA Bwe make some changes.

APPENDIX 3
RESULTS FROM CBC MELBOURNE, VIC.

3.1 Introduction

Appendices 1, 2 and 3 present an interpretatidheoflata collected in August and
September of 2006 at the three Christian Brotheckools in Brisbane, Adelaide and

Melbourne.

These appendices draw out themes from the intesvaawl data collection that have been
previously identified and used in the research gores. The data is interrogated in detalil
to draw out themes that have a bearing on teaesponses to high stakes testing.
Unexpected themes or disconfirming themes areidéstified and reported. The themes
were derived mainly from interviews and data cditectpractices informed by the
research framework and underpinned by the liteeatewview. This section is reported
using the interviews of the Principal/Headmastere®or of Curriculum/Studies and two

or three other members of staff.

Each school is treated separately in Appendic@sahd 3. A summary for each school

and how the themes answer the research questiadgiigssed. Unexpected results and
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disconfirming results are reiterated and collatedfdrther examination. Appendix 3

presents the data from CBC Melbourne, Melbournetodvia.

3.1 Headmaster: Mr. Collins

Mr Collins had been at CBC Melbourne for ten ye#rstly acting as Deputy
Headmaster and for the last three years as HeaglmBst has an in-depth knowledge of
the changes that have occurred over this time.ddéraies to have a very hands-on

approach to the academic nature of the College.

3.1.1 Academic Nature of the College

In assessing the academic climate of the CollegeCdllins was keen to point out the
expectation of the boys and parents in regard peeed career paths and goals post
secondary schooling.
The bulk of students will go onto tertiary studye toulk of those university.
Very few go straight into the workforce.
The academic focus of the College has been stnoagndluences many aspects of the
fuller life of CBC Melbourne. Academic expectaticare deliver to the boys by many
means and in a variety of forums.
It has been the focus of the College. It has aditdieen a focus of the
leadership team and then that has fed throughetpdktoral and curriculum
committee and improved academic performance habeaest a covert
message, it has been overtly stated that this & wh were trying to do.

As Mr Collins pointed out, it has been strongly dexd and repeated often, “We’ve been

unapologetic in saying we want to do well.”
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3.1.2 Defining and Quantifying Success

In quantifying success, Mr Collins used a broadsueaof success that encompassed the
hopes for the whole cohort, but also recognisetittieaachievement of the leading
academic students was important in taking the ¢alpto higher levels of success. He

was also in no doubt of the significance of theva40 scores to the media.

We can rely on a number of measures...the figurenBppiest with is the
percentage of enters over 80. That's clearly bevatia boy will have
options...70% of the boys getting over 80 is good$1évo drag the cohort
however, we do need the performance at the veryTiogre is legitimacy
for all those others measures that we use; the aumlihe top 1% of the
state, the percentage of boys with studies scams4®). That last one is
probably the one of least statistical importancs,iis the one used by the
press and the one that has been used for the langes

3.1.3 Effect of the Media

As alluded to, the effect of the media, particyldhe press in Melbourne has had a great
effect on school and informing prospective parefhthie relative academic success of all
schools in Melbourne. Mr Collins was both awar¢hef influence of the media and the

positive effect it has had on the academic reputatf the school.

There is no question that the press exerts a ggnifinfluence. Our
reputation as a school with a strong academic pegnce has been
enhanced dramatically because of the attentionewegeived because of
our top performance.

3.1.4 Teacher Accountability

Measures of accountability at the school have takeariety of forms, but the most
enduring are the use of the percentage of studgsabove 40 (widely used in the press)

and the teacher value added scores. The goaldarcthool set by the last Headmaster,
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was that across the school 25% of students shahié\ge a study score of 40 or above.
This is often referred to as the Wilding line. Mollths contends that whilst the Wilding
line was initially seen as unworkable, it has bee@meal expectation and goal for

students and staff members.

When the previous Headmaster set the Wilding lineas scoffed at as
unrealistic. It has been accepted as a benchmdnkinvstaff has been
realistic and the boys

The use of statistical data has been used sindath&#990’s and it was flagged by Mr
Collins as a key method for informing practice &elding back to staff. Mr Collins spelt
out the method by which members of staff are infainHe pointed to involvement in
VCE marking as powerful professional developmenttiose whose students have

underperformed.

There is more accountability to our boys than te dffice. The willingness
to reflect on how I've taught something to makeesinese boys achieved a
result commensurate with their ability. Getting smme to reflect first,
looking at the group of boys who didn’t perform asking what could have
been done. Is it that they need to go and mariadper? Were we’ve had to
we’ve moved staff as well.

The use of statistical data to evaluate the perdmca of staff is a strong theme at CBC
Melbourne. It is used to identify high achievingféand to give a quantifiable measure
of underachievement where necessary. Mr Collinertefthat senior teachers do
experience a lot of pressure, but he felt thatwiétsin the nature of teaching the senior
boys. He explained that from both personal expedeand anecdotally, self-imposed
pressure should be in the nature of the senioh&amnd that if you didn’t enjoy the

pressure you shouldn’t teach VCE.

It is appropriate that we give acknowledgment &ffstbut | think we
genuinely need to analyse. There is more presaueaching VCE, | don’t
think you ought to be teaching VCE if you're noepared to put yourself
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under pressure. You should deselect yourself ifdanit want that pressure.
In a whole range of subjects there are people gagimen the knowledge of
what the expectations are and the discussion®tcat and the fact that
results are closely analysed we have got peoplagashen can | get my
chance at it.

It is very important to note that even given théeagive use of statistical feedback, the
public scrutiny and high-pressure environment acplfor senior teachers, there are a

large number of teachers waiting for an opportutatieach VCE.

3.1.5 Student Accountability

Whilst staff members are reported to feel presbora the Leadership team or self
imposed pressure to get results, the students gteassare under pressure to perform
from teachers, the leadership team, parents andtfie comparison made between their
year level and years gone by. Each year level si@8é has improved their study scores,
2005 being a record-breaking year. As a resul2@@6 cohort experienced an added

weight of expectation.

If there is a down side, the year 12s said this ffegy felt under pressure because of
what happened in the last few years of results. welver, some pressure is good.

3.1.6 Achieving Academic Success

The process of achieving academic success hasab@erade long process. It has been
achieved using a wide raft of strategies based/stemiic, pastoral and classroom-based
practice. Mr Collins took time to list quite a fdwt he stressed that these were ongoing
and that the College was not yet the finished lartide stressed that the culture of the
school had changed significantly in the decadejgelthange achieved by incremental

steps.
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We've shifted school culture in terms of expectasiinterns of things like
classroom climate...what's acceptable in classro@regemic climate
done to a particular level right down to year & bHoys taking examinations
seriously right the way through. The Headmaststigly Awards, the
academic insignia, the Duane awards, boy recogniéiod inclusion in the
newsletter, to the expectation that it is gooddawtll. As a leadership team
we have continued to innovate with a range of thimgterms of extra
support from the Café Academus to the individuahtoeng, to the
leadership taking on 60 extra students that weghbwere in the middle
band to be pushed ahead; the study hall conceptsyithingness to go to
other schools...

.... The Teaching and Learning Committee, tryingotklat big picture and
the improved links between each leg of the schia've tweaked and
changed year after year.

Mr Collins was quite clear that the boys are ngiemted to work in isolation. He was

clear that the boys must be encouraged and foclmystx staff.

It must add something.... you might say it's up terthto do it but | don’t’
accept that.
Over the last decade, a high priority has beemtiadity of staffing at the senior level.
Mr Collins and the previous Headmaster have endeadao bring in high quality
teachers and create teams of teachers in eactcssbjthat no one was teaching in

isolation.

We've tried to create teams so that there is rsmg@le teacher teaching

Year 12. We have virtually managed that acrossudl]ects.
In terms of school culture, Mr Collins explaineatithe students have always felt an
intense loyalty to CBC Melbourne. Coupled with gpmy and cultural success the
extension into academic success only added tatigness with which the boys view the

College.

| think our bits of success sporting wise and aalty, all these things
develop a sense of the boys enjoying being atdhed.... the loyalty of
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the boys to the school is extraordinary. That sefg®nnectedness and the

way boys relate to the staff.
Exterior influences may also have an effect onctheate within the school. The broader
community has high expectations of the studentiseaCollege and Mr Collins feels that

this also has a motivating factor on the boys.

There is a sense of momentum, the reputation afcheol in the wider
community is strong, I'm sure that has an impactienboys and the fact
that becomes self fulfilling

3.1.7 Using High Stakes Data

Since the late 1990’s the study scores of studerdgach class are used to generate
statistical data to assess staff. Staff are erhgarded, acknowledged or asked to

account on the their results depending on the gehent of their students.

| am certain that staff owning their own classed e results that their
boys get has been crucial. Whilst it's more commow the work we’ve
done relating performance in a year 12 subjectd@H\T (General
Achievement Test) scores and relate them acrogsdsiand so you can sit
down with staff and see if boys have performedairtsubject
commensurate with the abilities of the boys inghibject and ask people to
reflect on what could have done differently mustehhad an impact. It
produced some real angst, the hardest interviewsddtave been the ones
from 1998-2000, because by the time we got to 2#iple’s acceptance of
the fact this was a reasonable assessment of #newas there. There has
been less angst but there still is some.

3.1.8 Reaction of Members of Staff to use of Higak8s Data

Mr Collins is very aware of the impact of the uséigh stakes data. He has not taken the
decision lightly but teachers have been movedearii@ classes and the data has been
used to inform these decisions. But he does poistitcess stories where teacher have

succeeded at a later date having made some chiantipesr teaching practice.
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Some people have been disappointed when they lgarerboved off. It is
unguestioned some have bounced back. They haveagemeand there are
instance where staff have been taken off year fizoeen given another go
a few years later.

3.19 Responses of Senior Teacher in the Classroom

Whilst the College was at the forefront of usingtistical data in terms of value added
analysis, Mr Collins points to a conservative apploto classroom practice and school

structure with an emphasis to quality teaching laaching.

Wide range of how people teach, we are relativehservative. There is a
Middle School Studies coordinator, Middle Schoald#s convener; exam
technique has become part of the normal experiehtte boys. The exams
have a high degree of integrity as a measure dbdlyés performance.

3.1.10 Effect on Middle School Teaching

One of the reported effects of the use of highedalata has been a shrinking of the
curriculum and an emphasis on examinable skillsCidltins contends that this has

occurred to a degree.

| know it has been a criticism of us externallytthva are too driven by Year
12 results, and that therefore the teaching stylésnd 8 are dominated by
what we want to achieve at Year 12. That is whatendoing but we need
to be careful that we don’t become a little tooroax.

3.1.11 Christian Brothers’ school in the APS

On the question of dissonance between the ChriBtiathers’ approach and the

association with other school in the APS, Mr Cdllia very clear. He acknowledges that
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there is tension but this is of mutual benefit ®GMelbourne and to the other schools

in the APS.

Healthy tension and it is a tension. | am at easie it If you look at
Edmund, he was financially astute was able to thadigns of his times,
and look at how best to achieve the result thaidinbthe advantage of
many. It seems to be lost the fact that Edmundféagbaying as well as
non-fee paying students in his school. Both weraathge by the mix.
The role of CBC Melbourne as seen by Mr Collins tiegeloped over time but it has
become a place where leaders of tomorrow are egtlicitis a goal of the school to
produce leaders in the community who will champgio® poor and marginalised.
We are producing young men that will have lead@rsblies within the
community. We were founded to have a major impadtdelbourne. If we

produce young men with a social conscience thear@etaying true to our
origins.

3.1.12 Summary

Mr Collins was clear about the high academic asipima of the students, the College and
the parental body. He maintains that there isangtacademic focus, which is regularly
reinforced through a raft of communication systeémstudents and staff. He measures
academic success firstly by the percentage of baysng an Enter score of 80 or above.
He is also aware of the importance of the top atéclstudents achieving high marks in
order to “drag the cohort up”. He quantifies thysebfocus on study scores above 40. The
“Wilding line” sets a target for all teachers ta §8% of their students above 40.
Interestingly, the media reports very heavily oa tlutcomes of the final VCE scores and
the percentage of 40+ scores is a key measurecoéss. Mr Collins contends that the
attention of the media has been a key contribattiné increased public awareness of
CBC Melbourne and it's renewed perception of th€ge as a strong academic

institution. Teacher accountability is a strongnieedrawn out in the interview. The high
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stakes nature of the VCE is spelt out by the ingation of student’s VCE results to
assess the performance of teachers. Teachersa@meraged to reflect on their
performance in interviews based on hard data gte&men the VCE results. Mr Collins

is keenly aware of the high degree of pressurebfetienior teachers; however, he points
out that not only is this a healthy and sometingdfsisduced pressure, there are many
teachers at the College eagerly waiting for a ceaadeach VCE. Whilst the senior staff
members are subject to intense statistical scrutitgre are fewer accountability
measures of this form directed towards the studd@imsir measure of accountability is
derived from comparison with years past. Since 1988y year level has “beaten” the
year before. In 2005 the VCE students posted resmoces and the senior students of
2006 felt under intense pressure to perform. Theachof this use of high stakes data
have included the removal of staff from VCE teaghamd an adjustment of junior
curricular and pedagogy to led to success at Y2aH& acknowledges that there is a
tension between being a Christian Brothers’ schotile APS. Mr Collins also spells out
the strong message of leaders with a consciencéharmteparation of more affluent boys

to serve the community through their actions latdife was again reinforced.

3.2.Director Of Studies: Mr. Matthew Christian

Mr Christian has been at the College for sevensyesrving as Head of the English

Faculty before being appointed in his present fidkehas been heavily involved in the

pursuit of academic success at the College anthkatuted a wide range of measures to

both increase the effectiveness of staff and taaidents in their academic endeavour.

3.2.1 Academic Nature of the College
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Mr Christian notes that the students that are@#dato the school are drawn from quite
affluent and in some cases privileged backgrounhls.expectation is that on the whole

they will attend University and that:

They (the students) expect to achieve.

3.2.2 High Stakes Testing

Mr Christian cautions that whilst the data useth&asure success at the College, the

Value Added Scores and the scores above 40, istiedist in nature it can still add to

the full picture of the performance of a teacher:

| use these data as a piece of the puzzle...anddtiainly a reflection of
the teacher’s ability, capacity and performance.

He contends that although the full picture canmotlérived from the data, it can form the

basis for an interview or structured discussion.

One has to be very careful how you use these d#testaff. You need to
set up a context which is challenging but not toeatening

Mr Christian is clear in the fact that the datad$ used in isolation. It informs the

process and gives a basis for discussion butsgadiecisions particularly are not based

solely on the outcome of the value added scordéseoabove 40 scores.

What I'm interested in is the story behind thosghtor low marks.

The reason why these measures were introducechamdihdset of the last Headmaster

still resonate through the use of these data asuptd Mr Christian. He contends that
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the previous Headmaster saw that the potentiadtients and their actual results did

not match up. He introduced the wide range of avérlassessment tools in:

A genuine desire to lift the academic standincghef$chool ...because it
was not performing at it's best.

3.2.3 Effect of High Stakes Testing

Mr Christian again reiterates that although thesta dre not the only indicator of a
teacher’s ability and application they have beerduss a basis for discussion with staff
and to flag teachers who may need help with th€iE\teaching. He has had interviews
with staff that have lead to staff taking on VCErkmag, visiting other schools, attending
subject conferences, and as a last resort, merobstaff being taken off VCE teaching.
He reiterated that taking staff members off VCE waast option; however:

At some point nothing is going to make a differenc

The actual teaching method employed by staff hes @langed over a period of time. He
highlights the increased use of past paper examimgtexplicit teaching of exam

technique and the use of assessment tools thairrtiie examination.

Teachers are much more prepared to network, mucé prepared to be
involved in subject field; there is an urgency.

The effect of high stakes testing Mr Christian aosdas had an effect further down the

school. He contends that the effect is seen mostadly in the approach to examination.

Whilst | don’t agree with treating every year leliké year 12 there has
been a proliferation of the language of assesso®mh so that they
understand that language.
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Mr Christian asserts that the value added measwmpowering for staff rather than
demotivating. The idea that we can quantify thefiluence and show the massive
positive effect a teacher can have on the outcdardkleir students should be a boon for

those teachers, particularly those who teach geedble boys.

3.2.4 Teacher Accountability

Although mindful of the effect that some of thedlear assessment measures have on
staff and the fact that moral could be adversdigcaéd, Mr Christian is clear in his view

that:

Everything we do as a school must be refractedutiiraghe prism of that
everything must be done for the benefit of the boys
In saying that he points out that the value addedesis now based against the scaled
score rather than the raw score which mitigatedhagaubjects like the languages and
Specialist Mathematics that are by their very reaharder for students to achieve high

(above 40) scores.

He contends that the mindset of senior teachershesged. Their approach to the year
as a whole is mindful of the high stakes naturthefassessment, both assessment of the

students and of the teachers themselves.

| think the way they (the teachers) approach ttee iteelf and the lead up to

the exams has changed, there is that sense ofrdabdity.
The message that senior teachers should expectébkalts to be reviewed is again
explicit. When taking a senior VCE class at CBC beirne, Mr Christian acknowledges

that the teacher will face extra pressure, but lgekgep asking to take the classes.
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They do see that their results will be scrutinisedtudents expectations
have also grown as a result.
The process of using the high stakes data inva@wesnterview with the Headmaster and

the Director of Studies and as he puts it:

It can be very confronting.

He explained how the conversation leads througheapdsition of the results and the
statistical unpacking of the data, an offer of Hedpm the College in terms of developing

a plan for professional development and a serigesilestones to revisit.

Is there anyway we can support you? Do you wanisib other schools? Do
you want to mark VCE exams? We highlight a rangeptions. | try to
make it as constructive as possible. It's abouihgeehat they need and
how we can help.

3.2.5 Achieving academic success

Mr Christian asserts that the effect of the teacmethe scores of the students is
enormous. With this in mind, he contends that teamic improvements seen at the
school have been strongly influenced by bettersctassn practice. In turn, classroom

practice has been influenced by no small meankédsetassessment procedures.

Mr Christian reports that the use of former studesitalso seen as a key component in
the school’s success. A student is invited badptak to the boys on last year’s paper,
preparing for the examinations, coping with exarasst and the technique of sitting an
exam. Before and after school classes are run. Bafdemus (breakfast study club) and
Intellectual Strength and Conditioning are twold hew initiatives. Teachers are

strongly encouraged to run exam preparation claesbe pre-exam study leave period
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and during holidays. As a leadership team the fb@ssalso been strongly aimed at

putting the right person in front of the class anehting teams at VCE.

Getting people in the right position at the righie in the right teams.

In light of the academic gains made over the lasade Mr Christian believes that the
future use of high stakes data at the Collegesasrad. If they were abolished tomorrow

he couldn’t say whether the scores would drop but:

They certainly wouldn’t go up.

3.2.6 Summary

Mr Christian states clearly that the academic matidithe school is high both amongst
the students and teachers. The use of high statasdsed on the VCE results was part
of the picture and is fully understood to come at pf teaching senior classes. The use
of high stakes data has to be set within a comtettte past performance of the staff, and
their personal circumstances during the year. Aracted series of professional
development opportunities are made available talégperforming” senior teachers
before a decision is made to take them off VCEsdasMr Christian suggests that there
has been a change in approach in the classroonh Moce time is spent focussing on
explicit examination preparation, the use of pagtgr questions and on exam technique.
There has been a trickle down effect with thesetmas being used in the middle school.
He maintains that there is a strong sense of atability amongst the staff, aimed at the
success of the students. However, teachers reraaimtb teach senior classes and there
are many waiting for the opportunity to do so. ldparts the strong positive effect of the
use of past students to instruct the senior bogstadxam technique and elements of

theory. Mr Christian suggests that the use of Biglkes data is here to stay, as it has not
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only been accepted, it is seen as a strong mainatiool to ensure ongoing academic

gains at the College.

3.3 Teacher 1: Andrew

Andrew has been at the College for over 20 yeagshd$ served in a wide variety of

leadership positions both pastoral and academic.

3.3.1 Defining and Quantifying Academic Success

Andrew was clear that the effect of introducing theasure of assessment to the school
had brought a new way of seeing academic succé4SE&t The language used by the
leadership team has become engrained throughostdfiend according to Andrew,
everyone is aware of the school benchmarks. Herig aware the “Wilding line” is set at

25% of students achieving scores of 40 or aboveharstrives to achieve this.

It's not a concept | had really come across thard above and value added
scores...whilst its not the motivating thing day &ygdthe reward to help
some one is great, but there is that awarenesssattre school.

3.3.2 Accountability of Staff

Andrew speaks from first hand experience of thes use¢hese measures of teacher
assessment generated from VCE data. He had beed faslan interview with the
previous Headmaster and been asked to explaintehy€E result of his students had
not been higher. He explained that he found thege® “confronting” but he had been

motivated to go away and try different methods ssted in the meeting. He had
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knowledge of staff members who had not reacted wwdhe process and had been taken

off VCE teaching.

Staff are much more accountable for the resultbeaf students now. |
don’t necessarily think this is a bad thing as welktaff can go one of two
ways, | chose to make a point and improve.

3.3.3 Effect of High Stakes Testing on Teachinghdet

Due to a heavy co-curricular load, a strong pakforais and other positions of
leadership, Andrew felt that before the value adstades and the focus on the 40 plus
scores, that his energy was not always channalledrtls the academic achievement of
his senior classes. He also point out that theelestip team emphasised his leadership
and pastoral role firstly and his academic contrdsuwas of minor importance. That
emphasis was quickly changed under the new Headmast

Prior to these measures my teaching was importaritrever really gave it

the focus that | do now. With the change of em@hbkave made a

conscious effort to improve
Andrew highlighted a number of steps that he t@okprove both his classroom
teaching and his understand of the subject. Herteimat he embarked on a process of
familiarisation with the intricacies of the examtioa process by marking VCE papers

and getting involved in schools network for hisjegh The VCE marking he states:

Was the best professional development | did to an@ithe marks.

As a direct result of marking, Andrew contends tiais more able to talk with
confidence about exam technique, use the languagamination and teach specific
exam procedure in every day classes. He also mgoeater effort to mark more

consistently and give regular feedback to the sttsdéde did suggest that this had made
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a major improvement in the standard of work offdogdhe students and had a direct

positive influence on the final VCE marks.

3.3.4 Christian Brothers’ Ethos and Christian Beoth School within the APS

Andrew suggests that whilst the focus of the sciwtdr more academic, it has not come
at the expense of the spirituality of the Collegéhe boys. Moreover, he attests to an
improvement in the pastoral care of the boys dvemperiod. He says that where once
CBC Melbourne saw itself as a caring pastoral skhiooould now touch all bases,

pastoral, spiritual, academic, artistic and coicultar.

There is great emphasis on serving the poor througfeach programs, tutoring new
immigrants to Australia, community service prograans fund raising. He acknowledges
the fact that we may not be specifically catermghe marginalised and needy in our

school, we are educating responsible, spiritualdeafor tomorrow.

He states that therein lays the reason why we ttebke in the APS system. If we are

educating boys in the lived experience of EdmunzeRive can be an example to other

schools and the students.

Not only do we belong, it is imperative that weédng).

3.3.5 Achieving Academic success
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When reflecting on how the school achieves acadsntcess at the senior level,
Andrew was quick to note that teacher’'s cominghogchool now would have no
appreciation of how far we have come in a relagiwlort period of time. The whole
character and atmosphere of the College had chéifrged the bottom up”. He points to
a tightening of classroom practice, examinatiorufpthe use specific exam techniques
in class and the very high profile given to thedsaics in school. The culture of

academic success has become in his terms.

Somewhat of a self-fulfilling prophecy, the studeate not only expected to
succeed, but they expect to succeed themselves

3.3.6 Summary

Andrew reflected that the language used in thee@elis very clear regarding its focus.
The academic nature of the school is foremosttldf members. His role as senior
teacher must not be impinged upon by positiongadérship, a mindset that needed to
change when Brother Wilding became Headmastemn kffart to improve the results of
his students he undertook VCE marking, which heemfs was the best professional
development he could have pursued. It enabled dispéak with authority about exam
technigue in the classroom and give students spéastruction regarding the emphasis
of examiners. He also marked more regularly anve gaore frequent feedback to his

students.

Andrew contends that it is imperative that CBC Meiitne is part of the APS, rather than
seeing any dissonance between belonging to thatcfeggon and being a Christian
Brothers’ school. The changes that he sees that fa&ken place at the College are varied
and wide reaching with the bottom line being tHbestadents are expected to achieve and

expect themselves to achieve.
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3.4 Teacher 2: Brian

Brian has been at the CBC Melbourne for ten yd4eshas held a number of positions of
responsibility including Head of Faculty and a pastrole. He was appointed by the
previous Headmaster and has experienced the fulligaf changes that have taken place

at CBC Melbourne

3.4.1 Academic Nature of the College

Brian speaks proudly of the academic strides tHee@®has made. He suggests that the

students are more academically inclined and thaseébeen a snow balling effect.

Our students are motivated towards success. |6s ¢ learn and be
academically successful. Parents expect it and &xysct it. It has become
a bit of a competition at year 12 to try and blatperformance of the year
before where once it was the number of sports meships now it’s the
percentage of students over 40. We have real\hszha golden age at CBC
Melbourne.

The culture of the CBC Melbourne has been chamgezhrding to Brian, past the senior

years.

Even amongst the junior students, they are mordegilo get really
engaged and take their exams seriously. The temahnércurriculum at
Year 7 and 8 really reflect a more academic fo¢ubealower years. We
didn’t use to be this way, but we have all workaddto make these
changes.

3.4.2 Quantifying Academic success
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Brian was again quite clear in how he classifigpad year or quantifies success. The

whole school message from the leadership teanoladdcal point for Brian.

The best year | had was really when a lot of myshggt 40 and above. |
was really pleased. The year | got over the Wilding | was very happy.
There was a lot of pressure | probably put on niyeajet over that mark. |
don’t really pay much attention to the value adsgeare, unless that is if it's
brought to my attention by the Leadership Team.

3.4.3 Teacher Accountability

Attesting to the fact that senior teachers are @utadle for the marks of their students,

Brian notes that it is not only the scrutiny of tbe marks that is his concern.

| am aware of how closely we are assessed usingdnks of the students,
particularly the high achievers, but | am also anthiat | need to really push
all the boys. The emphasis is on me to get evergthossible out of the
students. | firmly believe that the boys don’t hg&how their own potential
unless you really push them to their academic limit

He cites a number of sources of pressure for sésamhers and suggests that these have

a motivating factor.

You put yourself under pressure when you take a I@Es because it's
you against the exam. You really want your studemtget the best marks
possible. It makes teaching interesting. Theregasgure from the 40 plus
scores and value added, but that just keeps yamggeally. The students
expectation is high, you want to do well for theetause they want to learn
and achieve.

The pressure on staff according to Brian can ads@ ldemotivating effects. But he also
points put that people want to teach VCE at CBChidetne
Of course if you are not getting the marks no matteat you do, you would

be pretty upset. People have stopped teaching f®@Een asked to take a
break as it were. Some people have really bounaekl Wwell on the other
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hand through professional pride | suppose.... Howetiere are plenty of
people queuing up to teach VCE, the staff are ypdtven | think.
When asked to account for the changes in the sebnésar 12, Brian stated that there
were a range of improvements made but the ovegitdiator was the use of the 40 plus

score and the emphasis on academic achievemehe lyadership team.

The message was very strong, we were an acadehdoldast, and we
were classroom teacher above all else. We hadt tingelassroom right in
terms of climate, work ethic and results. Whenrtteasures were
introduced it gave us a concrete goal to shoo¢ven though we thought at
the time it was probably unattainable.

3.4.4 The effect on Teaching

Brian notes a wide range of techniques that he us®g to improve the outcomes for his
students at VCE. They are both classroom basedanel systemic approaches.

The first thing | did was sign up as a VCE marlkkeat really helped. It gave

me an insight into how to answer and manage therpaell. | also did

much more marking of students work. They appredidtand responded

well.... I don’'t have to chase work now it's all done

During class Brian is much more likely to teachcfie exam technique, draw from past

papers and pass on useful tips for exam preparation

| have really tailored my teaching to get the bbysugh the exam. I think |
was always pretty clear with content but | havédlyewiled the technique.

He does however, decry the fact that he can’t dareth subject or stray off the course as
students follow a specific line of inquiry because:

If it's not on the exam we haven't got time to koat it in class
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He points to other innovations such as the usédoboys and focussed lectures as a great
improvement

We really do that well (bringing old boys in). Teidents get a lot from
another voice distilling the course down and givingm the cold hard facts

3.4.5 Effect of the Media

With the close scrutiny of all schools in VictoimatheHerald Sumewspaper, Brian sees

what the school has done as a positive move.

Look lets be realistic, we have a good productthedoapers portray our
strengths academically. We come out of the repgtime looking good and
| think we have done the right thing focussing dmatwthe papers focus on
(percentage of scores over 40). | know the walistg are huge with people
who want to send their sons to this school. Theeg@mpublic perceive that
we are a strong academic school.

3.4.6 Dissonance

When asked if there was dissonance between theagpof the school and it's Christian
Brothers’ origins Brian was clear about the futafetudents produced by CBC

Melbourne and their role in society.

We are much more likely to educate leaders at tikee@e who can
advocate for the marginalised than to educate trgimalised themselves. |
personally don’t see an issue with bringing thesage of Edmund Rice to
the well off. In fact I'd go as far to say thawe don’t do then who would?
We give these students a great opportunity to saiitvers in the community
and thankfully they grasp that opportunity.

He acknowledges that some staff did not see thiseasprimary function and that they

should do more for the marginalised within the sttmwever, Brian contends that:

Our mission is to bring students to God throughcation, we are teachers
first and foremost...we want to educate these bogetee others. Some
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teachers overlook the number of Edmund Rice scélulas for needy
students, our Community service and the messalpadérs for others.

3.4.7 Christian Brothers’ School within the APS

Brian maintains that the school’s view of itselsl@nanged over a period of time, not
only as a Christian Brothers’ school but also snitembership of the APS. The academic
improvements, the sporting gains, the physical sfizbe school and its facilities have all

made a significant impact.

We have made great strides over the last ten yeéesms of academic
gains. We compare very, very favourably with theeotAPS schools where
we didn’t in the very recent past. | think in theespwe perceived that we
were a small Christian Brothers’ school that wastéd into the APS as a
bit of an afterthought. But you look at all the mierships, the money spent
on the school; we are a true APS school. Througti goanagement
however, we have retained our Christian Brothettsog and in fact | would
say we are far more explicit about our ChristiantBers’ approach now we
have a lay head.

3.4.8 Summary

Brian maintains that CBC Melbourne has entered @dén Age” in terms of academic
achievement. He contends that both staff and sta@ea motivated towards academic
success and that it has become a self-fulfillimgppecy to a certain degree. He asserts
that all the year levels now take their exams st that was not the case in the past.
The “Wilding line” gave him a concrete target torwdowards and although he is under
pressure to perform he feels that this comes \uihjdb of teaching senior classes.
Whilst acknowledging that some teachers have sthfgmching senior classes as a result
of these measures, Brian knows of staff who haweeifised back” to teach senior classes

effectively.
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Brian made a number of changes to his teachingadethsenior classes to achieve
academic success. He has marked more work and giges feedback to students but
most importantly in his mind, he marked VCE pap@&tss gave him invaluable insights
in to the structure and technique required in tugep and allowed him to instruct his

senior students with confidence.

3.5 Teacher 3: Chris

Chris has taught at the school for 4 years. Sheawgdoyed as a Head of Faculty and
has been heavily involved in the process of acad@nprovement during her tenure at

CBC Melbourne.

3.5.1 Academic Profile

Chris attests to the academic nature of the sammbits pursuit of success. She maintains
that the boys are driven, but suggests that thegaite pragmatic in their approach.

I’'m not sure sometimes if out best students halee of learning or a love

of getting A’s.
She contends that CBC Melbourne has gets the besf students in terms of Year 12

results. Chris attributes this to the degree opsupthey get at the school.

Students who might get a C or a B at other schoilprobably get an A
here because of the level of support they getk lttafriends who have
academically bright kids and | really push thisaah
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3.5.2 Defining Academic Success

Although cognisant of the school’s focus as fagaantifying academic success, Chris
prefers to use the measure that she feels shovesthet across the whole cohort. Her
reasoning lies with the fact that her impact mayroge considerable on those who do
not achieve the highest grades.

| know the school focus is the 40 and above sdnrel do look at the value

added because I think 1 do some of my best work thié less able students.
| think | make a real difference there.

3.5.3 Teaching Style

On questioning whether her teaching style had abéibgcause of the use of statistical
data, Chris maintains that her style had not chéuhggely. Her style of teaching was

already focused on exam preparation, techniquedeauthing to the test.

My mandate on employment was to increase acaderogess and VCE
results. So | haven’t change anything, but thesmiemphasis on teaching
to the exam. There are a lot of really useful skl don’t teach because
they are not on the exam; there is just no timé@encourse.

3.5.4 Teacher Accountability

Surprisingly, Chris contended that the effect afamtability systems has had an effect
further down the school. She maintains that teacbkYear 7 and 8 are also more likely
to focus on exam preparation to ensure their grateacceptable. She points to the first
days of term where last years VCE results are dsgiand a broad range of whole
school and subject based results are drawn oudalgised in staff meetings.

Teachers are a bit more under siege, where remelgsut up at the
beginning of the year. | think that happens at Yeand 8 as well. Teachers
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really focus on exam results at the lower levdisytwant to make sure their
classes go well.
Chris also spells out the pressure on senior teachgain relating the experience of the

first three days as setting the tone.

There is tremendous pressure to perform startitig the first three days of the new
school year.

3.5.5 Effects of High stakes testing

One of the effects of high stakes testing worldwide been a narrowing of the

curriculum further down the school. This is a répdreffect at CBC Melbourne. Chris
asserts that there is a top down approach witksskild content for the lower years
dictated by a search for success at Year 12. Asfoouassessment and a narrowing of the
curriculum seem to be prevalent. There are benedigever, in terms of the standard of

the content covered and the skill set that the geustudents are exposed to.

There has been an emphasis on the VCE exam rigiht ttoYear 7 not only
Year 12. The course has become less enjoyable..théyhave been
exposed to better content and skills. Assessmentich tighter even down
to Year 7. Some people have felt constrained bualiteach the same
content and skills and assess for them. There&raw skill base that we
are testing.

Chris feels that senior teachers in her departmiemot need the extra motivation of the
value added and 40 plus assessment. She contendieheachers have a high level of
motivation to give the students every chance oftsss.

Taking away the 40 plus scores would not make sdareny subject drop. |

think the staff are very highly motivated. | thimkYear 12 there is always
that push...you always want to do the best for ticht k
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3.5.6 Charism of Edmund Rice

Chris recounts a story that sums up her view ofitleel experience of the Charism of

Edmund Rice in the school.

| taught a boy in year 12 who had got E’s and Kjbktrthe way through
school. Educationally, all the literature says hewd have given up but he
hadn’t. | asked him why he hadn’t. He said it's dnége everyone here
wanted him to succeed, so you just keep trying
Interestingly, Chris asserts that it is not in tia¢ure of a true Christian Brothers’ school

to push academics as strongly as is done at CBGdJeile. She maintains that there

should be greater emphasis on community servicevanking for the poor.

The Charism for me is more working for the poor paghing for
academics. | think there is a dissonance betweegkarism and doing well
academically.

3.5.7 Christian Brothers’ school and the APS

The position of CBC Melbourne as a Christian Brashschool within the APS
(Association of Private Schools) is not withouffidiilties according to Chris. She feels
that because the association of CBC Melbourne lam@PS is relatively recent, the

school has not yet found its niche based on itderoéc acumen.

| think there a really difficult connection betweas and the APS. I think
other schools do it better because their focusalvesys been more
academic.

3.5.8 Summary
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Chris reports that the students who attend CBC Metie are academically driven
towards success rather perhaps that towards afdearning. She maintains that the
level of support is such that students achieve niatter results attending CBC
Melbourne than at many other schools. Whilst ackadging that the school’s focus is
on the 40+ scores, she prefers to look at her \adided performance as an indicator of
her success with the senior classes. She feelthinahlue added approach gives shows

her work with the full range of students rathemtlast focussing on the high achievers.

Although she has not changed her approach to #uohitey of VCE classes, she reports
that she focuses on exam technique and exam ptigpaaa part of her teaching. She
asserts that one of the reasons she was employetbwaprove the academic results of
the department and bring these specific teachiiliggkhe College. As a result of the
use of high stakes data, Chris reports a narrowirtige curriculum further down the
school and an emphasis on exam technique at los@rigvels. There has been a push to
prepare students from the middle school for sucaegsar 12.

Chris would like to see CBC Melbourne focus mordlmpoor and marginalised rather
than an academic first approach. She feels thaighmore in the nature of a true
Christian Brothers’ School. She also feels thatabsition of the College within the APS
is not a comfortable one, because we have not alWaayissed on academic

achievement.

3.6 Identifying the themes from CBC Melbourne

During the course of the data collection at CBCerne, | interviewed 9 members of
staff including the Headmaster, the Director ofdss and seven staff members drawn
from different Faculties and roles. They includenuse Heads to Heads of Faculty and

teachers without positions of leadership. In thecpding sections | have drawn out the
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themes from five key interviews. In this sectionill include an overview of the site and
| will place the themes in the context of the reskdy addressing the research questions

using the themes.

3.6.1 Overview

The academic focus of the College is strong angkaseated all aspect of school life.
The teaching staff from the senior level down t® timnddle school is focussed and work
towards exam success for their students. Studgpeceto achieve and are expected to
achieve high grades. This has not always beenatbe & wide raft of changes has been
made over a ten-year period with classroom cliradtiressed, teacher accountability
measures introduced and a strong message of acadelnmévement first as central
themes. Senior staff members are exposed to a mwhhigh stakes testing data. There
is an emphasis on teacher accountability and teatla@e been taken off VCE classes as
a result of continued poor performance. Not withdiag this, there is a waiting list of
teachers eager to teach senior classes. The in#iuEthe media has been strong and
positive for CBC Melbourne as the Herald sun hasudeented its improvement to the
wider community. Whilst most staff member apprexidiat the are preparing the leaders
of tomorrow a small number still hold the view tlia¢y should focus less on academics

and serve the poor and marginalised first hand.

3.6.2 CBC Melbourne: Research Questions Answered

Q1. Have members of the teaching staff changed tithing to achieve
academic success?

. Members of staff who have been at the College dimed.990’s have changed their

teaching styles markedly.
. Members of staff rely more heavily on past examepsip
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. Teachers have been more likely to become VCE examito gain more of an insight
into exam technique.

. Teachers have visited staff members at other sshwaob have experienced
academic success in order to improve their ownlteesu

. Members of staff have joined cluster groups.

. Staff members are far more likely to refer speaificto exam questions in the
classroom

. Some newer members of staff have been specifieallyloyed because of their
approach and exam success

. Teachers are very aware of the “Wilding line” atrive to achieve 25% of their
class achieving scores of 40 or above.

. There is a general expectation of excellence ircliwesroom and the results.

. Weaker students are offered specific support iniEmgnd Mathematics.

. There is an increased use and awareness of IQiE idassrooms through the use of
computers, the Internet, data projectors and ioteewhite boards.

. Whilst the early managerial push was improved ctesa management and student
behaviour, the new drive is towards pedagogicarawgment.

. Students are strongly encouraged to be reflecti@mers and metacognitive skills
are taught explicitly.

. Teachers at the more junior year levels are alspaware of the exam results of
their own students in the end of semester exanoinsti

. Staff members are very keen to get good resultthéar students and use the
“Wilding line” as an indication of success.

. Some staff members feel that the value added ssarbetter indication because it
shows their value to all students not jus the laighievers.

. Students are given a great deal of advice andtesiiaid them in both subject
choices for Year 11 and 12 and for their careenyay.

. Students are given advice to take specific courseause it will help with their final
score.

. Students choose courses and teachers who haveesqeer academic success.

la. Sub question: Does teaching to the test occur?

. Yes, teachers are more likely to teach specifieretechnique

. A great deal of emphasis is placed on the exarf &ad getting the most out of
student’s content knowledge

. Some teachers enjoy “playing the game” againsVtDE exam, seeing it as an
advisory

. Teachers and past pupils give exam classes ainehdénsed course content but
featuring exam technique and preparation tips.

. Student lead study sessions in the morning and sfteol are very popular and well
attended.

. There has been a proliferation of teaching to éisetechnique further down the
school to junior year levels.

. Teachers tend not to stray off the course becamseis “tight”.

. Class time is devoted to specific exam technigifé¢ult past questions, trends and
predictions in the exams, and useful tips for ses@ exam day.

. Some practical skills are not taught because theyat examined. However, the
skills that may be examined are covered thoroughly.

. Teachers will sacrifice “love of the subject” faraalemic success, seeing the end
result as most important. However, they hope tlegyachieve both.
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. Exam technique and skills that would benefit yeastudents are taught at junior
levels.

. Students who are on the cusp of achieving scord6 of above are interviewed by
the College Leadership Team prior to exam preparati

Question 2: How does the teaching staff perceivéhats employed?

. Members of staff who teach VCE experience a greal of pressure, both from
themselves and as a result of the methods employéte College.

. The teacher is seen as the most important fact@cdademic success of the class.

. Teachers are rewarded for good results; likewieg #re castigated for poor results.

. If a class is doing well the teacher must beenhiegowell, if the class is going
poorly, the emphasis is on the teacher to turrgtharound.

. The first day of term is a stressful time for gganumber of staff members who
have not achieved the 25 % of scores above 40¢cplarly those who feel that the
“Wilding line” is unachievable in their subject.

. The graph showing the percentage of scores ovéardéach subject has been
referred to as “the graph of shame”.

. Teachers on the whole value a target to aim féhmeform of the Wilding line.

. Staff members like the use of the value added sdmeeause it gives them a measure
for their effect on all students not just the top e

. Although a number of staff feel a great deal obpuee, there is a waiting list of
teachers hoping to teach VCE with the knowledgelwdt that brings in terms of
statistical analysis of their results and publicsay.

. Staff members who have experienced poor resulés) lmeerviewed and given the
opportunity have on the whole reacted positivelg parformed much better.

. Some members of staff have experienced disilluseriras a result of poor marks
and have not continued teaching VCE classes.

. There is a general appreciation that the acadessidts of the senior students are the
first priority of the staff.

Question 3: Given the charismatic nature of thesthre there any points of
dissonance?

. The senior management and most staff appreciatat¢hénat the College is training
tomorrow’s leaders, rather that taking in the maagised.

. A wide variety of scholarships and bursaries anedver, offered to students who
may not otherwise be able to afford to attend CBé&lddurne.

. Some members of staff think that we should be rfaressed on teaching the
marginalised in a more traditional Christian Brogheole.

. A very small number feel that the academic focwet isdds with the Charism of
Edmund Rice as a lived experience in the school.

. The majority of teachers feel that the academiagaaf the school sits within the
Charism of Edmund Rice and it's lived experiencthini CBC Melbourne.

. Most staff appreciate that there is “a tensionaassult of being a Christian
Brothers’ school and part of the APS, but on thelelthey feel that the school has
developed to a point where it takes the best oAfR8 and retains the original nature of
the school.

. CBC Melbourne does not view itself as elitist, members of staff are aware that
they are dealing with quite privileged students.

. A great deal of time and effort goes into prepastglents to serve others in their
lives after school. Students are heavily involvedommunity service, fund raising and
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serving the wider community through aiding new irgrants to Australia and those who
have mental or physical disabilities.

Question 4: How can these methods be employeditaceedissonance and improve
academic success?

. There seems to be a culture shock for new teaeversthose who have taught a
senior level elsewhere.

. Staff are very aware of the pressures inhererganhing senior classes and still wish
to take up the challenge.

. Difficult interviews have been handled sensitivgdy firmly using statistical data
inform decisions.

. Knee jerk reactions are avoided using longituddah to inform decisions and long-
term trends are assessed.

. Tracking student performance across teacher ald®\adight to the interviews.

. Management are very clear in their expectationteathers bear the responsibility
for success and failure.

. Teachers are congratulated in a clear and publimeraf appropriate.

. New teachers appreciate that the close scrutimgadiemic results is part of teaching
senior classes.

. Teachers who have been at the school for a lorgyeygof time have on the whole
adapted to the system and accept it as part afrthe toward academic success.

. Teachers are proud of the academic achievemeheafdhool and see the
accountability measures taken as a key factorahdhccess.

. The large majority of teachers believe that taklnymeasures away would reduce
the academic success of students.

APPENDIX 4
Included in this appendix is a table showing thestaiction of themes from sub themes
as they were drawn from concepts that evolvedenrterpretation of the data from CBC
Adelaide.

Development of sub themes and themes from cone¢@BC Adelaide
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Concepts———»

Sub theme ——F—» Theme

Acceptance

Using High Stakes Data

Teaching style

Reaction to high stakes
data

Teaching to the
test

Uses of high stakes data

Teacher accountability

Achieving academic
success

Defining and Quantifying
Academic success

Messages and
emphasis

Effect of school
leadership

Publishing scores

League tables

Effects of media

Public perception

Influence of the media

Christian Brother’s Schoo|
within another associatior

Congruence/
Dissonance

Charism of Edmund Rice|

To whom much jis
given much is
expected

Influence of culture and
changing culture

Academic Profile

Exceeding Academic
Expectations

Enrolment

Student’s natural limit

Student accountability

Academic nature
of the college

The nature of the
schools

APPENDIX 5
Included in this appendix is a table showing thestaiction of themes from sub themes

as they were drawn from concepts that evolvedernirterpretation of the data from CBC

Brisbhane.
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Development of sub themes and themes from cone¢@BC Brisbane

Concepts————» Sub theme ————» Theme
Acceptance
Teaching style Teaching to the Uses of high stakes data
test

Reaction to high stakes

data
Teacher accountability Messages and Effect of school
emphasis leadership
Achieving academic
success
Qualifying academic
success
Publishing scores League tables Influence of the media
Effects of media Public perception

Christian Brother’s Schoo|
within another associatior Dissonance Influence of culture and
changing culture

Charism of Edmund Rice| Men for others|

Academic Profile The nature of the
Academic nature schools

of the college
Student accountability

APPENDIX 6
Included in this appendix is a table showing thestauction of themes from sub themes
as they were drawn from concepts that evolvedernirterpretation of the data from CBC

Melbourne.

Development of sub themes and themes from conee¢@BC Melbourne
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Concepts »  Subtheme —7T— Theme

Acceptance
Teaching style Teaching to the Uses of high stakes data
test
Reaction to high stakes
data
Teacher accountability Messages and Effect of school
emphasis leadership
Achieving academic
success
Qualifying academic
success
Publishing scores League tables Influence of the media
Effects of media Public perception

Christian Brother’s Schoo
within another associatior Dissonance Influence of culture and
changing culture

Charism of Edmund Rice| Men for others|

Academic Profile The nature of the
Academic nature schools

of the college

Student accountability

APPENDIX 7

RESULTS FROM ANALYSIS OF MR ARNOLD, CBC ADELAIDE

Representing the early analysis, with Mr Arnold | Linking Key word Concept
from CBC Adelaide.

Wedon't say to parents your son will get in the Stresses passing not Defining and
top 10%, we say 90% of CBC Adelaide Boysll excelling Quantifying

pass their Year 12 subjects Academic success

Part of the boys wantingcademic excellencenust | Academic excellence from  Academic Nature of
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come from theisocio-economic background of
the familiesas well. CBC Adelaide sits in the leafy
Eastern suburbs, so from that perspective itddair
assume... that CBC Adelaide’s results woulthe
strong in that regard.

We have an obligation to the 1000 boys here to
provide acurriculum diversity that provides for
the needs ddll the boys Now another person
might come in here and danarrow academic
curriculum and if the boys don't fit that they must
go somewhere else.

St. Ignatius holds the mantle of the academic
Catholic School, by default, and might | sayy
academic highfliershave done as well if not better
than theirs. However, as a new comer to Adelaide
and start asking around which school is the
academic school, they would name St. Ignatius
first

I’'m not so sure | want to market CBC Adelaide as
justan academic schoolBecause | think schooling
and the educative processisich broader than
just tertiary entrance scores | don't think that’s

hurting us in terms of enrolment. Our numbers are

every good.

Part of me is of the belief thgbod students will

be good students any where.however in order to
get boys over the line in terms of excellence, it
suggests that there must have badture here of
excellencepf the boys being as good as they can
be.

There’s a staff's desire to work with students in
their own time, whether ifree periods or during
holidays. I've been really pleased with what the
CBC Adelaide Staff see as thaiission, it is to
promote excellence, particularly if boys want
that.

Every year we geadata from SABSA (Senior
Secondary Assessment Board of South Australia

backgrounds, affluent
parents

Curriculum diversity,
provide for all boys, not
narrow academic,

CBC Adelaide has
Academic highfliers, St.
Ignatius seen as more
academic

Won't market as just
academic

Must be a culture of
excellence, boys to be as
good as they can be

Work in free periods,
promote excellence.

Data from Board of
assessment, analyse data

for teachers and classes against the state average.and go to HOD where

Our Director of Curriculum and | go through those¢ teachers results are at odg

and analyse them then to goFaculty Heads of
specific teachers about where their resultseem
to be at odds with like schools for a start and
secondly where the results of students in thesscla
vary significantly from the same students resuits
other subjects within the same school.

would normally be as mesult of one of those
intense conversations the year beford@ hey might
havehad another run at it agan and the second
time no better, so it doesn’t come as any great
surprise. It's just a conversation that says “L teik
try and eliminate the factors”. We miginse
someone else in the facultypext year and see what
happens to the results 61

with the school

Result of a conversation,
have another go if it is no
better try someone else

S

the School

Academic nature of
the college

Enrolment

Marketing and
media

Achieving
Academic Success

Staff responses

Use of high stakes
data

Teacher
accountability
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If it comes in here it may very well change thee
of marketing here but we argesisting for as long
as we can. It's really a media beat up around an
issue [on which] the media has no idea. The sad
is it can be aelf-fulfilling prophecy and it can
tempt schools to believe it is the most important
factor

| am very clear in that | will not makeBC
Adelaide inaccessible to certain socio-economic
groups, which can easily happen if you are a
successful Independent Catholic Secondary Sch
If you take you eye of your ideals, the pressunenfr
the media can drive ydo just want the student
who gets the good gradeand all that good stuff.
So what | would want is for boys to come to CBC
Adelaide who want to knowore about their own
spirituality .

Are inflated above thematural self-sustainable
level of achievementSo if ever we get to a point
where we inflate the students’ TER above the po
where they can not sustain it without the suppbrt
the school | thinkve've done a disservicéo
students in our singular focus on academic succe

As students beconmaore materially rich, they
become more spiritually poor.There is a strong
place for Catholic schools in wealthy suburbs
because their proportionalgyeater need for
spiritual nourishment and development.

Reporting school data
change the face of
marketing, resisting
pavublishing data, schools
may focus on the data

CBC Adelaide accessible

to all socio-economic

groups, not just the best,
pofocus on spirituality

Their natural self-

sustainable level of
ntachievement. We inflate
o0 we've done a disservice

pSS.

More materially rich, they
become more spiritually
poor. Greater need for
spiritual nourishment

Publishing scores

Being a Christian
Brothers’ School in
an Independent
System

Exceeding
Academic
Expectations

Influence of culture
and changing culturg

APPENDIX 8
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