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Abstract

Data Use in Secondary Schools Cornelius Young

Data Informed Decision Making (DIDM) has received ddaegble attention in education
systems internationally due to increasing demands for school accountability and as a strategy
to improve student outcoméSchildkamp et al., 2013aThe pervasive nature of data available

in schools appears to obscure fundamental consideration of what data schools find most
valuable and what data based practieesltiers and leaders engagf_eawn and Ozga, 2009
Research indicates school | eader 0s attent.i
while teachers focus more on student performance in (da$sldkamp et al., 2013b Data

use is enabled or constrained by certain school atonal and contexial conditions such

as the nature of the data, leadership and school organi€atioidkamp et al., 2013a

There has beenery little research on this phenomena in Irish schools and this research
investigate the type of data used and how they are used in sevewlsddentified as
proficient in the use of data. There was a propensity to view the concept of data use, primarily
in terms of assessment data to the exclusion of other forms, however, while state examination
data was dominating impetus, routine classroassessment received comparatively little
attention. Similar to the international literature, principal leadership was the most influential
factor contributing to data use in these Case Study schools. This involved building a shared
vision, fostering &ollaborative culture, distributing leadership responsibilities and creating an
environment conducive to data use. Whiest ofthe principals werdighly technically
competent, there were deficiencies in the assessment and data capacities of thgestafal.
Thereis considerablescope thereforeto integrate data use further into the organisational
culture of the schools and especially, increase the formative use of student learning data in
teachers practice.

xii
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1.1.Introduction and background

A decade ago, it was disconcertingly easy to find education leaders who
dismissed student achievement data and systematic research as having only
limited utility when it came to impoving schools or school systems. Today,

we have come full circle. It is hard to attend an education conference or read
an education magazine without encountering broad claims forbdatl
decision making and researbhsed practicéHess, 2008, p.)2

Educators routinely make decisions with the
based on informed intuition, plegrasmetala?2004e xper i
p.126Q can lead to unintended consequences. Whilst endeavouring to make the optimum
decision, much evidence exists to indicdtatpr act i ti oners settl e for
rather than finding the best oftdoy and Miskel, 2008,.825. This is often as a result of the
intricate soci al environment o&échar uwengri sed
2004, p.299that we work in. The theme of this study, therefore, is about making the best

decisions based on the best available evidence using the best possible approaches.

The concept of datinformed decision making (DIDM), a term used interchangeably with data
driven decision making (DDDM) and dabased decision making (DBDM), is relatively new

to Irish education and school planning processes. Obviously, making decisions has always
been a integral part of leadership and school development, however, in the current era of
globalised education reform and increased accountability, school leaders are being held more
responsible for creating sedfistaining, collaborative and evidence basedrmsgtions. The

stakes are becoming increasingly high for schools, as a growing number of jurisdictions are
enacting legislation that require various types of evidamioe incorporated into accountability

and school improvement decisiofidallinger, 2010. The No Child Left Behind (NCLB
legislation in the United Stat€Bush, 200) added considerable impetus to the educational
accountability agenda and further propelled expectations on the system to use data in decision
making (Darling” Hammond, 2007 Schildkamp and Kuiper, 2010Spillane, 2012
Consequently, Datlnformed Decision Making has become a central focus of education policy
and practice in the United States, Englé@vidcBeath, 2000 the Netherland&childkamp and

Kuiper, 2010 and elsewheréSchildkamp et al., 2013&arveva et al., 200®icciano, 2006

Lange, 1988

The requirement to integrate assessment dataahiolplanning emerged in Ireland with the

publication of the National Strategy to Improve Literacy and NumdRE, 2011x Arising

14
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from that policyand the School Se#valuation GuidelineDES, 2011 schools have to use

a variety of data, such as standardised test resultsfimgsand reporting annual improvement
targets(DES, 2012 6Col | ec ing datp toabuoild evidenee loly which to base
evaluation judgementsd has not (eNamarasandf eat ur
Ob6Har a, )R2hetd lrelapd.isTaming to this process lHtan several other counties

According toKillion and Bellamy (20006 Under st andi racaboat scthoolwasdi ng d
student performance are fundamental to improving sch¥dithout analysing and discussing

data, schools are unlikely to identify and solve the problems that need attention, identify
appropriate interventions to solve those problem& torow how t hey are prog
Data may be used for accountability through-sgHluation as well a® improve instruction

and enhance school development by changing practices and monitoring effectiveness (Ingram,
Louis and Schroeder, 2004)sed well, several researchers have shown how data can lead to
school improvement in terms of increased student achieve(Rank and Datnow, 2009
Schildkamp and Kuiper, 201Wayman and Stringfield, 2006 Data are essentially facts and

statistics, notas valuable in insolation, andire only become useablafter analysis,
interpretation and judgement. Dartdormed Decision Making describes the process of
converting data into worthwhile information
categorising, calculating, correcting, and condensing thé (Eda et al., 2009, p)7 Data

i nformed decision making i s 0an cticenwitrenrtrect i v e,
school or(ge 2008 @600 on 6

1.2.Data

School data is usually described as factual information. This may be measures such as scores
on inhouse or state examinations, standardised test results, benchmark tests or teacher
generated class assessments. It may include attendance resterdgn rates, disciplinary
information and similar figures relating to student achievement. Other data that schools
compile include demographic data on students including family circumstances, dates of birth,
primary school attended and special edocatin e e d . These are often
often quantitative and regarded as definitive. One of the significant changes in recent years,
frequentlyprompted by a search to hesaakeholder voiceKennedy and Datnow, 20)L0ds

the compilation of perception data; what parents, students and teachers think about the school
and what it offers. Schools have, ittfaaccess to countle sources of data bavailability

does not ensure educators are able to use data effectively in school improvement planning or
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to enhance student achievemghmderson et al., 2010¥oon, 201§. Narrow definitions of

data have, not only lead to important information being ignored, but has led to misuse and
misunderstandings. As a result some teachers view test data with suspicion and pelfer to

on their own anecdotal observations and intuition when making decisions about students and
the curriculum(Schildkamp et al., 2013b

1.3. Leadership

Much ofthe education reforms over thagh twenty years have devolved m@utonomy and
management responsibilities to schools while simultaneously increasing accountability for
improvements. Meanwhile, as it is principals who are tasked with implementing these reforms,
research on school leadership is consistently emphasigragitical role played by principals
(Leithwood and Day, 20Q Btarratt, 200pMacBeath and Mortimore, 20D1Leithwood et al.
(2008)posit that Leadership is the second most influential factor to contribute to what students
learn across schools. This impact is often indirect and mediated through tébictianger

and Heck, 1996l eithwood and Day, 20Q71eithwood et al., 2004 Principals, thezfore,
influence learning mainly by building a shared vision, collaborative culture, distributing
leadership responsibilities and creating an atmosphere of a learning com(hiamgyeaves

and Fink, 2012

Data driven leadership is critical in transforming s@Bdnto communities of learners. The

role of an effective datmformed leader includes collecting useful data, facilitating
professional development on data use, analysing school practices in light of the data,
establishing organisational goals and mesturing the organisation through evidence bases
practices and a collegial cultuf@atnow et al., 2007 This requires an understanding of the
technological tools available, apaity to organise ideas based on evidence and an ability

turn them into meaningful actidiiKnapp et al 200§. The focus of school
is often on teacher and overall organisational performance while teachers focus more on student
performance in clas€Schildkamp et al., 2013b In formulating organisatio and overall

student performance goals, it is vital to involve teachers in establishing a shared vision that
involves effective use of dagarl and Katz, 2006Vayman et al., 2012c By giving teachers

and data experts the autonomy to make deci si
motivation and commitment of the whole st@datnow et al., 2013 Principals must organise

activities aml allocate adequate time to collaborate on analysing and implementing any
proposed reforniMarsh et al., 2006
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It is important that the leadethemselves are data literate, that is they are able to devise goals
for using data, can check the quality, are knowledigesbout analysis and interpagion and

can monitor and report on the outcon(Earl and Katz, 2006 This may extendb training

and working closely with staff, making sense of student data, observing classes and proposing
instructional strategies. Thehawl leader should be an enthusiastic role model for the use of
data, so teachers can recognise what is expected of them and feel comfortable engaging in with
data(Datnow et al., 2013

1.4. Teacher use

Teachers spend a considerable amount of their time assessingamicthgeon students work

but a number of researchers have queried the analysis performed and its value in decision
making(seeMandinach and Gummer, 2014deans et al., 2090 Researchers, such as DuFour
(2004) describe schools as data rich but information poor to intimate that, although, valuable
information is available, the full benefits are not being extracted from its Medhtari et al.

(2007)f ound, whil e déeducators spend significant
they do not take time or perhapsokv how to organise and use data consistently and efficiently
in instructional deci sion making6 (p.354).
observations, assignments, projects and portfolios can provide teachera vatige of
information on wht and how students are learning and identify discrepancies between groups
(Schildkamp et al., 2012a By continually monitoring the impact of their practices, teachers
can identify if student achiewgent goals are being met and problems so(#l and Katz,

2006. Teachers can use data to improve their instruction by setting learning goals, clarifying
the standards required, identifying gaps in understanding and skitsgestudents, providing
evidenceebased direction on how to improve and tailoring instruction to meet the individual
needs of studentsiattie, 2009Black and Wiliam, 1998Stiggins, 200Y. Spillane (2012and

Datnow et al. (2013fescribe how student achievem data can be used to standardise,
measure and guide instructional decisions as well as monitoring progress and proposing
solutions to problems. Such information can be used to group students or areas of the
curriculum that need attentiofyoung, 200¢. Teacher data can be used to monitor and
evaluate the curricular provision, share teaching practices, refine instructional strategies as well
as form a bas for professional development and sslaluation. Student examination data

can also be used to motivate both teachers and students to iniprarend and Spillane,

20049.
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1.5. Organisational use

The School Selevaluation Guidelines for Peptimary schooldDES, 2011 places much

greater emphasis on gathering and use of evidence, on target setting and on consultation with
the education partners than was the case heretofore. Several authorstawétah on the
significance of data in relation to decisioraking in the context of school sel¥aluation and
improvemen{Earl and Katz, 20Q6Viatthews and Lewis, 2008ernhardt, 2013Schildkamp

and Visscher, 20]4MacBeath, 1999 Analysing school data, such as student attainment
scores, can be a O0tin opener d wi t(MacBedthi ch t o
2013. Longitudinal data, for exampjeallow schools monitor trends in student progress over
time, providing key information on the effectiveness of teaching strategies and curricular
programmes. Longitudinal data can help improve planning by identifying where students are
in their programme in relation to comparable students in previous hiegysorm performance
benchmarks or targets and enhance schemes of work. Tracking student performance for school

improvement relies on accurate and accessible information.

Management Information Systems (MIS) provide schools with an effective mearségen

all sorts of school data. Several studies describe how schools use MIS data to plan and develop
policies, set priorities and goals, plan assessment processes, devise calendars and inform annual
reports(Shah, 2014Coburn and Talbert, 2008Vvayman et al., 201JRomero and Ventura,

2007. Information may be scrutiniseat school, teacher, class or student level. Computer
programmes make it possible to disaggregate and organise information in order to identify
groups and individuals who need special dittery draw conclusions about strengths and
weaknesses, extract management information about the curricular programmes and present
information in a variety of formats. Depending thile Management Information Systepit

can become a barrier or an enabteetffective data us@Vohlstetter et al., 2008 An overly

complex system can make it difficult to gather, analysis and present the required data and
access reliable, comprehendible and valid informagechildkamp, 200  Furthermorg
educators can be overwhelmed by the sheer volume of data available, both on computer and
available around the schg@oburn and Turner, 201 $childkamp and Kuiper, 201@/ayman

and Stringfield, 2008Datnow et al 2013.

Effective use of data requires the necessary knowledge, skills and disposition in order to gather,
analyse and use data strategicéfhark and Datnow2008 Schildkamp and Teddlie, 2008

Datnow and Park, 2009 The lack of knowledge and skills may alienate or intimidate teachers
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and cause therto basetheir decisionssolely on their intuition and experiend€&abry and
Higgs, 1997. Some teachers may have strong faith in their own experience and, consequently,
less confidence and commitment to using datgram et al., 2004Schildkamp and Kuiper,

201Q Datnow and Park, 2009 Others may balk at the perceived additional workload involved

in coming to terms with the data or, perhapsy it as the responsibility of management.

The way data informed decisions are made, the type of data used and for what purpose can also
be significant factors. The manner in which data is presented to staff by management is critical
to reducing anxiiy and promoting engagemef¥oon, 201§. School leaders influence the
situation by modelling effective use, determining what data teachers have access to and
providing support and encouragemé@datnow and Park, 2009 For DIDM to be effective it

is important that the school culture is open to scrutiny and is confident witlersgliry

(Nelson et al., 2005

1.6. Chapter overview

Arising from a review of the literaturéSchildkamp and Kuiper, 201®onig and Coburn,

2007, Kowalski and Lasley, 20QDatnow et al., 2007the framework used in this study
examines the kinds of data available in schools, the purposes for which the data is used and
factors influencing this use. This framework is based on the premise that different people may
use the same information or a combination of information for réiffepurposes. The study
distinguishes the purposes of using data from the perspective of schods, |esaldvers and

the organisation as a whole.

Chapter two begins by examining howvarious forms ofdata usd in schools may be
categorisedincluding paticular reference to Ireland Four key themes arose froan
examination of the literature whichrislevant to theurrentsituation inthis country they are

(1) the nature of data usg(R) how principals use data, (Bow teachers use data and (4)
organisational factors in data usé€hese provide a framework under which this research was

conductedhnd the dissertation is structured

Chapter three detaitsrationale anekxplanation of the methodologies usedhis study. The
chapter describes thghilosophy underpinning this research and how this is manifest in the
methods employedThe chapter describéise use oCase Studwpndthe factors that influence
thedata gathering methods use@he chapteoutlinesthe process involved in conductitige
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individual interview and focus group interviews, observatiand review of documentation

which are used as the methods to gather the information

Chapter fouprovides a critique of the information gathered from the seven schools in this Case
Study. The findingsfrom the schoolsare presentednder the themes of thdataused, the
principals use dataeachers usand theorganisational factorsnvolved. Responses are

compared and contrasted and integrated with critical points from the literature.

Chapter five analyses and interprets the significance of the findings in light of the literature and
theexperiences the Case Study school3he key issues that emerged both from the literature
and the findings from the schools are discussed inldeBaised on the analysis of the findings

a range of recommendations are proposed for the-sdrort at national and local legel
Finally a number of suggestions are manléurther researctthat may be conducted ithis

area, both at a system andcaaol level
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Literature Review
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2.1.Introduction

This chapter reviews the literature on what data is used in school contexts and how it is used
for planning and improvement purposes. Thisapter begins with a review of the
epistemological considerations and different types of data available to schools. The review
then turns to the use of data, startimigh the concept of Data Informed Decision Making
(DIDM) anda brief introduction to theituation in relation to Ireland. The study then focuses

on school | eadersodo use of d at aich aultwte. tThee i r [
organisational influences on data use are then explored to examine the type of environments
that facilitateeffective use. The types of data and range ofblas&d practices teachers engage

in to support teaching and learning are then examined. Finally, a number of ethical issues are

considered.
2.2.Data used in schools

2.2.1. Epistemological foundations

Traditional vy , the positivist O6scientificd researc

experimentation has been the most respected form of education ressmcbohen et al.,

2013. Thus, it is verifiable, empirical evidence that is held in highestrdsgand often used

to support theories or hypotheses, ideally involving controlled quantitative stGdiaright,

2011, Julnes and Rog, 2009 This approach has been criticised, however, because human
behaviour is viewed as passive and controlled by the environment and, therefore, motives,
individualism and free will are not considerékeGuba and Lincoln, 1994Cohen et al.,

2013. Alternative paradigms emerged that focus on the soeibily;eviewed and interpreted

by the subjects themselves according to their own ideological predisposition. Knowledge, in
these instances, is personally experienced rather than observed or interpreted from outside. The
functional psychology movement (Dew, 1997) based their theories on these philosophies and
began to place emphasis on the practical action based on conscious experience. For example,
Argyris and Schon (1974Kolb and Fry (1974andSchon (1983promoted ideas of learning
through reflection on experience. Consequently, these constructs haveapegmpiications

in schools when teachers, individually or collectively, draw on their experience and theoretical
knowledge about learning to improve their practiééhitehurst (2007{cited in Kowalski and

Lasley, 2009 further describes this intuitive mie n s i on of educational

Oprofessional wisdomé ie: the instinctive di
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an evolution in what is regarded as valuable in education research from an episodic, external,
experimentally orientatedowards a more constructive, practical and routine practice in
classrooms. In parallel, there has also been a growing interest in evireacepolicy and
practice, andhe myriad ofrelated adjectives, such as; data s e d é , -braesseedaér,c ha n d
scientfically based..(Shahjahan, 20)Xecision makingn education To adequately address

the complexities, educators are challenged to find ways of inaéistigthat embrace the
multidimensional nature of schooling. This has resulted in the use of variety of research
methods rather than stickingaotaigidly to either quantitative or qualitative approaches
(Creswell, 2012aCohen et al., 2093 The paradigm wars that historically permeated academic
research in education have now largely bélenced by the need to take a pragmatic approach
which most appropriately answers the questions on (laddomb and Hickman, 20180hen

et al., 2013 These consideratismre reflected in the types of data collected, the process of

analysis, the presentation of findings and evaluation following implementation.
2.2.2. Choosing data

The use of evidence is not new to schqeke HuntetCarsch, 2005 often deciphering the

most appropriate data to use, however, is more of a challdngad, Wilhelm (2011)and
Wayman (2005 escribe schools as data rich but information poor. Moreover, although, the
range of data available to schools is extensive, accordW@gyman and Stringfield (2003}

is rarely used effectively. In facgchmoker (2003andLachat and Smith (2002¥gue there

is often too much data, but nthe right type, or not in a format that facilitates use. Data
Informed Decision Making (DIDM) processes involve making value judgements, right from
the beginning because, selecting appropriate data, who collects it and how, have a significant
bearing orthe data used afterwards. Researchdghat and Smith (2004ljustrates that the

types of data collected has a significant beaoimthe types of decisions made. Outcomes also
vary widely depending on how the particular type of data are analysed, the technology
involved, the rigor applied and the assumptions made about the data. Whereas these series of
activities are very complex in their own right, leadership and organisation cultute/are
further variables that play a significant role on how practitioners turn what has been ascertained
into action(seeSchmoker, 2003.achat and Smith, 2008Vayman et al., 2012¢t.ouis et al.,

2010. Despite having a significant impact, through the wipstecess from data gathering,
analysis, decision making and implementation, those involved may not be aware of or fully

appreciate the significance of the value judgements or biases involved.
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2.2.3. Intuition versus data use

Data, in and of itself, are just nibers, text, graphics etc.: they only become powerful when
educators apply their knowledge, skills and experience to implement actions based on data to
serve the needs of the school. Effective data users, not only know how to use the data available
but knav when to challenge and transcend research findings. There is a conflict among many
educators, however, between the significance placed on scientifically based approaches and
anecdotal evidence influenced by instinct, emotion and percépfiaohand Katz, 2006/oung

and Kim, 2010 Kowalski et al., 200B Mary teachers argue that the latter are the very
characteristics of an stinctive teacher and the rise @vidence based approaches is based on
mistrust of teachers and is professionally demeagBaginders, 20Q0 Altrichter and Posch

(2014) describe the apparent contradictory policy messages sent to schools; teachers are
expected to take the initiativand innovate instruction to cope with increasingly diverse and
complex challenges in the classroom. On the other hand, there is a tendency to restrict their
scope for action by imposing, supposedly quicker system measures, such as performance
standards ah external evaluation, thus, increasing controls on teaching practice (ibid).
Similarly, Mc Namar a and @©Oéslarabd 2088t hers objectio
managerialist i nterfer en@Bb65)i mmitakcbnsideratiomsrom f e s s i
the use of data, thefore, often involve friction between reforms promoting transparency and
professional intuition, as well as, the extent to which data contributes to enhanced teaching and

learning or increases accountability.
2.2.4. Defining datasets in education

Hargreaves (1997cited in Kowalski and Lasley, 20p@escribes evidence in education as
information that vefies effective practice. Mandinach and Jackson (2012)efine Data

| nformed Decision Making as 6The process by
interprets empirical (p2Nwhereassailekarhpoet ah{20k2¢puts d e c i
this, specificallyi n an e d u c a tnforonatian thatcio aollected and organised to
represent some .20} [Eedernce maly includeravariétysobsourcps such as
examination performance, classroom observation of teaching or the ophipaients taken

from surveys.In comparson to these broad descriptions, in kigakes testing environments,

the principle evidence is often reduced to numerical conjectures of quality, including but not

limited to terminal examinations and standardised test results.
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Ignoring the broader coext within which student achievement occurs limits the improvement
capacity of data informed proces¢B&rnhardt, 2013Holcomb, 1999Johnson, 2002 o6 dat a
without context or anal ys i(kowaskietall, 3008ni104l not
Indeed,Hattie (2009) amongst other§seeHe and Tymms, 2014Nor, 2014 Ray, 2006,

identify the multifactorial influences on achievement; including personal, home, school,
curricula, teacher characteristics and teaching stratdgiasy studies, for exampl€reighton

(2006) Lachat and Smith (2005Hamilton et al. (2009have broadened the perspective on
student achievemernb the extent that attainment is desiegly considered in isolation.
Although these studies provide a multidimensional perspective on student attainment, they do
not consider the other vast range of organisational school data that may be relevaas (such
leadership and school culture), let alone the interconnectedness between various forms of data.
The vast array of data that may be relevant in these scenarios, not only complicates the
conception of educational data, but makes coming to terms wiginabtcal implications more
complex. A number of authofseeCoburn and Turner, 201lkemoto and Marsh, 200 Lai

and Schildkamp, 2013Gill et al., 2014 Marsh, 2012 Schildkamp and Kuiper, 2010
Schildkamp et al., 2015childkamp et al., 2012have endeavoured to produce a manageable
taxoromy of data in educational environmentke following is a critique of the most

prominent foundn the literature.
Bernhardt (2013proposedhe collection of four types of data (see Appendix I):

1 Demographic datawhich provides descriptive background information on students,
staff and the school

1 School process datdescriptions of what teachers are doing to get the results they are
getting
Student learning datdescriptions of studeiperformance

Perception datadescriptions of what people think about the learning environment
(p.17).

She ot only considered these types of data from a longitudinal perspdaiivaso examined

the relationship betweeseveralktreams of data.
Celio and Harvey (2009roposed a simpler model involving seven indicators:

1 Student achievement in reading and mathematics
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Achievement gaps between subgroups of students

Student attraction to the school

Student engagement (through attendance, puntstaald involvement in activities)
Student retention/completion

Teacher attraction and retention to the school

= =2 =4 A4 - -2

Funding equity (p8)

Koretz (2003)examined data in terms of cognitive outcomes,-cagnitive outcomes (e.g.,
attendance and dropout rates) and educational practices in schools (such as teaching strategies).
Marsh et al. (2006further offered a conceptual framewdtkidentify multiple types of data

under the heading of input, output and process data:

1 Input data, such as student demographics and school expenditure
1 Process data, such as instructional, operational and financial data

1 Outcome data, such as dropout raséislent test scores, and satisfaction data (pl)

Based on categories such as th&hildkamp and Kuiper (201@ygue that, depending on

their roles and responsibilities, different personnel in a school need different types of
information. Teachers, for example, need information on the learning strenglhs an
weaknesses of individual students while school leaders require information about the overall
progress of groups of students and progress measures of school effectiveness. A distinction,
therefore, is made between data primarily used for organisationadges and data used for
teaching and learningSchildkamp et al. (2012g@ropose a conceptual framework for data,

similar toMarsh et al. (2006 )ategorised by Input, Process and Output but added Context.

Contextdata: policies, resources, school culture, discipline, infrastructure
Input data: teacher and student demographics, attendanceesonmmic status

Process: the quality of instruction, management and assessment practices

= =2 A =

Outcome: Student assessment rtssahd welbeing information

There is, therefore, a dilemma in selecting data; considering data in broad terms may result in
large, complex datasets and prioritising certain forms of data, will almost inevitably ignore
potentially important contributingattors, such as home background. Indeed, most authors
advise against viewing these categories in isolation and emphasise the interconnectedness

between the factor@Bernhardt, 2013Marsh et al., 2006 Using multiple measures also
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stimulates schools to improve a broader set of goals and reduces the potential to engage in
strategic behaviours that can distort the d&hren and Swanborn, 2012 0ln effec
schools, both quantitative and qualitative data and summative and femaasures inform
critical (Kowwaskiietsal.,02008,0p.226and using more than one indicator also

improves the validity and reliability of judgemts.
2.2.5. Assessment data

In some jurisdictions, such as the United States, the overwhelming influence aftdiigh

testing has led to a significant emphasis on quantitative test data, teaching to the test and
narrowing the curriculunfRosenkvist, 201,0Hout and Elliott, 201,IMorris, 201). Often this
perspective is reinforced by the value placed on such tests by politicians, researchers and the
media(Schildkamp et al., 2012b According toErskine (2014Yhis has detracted from the
quality of teaching, formative information and broader learning outcomes that are crucial for
life-long learning and enjoyment of learninglavin (2002, 2003)s of the view that an
overemphasis on testing for accountability has made many teachers sceptical of using data,

leading them to depend on their intuition over valuable information about student learning.

Given the international emphasis on accountgbdnd benchmarking in education and the
significance placed on standardised tests and terminal examinations, it is not surprising that
student attainment data would be -prainent for planning. In some systems, schools are
categorised and ranked primgridy this measure of quality and tests results can have serious
repercussiongRosenkvist, 201,0Morris, 201). Heritage and Yeargley (2008)stinguish

between four types of assessment data, all of which have a role in decision making:

Largescale standardised achievement tests based on a normative curve
Benchmark assessments that measure stpdegress toward mastery of the standards

Teacher graded assessments as a meassigent learning

== =2 = =

Formative assessments used by teachers to inform adjustments in their instruction
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2.3.Data in Irish schools

2.3.1. Limited availability of data

There is relativelylittle statistical data about the Irish education system as a whole and,

currently, there is very little data regarding the standardised ability of students at second level,

with which comparisons can be mgtec Na mar a a n d ). Oheed¢ autharsontidue 1 2

on to question

the systembs abi l-aevalugtionndoe gener

to capacity issues, while the Chief Inspector claimed the lack of a data capture system is the

result of irsufficient government investmefitisiop, 201306 Br i e n @&.tGilleete. |,

(2014) found considerable limitations to the datasets available on the Irish education (f

201

example; standardised student achievements, population profiles, student backgrounds); most

use samples of the student population only, longitudinal data is sparse and most of this data is

irreconcilable, for example with state examinations data. ¢h dae of the benefits of

involvement in international studies, such as PISA and TALIS, is that in addition to gathering

measures of achievement, the reports gather detailed background information from students

and principals(Gilleece, 20131

In the absence of the coordinated data systems found

elsewhere(Nayir and McNamara, 20)4below describes a range of data that should be

available in most pogirimary schools.

Data Set Description

P-Pod (DES, 2016) P-POD is the computerised $gm used by schools to subn
annual reports to the Department of Educatsee DES, 2016«

and Appendix ).

Standardised Tests Standardised testing has been carried out in primary ksl

since 2007 and there are plans to implement standardisec

in English, Maths and Science for Second Year students

2017(Brown et al., 201% Primary schools are required to se

the results for the standardised test they conduct to paren

Department of Education and to appropriate secondary sc
for each sixth class studgES, 2016k

TUSLA Returns Schools are required to maintain and submit a report on I

of school attendance to TUSLA detailing behavioural iss
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SEN Data

DEIS Reports

School, Subject
Department and Lesson

Planning Documents

Inspection Reports

suspensions and expulsions. Schools are also rdqur
produce plans and targets to improve attendésee TUSLA,
20196.

Schools should have records of students with sp
educational needs including details of resources inclu
teacher allocation, educational plans ancchsjogical reports
(DES, 2014.

Schools that are part of the Delivering Equality of Opportu
in Schools (DEIS) scheme are required to produce yeae
improvement plans, including targets, under the theme
Literacy, Numeracy, Examination Attainment, Attendan
Retention, Progression and Partnership with parents and ¢
(seeSmyth et al., 201LDES, 2005.

Schools should have a range of whole school and su
planning documentisee The Inspectorate, 2013 and Apper
Il for a list of required school policigs

Schools have been subject to examination from [
Inspectorate for over 10 years and should have a rang

reports detailing good practice and recommendations.
These reports may be:

Whole School Evaluations

Subject inspections

Programme evaluations
Specialised or thematic inspections
Inspection of probationary teachers

Incidental (unannounced) inspections

A A 4 -4 A -5 -2

Follow-Through Inspectionéee The Inspectorate, 201€
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School Selfevaluation Since 2012 schools are expected to conduct eesaltiation

Reports and review on Teaching and Learning and depe 3 year

Improvement Plans Improvement Plangsee DES, 2011b DES, 2012 DES,
20169.

Examination Data Summari es of their stud

examinations would be available in schools with a signific
number comparing these results to national averzgeSEC,
2016 PDST, 201&.

Tablel Categries of data available in posprimary schools

2.4. Origins of Data Informed Decision Marking (DIDM)
2.4.1. Increasing emphasis orData Informed Decision Marking in Ireland

Arising from greater international emphasis on accountability systems, school leaders and
teaders are increasingly required to demonstrate how evidence is used as a basis for their
decisions(Sahlberg, 2011Lingard and Lewis, 2006 Ireland, amongst other countries, is

coming to this perspective muchdathan countries such as the USA and UK who have well
established practices and technological systems to gather, analyse and use internal school based
and national data. Adc Namar a and OO0 Har adti{eQECD £010y@iot0 6, 20
out early on, there was an absence of national data in the Irishiedsyetem. Furthermore,
according tq OECD, 2009, Irish t eacher 6s deci sions about pec
student progression tend to be based on intuition and instinct rather than on assessment data.
Similarly, the Chief I nspectors, stated that
do o improve the information that we have available to us regarding the effectiveness of
individual school s a nHislop, B042, 310 Altheugh tieootl @it gener
of School SeHevaluation Guideline¢DES, 2011 increasedhe pressure to gather various

forms of evidence, this focus on analysis and use of data involves a considgitabdechange

for many schools. Accordingfdc Namar a and , ®é déasityaf tHe préevinis)

LAOS framework (DES, 2003, ambiguity about the use of data and uncertainty about
contributions from stake holders were among the reasongwa@ifation did not take hold
previously. The2012 SSE guideline¢DES, 2011b are focused on Teaching and Learning

alone and are more specific with a clearly delineated process. They are, however, also more

prescriptive in terms of the frequency of cycles, structure, evaluation criteria and requirements
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for evidence, consultation and target setting. The current converging trends in accountability,
technology and school sedvaluation are ceding new possibties to attain a deeper level of
understanding about the complexities of schaadézship, teaching and learning witluch of

this being illumined by data.

2.4.2. Rationale for Data Informed Decision Making

The fundamental premise of DIDM is the examinatairschool data to better understand
underlying issues and inform actionable knowledge to improve leafbawg, 2009. There

is a considerable body of evidence in the literature about the benefits of data informed decisions
(Datnow and Hubbard, 201Batnow et al., 2007Schildkamp and Kuiper, 2016lonig and

Coburn, 2007Wayman and Stringfield, 200Bowalski and Lasley, 20Q®arsh & al., 2006
Mandinach and Gummer, 2016 Several types of information gathered in schools, such as
assessment data, are no longer solely used for internal reviews or reporting purposes but are
significant features in accountability and school improvement systdrmggard and Lewis

(2016, p.388jrace the spread of the tolown, testbased mode of accountability developed in
the USA and UK in the 1980s to O6infectingdo t
Sahlberg (2011ydescribes as; the Global Educational Reform Moveme®R(@). The
measures include; higétakes testing; educational accountability based on testing; national
curricula; an emphasis on literacy and numeracy standards; new managemalikgtjzation,
privatisation and policies of choice and competition betwsehoolswhich act as putative

means to drive up standar@ahlberg, 2011 The increased ways schools are held accountable

has led to both greater demands for information about school performance and greater scrutiny

of educational programméslacBeath, 2009Schildkamp and Kuiper, 2018pillane, 2012

Where the correct conditions are created and data is contextuatiagea and interpreted

effectively then it becomes consequential information and valuable in action plarifanig.

and Katz (20065t at e 6data can offer a vehicle for i
even transform it, as it is converted2l).nto ex
Discussions on data use help guide teachers in setting goals, provide supportive raw materials
and encourage collaboration. In jurisdictions where it has loewy established, the focus of

Data Informed Decision Making is beginning to move beyond primadgountability

purposes and ha&volved into enquiry based cultu@gandinach and Gummer, 2016
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Basing decisionsn data raises a number of issues including what data to use, for what purpose
and what are the supportive and hindering conditions. Much of this will depend on the situation
being addressed; teachers need formative information which improves learnthg in
classroom whereas school leaders need more summative information for comparing student
progression and attainment across the school and between g@wuldkamp and Kuiper,

2010. Ireland is at the initial stages of integrating data into school planningtiatagic
manner In order to be successful, this wilquire the leadership and vision from the principal,
organisational structures and an environment that make data use feasible and straightforward

and, finally, it requires the support and engagement of staff.
2.4.3. Definition of Data Informed Decision Making

A variety of labels exist but the most prominent terms used currently are Data Driven Decision
Making (DDDM) (seelkemoto and Marsh, 200Rowalski et al., 2008 Databased Decision
Making (Mandinach and Gummer, 2018pillane, 2012Schildkamp et al., 2012&/ayman

et al., 200pand Data Informed Decision Makiti§hen and Cooley, 200Bnapp et al., 2006

These terms are often used intbangeably in similar contexts and usually to describe guiding
practice leading towards school improvement. In this study, Data Informed Decision Making

is preferred.

Data in isolation is inconclusive, it is not until users apply concepts, criteria, theories of action

and interpretive frames of reference that data makes génappet al., 2006Tan et al., 2009

Cousins and Leithwood, 1993childkamp and Kuiper, 2010 The United States Department

of Education defines DIDM as O6A process tha
typically stored in educational data systems, to support decisions intended to improve teaching

and learning at the school and classroem le (M&ags et al., 2009, ph5Dunn et al. (2013)

argue that data for decision making shoul d i
in asystematic manner and creating the conditions for leaders and teachers to identify the areas

of student need and areas where they as professionals require new learning to support enhanced
student | earningdé (pl56). pt#os of DIDM wames fdomnf | ni t i
broad, organisationally focused to narrowly student attainment centred, which has implications

for the nature of the data considered. Data comprises of elements of information that, by
themselves, are given meaning through theed in which they are perceived. The context,

therefore, transforms data into information for decision making and ultimately the further
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transformation into knowledge and actigiandinach and Gummer, 20116n this study into

data and its use in an Irish context, the broader conceptiomssdered
2.5. Leadership

Senge et al. (2012)escribechl eader 6s responsibility to help
insightful and more empowering views of reality. This conforms to a popular emerging view

of leaders as coaches, guides or facilita(®fsapman, 2005 Furhermore, with this style of
leadership, educators throughout the organisation are encouraged to exercise initiative and take
on | eadership roles. This allows people to s
forces that influence behaviouThe notion of vision is critical here, because, without vision,

there is no creative tension and leadership in any learning organisation should start with the
principle of creative tensiofsenge et al., 20)2 This comes from seeing where one wants to

be and accurately, openly and honestly diagnosing where educators are in terms of current

situationi i.e. selfevaluating.

The literature repeatedly emphasises the pivotal role playedtie principal in promoting

DIDM (Wayman et al., 2012¢touis et al., 2010Lachat and Smith, 200Supovitz and Klein,

2003 Wayman et al., 2006 The manner in which principals exert their influence in leading
school improvement under normal circumstances also apply to leading the use of data ie:
cultivating shared goals and norms, developing human capacity, and mogtiyiores to

create conditions to support student achiever(@ayman et al., 2012¢ark and Datnow,

2009 Leithwood and Riehl, 2003 Principalsalso ensure internal accountability through a
combination of mor al ac c ount-anfoicddiptofessianal . e . S
a c ¢ o u n t(Frdstorie ad Ryebl, 2005, p.97 Research byachat and Smith (200%nd
Wayman et al. (2012cyemonstrated schools that effectively use data have seather are
committed to data use and have developed a strong vision for their use within their schools.
Copland (2003)and Park and Datnow (2009%ound schols where leaders distributed
responsibility in the use of data, used data more effectively and data was integrated into the
operational systems of the schawére more effective Meanwhile,Deike (2009)found
principals who worked collaboratively and acted as instructional leaders established clear

norms for data use and were more likely to lead successful data initiatives.
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251. Principal 6s use of dat a

Louis et al. (2010jound principals establish the purpose for, and expectations around, data
use, asvell as facilitatingopportunities and time for working with data. Administrative leaders
use data to undstand patterns of performance, identify strengths and weaknesses so they can
effectively allocate resources and plan professional development and other interventions.
Instructional leaders, on the other hand, use data to inform and develop instrycotiaés

(Luo, 2015. Other leadershicharacteristics that influence data use include setting clear goals
and expectations, creating structured time for collaboration with data and fostering a

collaborative environmerftWVayman et al., 2012cLevin et al., (2012, p. 18%)escribe actions

infor key areas in principalbés use of dat a:
1 Formulating goals specific to the needs of the school
1 Providing structures to support DIDM
9 Building human and social capital
1 Creating a climate of trust and collaboration and a culture of data use.

Wayman et al. (2012c, p.3pjovided a comprehensive critique of leadgrshiluences that

impact on effective data use found in literature and may be summarised as follows:

1 Ask the right questions: supporting staff to identify relevant problems and choosing
appropriate actions
Communication: clarifying how data are usadongstakeholders
Data system support: using MIS to its optimum to improve instructional decisions
Distributing leadership: establishing structures and opportunities to develop knowledge
and skills among staff in data processes

1 Engaging in personal learning mgrtunities: improving leaders own knowledge and
skills in data use

1 Ensuring adequate professional learning opportunities: facilitating relevant
professional development opportunities

1 Facilitating collaboration around data: facilitating opportunities feachers to
collaborate with data

9 Focus data on larger context: ensure a broad spectrum of relevant data is available and
used
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1 Fostering common understandings: creating opportunities to develop a shared

understanding of teaching, learning and data use.

These authorsalso found principals facilitated collaboration by (1) participating in
collaboration with faculty around data; (2) structuring ways for faculty to collaborate around
data and (3) setting expect at triloutedleatlesshipic ol | ab
two distinct ways: either by relying on different support staff to work directly with teachers in
their data use or by creating the opportunit
(Wayman et al., 2012c, p.R20Many of the structural requirements identified by Wayman

already exist inhe Irish system, e.g., school planning 3ylbpportunities to collaboratélany

of these practices may be accomplished with existing resources by establishing a clear vision

for data use; developing knowledge, skills and practices for data and estghdishistributed,
learningfocused leadership style. Similarlffark and Datnow (2009, p.477pund it

imperative that leaders amnstruct the vision and implementation of DIDM by creating an

ethos of continuous improvement rather than blame, empowering staff by distributing
responsibility and using their expertise, and focusing on building capacity by modelling and
Oknowl edge brokeri ngo aBrickmae (2014fofinfl principdsin t he o
schools considered as failing, focused mainly on increasing test scores rather than improving

the culture, dialogue and capacity for data use.

252. Principal 6s Data Literacy

AlthoughLachat and Smith (200%pund leadership to be the primary influence in school data

use, they found few leaders had formal training in analysing and interpreting data for school

i mprovement . They concluded that effective
competencies than their level of knowledge and skill with data (iBidgves and Burt (2006)
however, found principalsé | ack of expertise
in progressing DIDM. Similarlyl.uo (2008)found that knowledge and skills in data analysis

to be one of thgreatest influences in determining principals use of data. Principal's capacity

in the use of data is critical but cannot be taken in isolation from broader leadership skills.
Discussing the data skills requirddamilton et al. (2009, p40dsed t he term O6Dat
whi c h i s totaskand anaviei questions about collecting, analysing, and making sense

of dat ao .Earl a’liKatz (R0D6, p.3Pontend that data literate leaders should be

aware of how dat can be used for different purposes, they need to be able to recognise sound
and unsound data, to understand statistical andure@ent concepts, to recognisgious
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forms of data (numbers, opinions, observations, etc.), to make interpretation par@atbant

than superficial quick fixes) and pay attention to reporting to different audiences. Without the
knowledge of how to use data skilfully, leaders may misinterpret findings, misalign priorities

and goals with the capacity of the school (teachedsstudents) or focus on evidence that is

deficient or irrelevant(Vanover and Hodges, 2015 Using thebasecer m 0c¢€
| e ade Vandver prial Hodges (2018gscribe how leaders must be able to interpret and

infer meaning from data, use that evidence to guide developments through collaborative action
phanning as well as support and monitor the I
proficiency in data use appear to reflect their traifiMgndinach and Gummer, 2013uo,

2015, it is imperative trainings provided to principals on DIDM in areas such as research
methods, statistics, analysis and MIS. The literature has identified promoting a culture of
collaboration and enquiry as well as distributing leadership are critical success factors in the
integration of data into decision making across the school organigaebevin et al., 2012

Wayman et al., 20128/andinach and Jimerson, 2016

2.5.3. Leading collaboration and enquiry

Earl and Katz (2006, p.2@¢fer to exercising leadershipto ugh f ost ering a O6cu
where leaders involve others in interpreting data and everyone is seen as learners who can
support each ot Wamahand8trindfield (R006iterdte thegsignificance

of involving all the staff in data conversations because, as the ultimate consumers of data, their
understandings vital. It is the teachers who are the ultimate change agents in their classrooms

and, therefore, fostering teacher collaboration enables teachers to explore issues and determine
solutions through shared enquiry, reflection and dialogue. This mayéw@rofound change

to the professional culture of a school to one where the principal models the enquiry practices
and makes 6data a prominent feature of delib
on a dai(Knapp di al.s 20860 p.16 OA ©pri ncidpven canvekest i s d
substantial influence on tHaculty, communicating the importance and thereby stimulating

u s @Mandinach et al., 2006, p.L3The leadership required to support a culture of enquiry

may be direct through modelling data use or leading collaborative discussions, or indirect,
through provision of resources, including time, or orientating disooussitowards
improvement outcomes, critical reflection and challenging existing pragtisgson et al.,

2015. If Collaborative Enquiry is thengine of professional learningata provides the fuel

(Katz and Dack, 2004
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Building a culture of collaborative enquiry involves tackling the assumption that teaching is an
individual and autonomous rather than a collegial activitgwley et al. (20093lescribe how
culturally responsive principals can mediate sgsftully between teachers cultural
expectations and their own educational visions. Thigroatised way of working can create

fear and uncertainty that needs to be balanced with a supportive, trusting and nurturing
environment(Katz and Dack, 2014Wayman and Stringfield, 2006-arrell et al., 2016
Collabaative enquiry builds a sense of collective efficacy and shared beliefs and, developing
such social and professidnzapital through collaboratioruilds trust and professionalism

among teacher&harratt and Planche, 2016
2.5.4. Distributed Leadership

Working together with a common vision to improve student learning promotes collective
responsibility and | eads educators O0to notic
well as harnessing and mobilising the resources needed to support therriratisfo of

t eachi ng dSpitdane ekah, 2004, p. L Spillane efal. (2004)andCopland (2003)

found distributing leadership is essential for creating school stascttonducive to data
dialogue. Copland (2003jound that as dathased enquiry practices developed amstaff,

more responsibility was distributed and new teacher leadership skills emerged. Over time,
various stakeholders take on-leadership roles, exercising initiative and developing shared
norms and expertise in datg€ormed decision makingknapp et al., 2006 Such practice
emphasises expertise over hierarchical structures, opening doors toaslistairganisational

and collaborative learning and subsequently freeing the principal for other leadetshifes
(Copland, 2003Knapp et al., 2006Spillane et al., 2004 Distributing leadership functions
acknowledges and utilises the specialist expertise available and develops the organisation
capady through conversations about teaching and learning and the potential of data to inform
decisions. Notwithstanding the benefits of a strong influential leader, considering ever
increasing accountability demands and the complexity of instructional leggerstablishing
multiple decision makers throughout the organisation and empowering them to participate fully
in problem solving, innovation, and collaboration may be the critical solution toiagoid
principal burn ou(Young, 200¢. Waymanet al. (2012cfound principals who successfully
involve others in DIDM lead schools that are more effective at using data. They also found
principals distribute leadership of data in two distinct ways: by relying on staff (positional

leaders and thoseith specialist knowledge) to support teachers in their data use and by
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creating opportunities for teachers to act as data leaders (individually or in groups). Often,
however, this distribution of leadershgmore akin to the distribution of work thageldership,

consequently reduci nWaymahetal.p20ideanci pal 6s wor kl o
2.6. Organisational Use
2.6.1. Professional Development

Building organisational capacity in the use of data can be extremely challenging, especially if
there is suspicion and uncertainty behind the motives. Through strategic leadership, the
establishment of a culture of enquiry, praiesal development and collaborative working
practices, schools begin to develop structures in which DIDM is po$éilalgman et al., 2006

Katz and Dack, 2004 Mandinach et al. (2006@ndMandinach and Gummer (201&)und

that, until recengl, data analysis or DIDM processes were not part of teacher or principal
training everthough there was an expectation in some policy reforms that educators already
have these skills. As training in DIDM is not typically part of training courses, teaubeds

support to develop the knowledge, skills, and dispositions required which has led to the growth

of in-service professional development in many jurisdictions. In light of this gap in
professional training, studies have shown that misinterpretatiosisgafrom difficulties
understanding measurement procedures and assessment statistics, such as comparison across
groups and years, are a concévandinach and Jimerson, 2QMeans et al., 2090 Deike

(2009) identified strucred time for collaboration and professional development as two
significant activities that provide cultural support and can motivate staff to use data. By
ensuring quality time for collaboration with data, leaders enable teachers to build solid
foundatons for effective systerwide data use. Irrespective of supports and resources, the
guality of data use is dependentam e duc at or 60 s andaaptapprodrigtelytoro an al
the data.

In order to be sustainable and effective, rather than beingedi@awisolation, development of

data skills needs to be integrated with tea
(Mandinach and Jimerson, 2016 his is especially important if data use is ever to be regarded

as improvement rather than compliance orientated (ibid). There are, however, varying degrees

of capacity require@f data depending on use, for example, on leadership responsibility or
specialism.Huffman and Kalnin (2003, p.d) ec ommend o&éprof essi onal d

move beyond basic awareness and knowledge building, and help teachers actually translate
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their knowledge into practice, encourage them to make innovations in théimtgaand to
reflect deeply on teaching and | earningbo.
have a positive effect on educaBBDM knowledge and skillgSchildkamp et al., 2015
Wayman, 2005Staman et al., 20)}4Wayman and Jimerson (201ddsit thatcollaboration,
engagement, contextualisation, jeimbedded, intensiveness and coherence are key features of
professional learning with data. Resealdo indicate€ontinuous Professional Development
(CPD) should involve collaboratively analysing both qualitative and quantitative data (such as
assessment data, structured classroom observation data, and student and teacher interview data)
to identify poblems and propose solutiofoortman et al 2016 Mandinach and Jimerson,

20169. Walumbwa et al. (2007)for example, found teachers perceptions of internal
assessments and standardised testing improved when they were supported by focused
professional development. Data Coaching and Professional Learning Communities are two
approaches that provide structures toadase and building capacity frequently cited in
literature(Marsh et al., 201pb

2.6.2. Parent Voice

Although policeqsee for exampl®ES, 2011bDES, 2006 DES, 2012 frequently mention
involvement of parents and students as partners, until recently, systematic consultation with
parents and students about the quality of education they experienced was largely ignored in
Ireland(McNa mar a and )OAshkhssigndicant padt bf2ngoing educational reform
6the inclusion of the voicevafl uatudeantpy cxred
achieved new significang®ES, 2012, p.p Justification for engagement with student and
parent opinion may be seen along a continutmom accountability to educational
improvement. This applies to the rationale for parent involvement in decision making, to the
authenticity of the practices engaged in and the sentiments involved in the relationships
between the stakeholders. In additto supporting their children in their learning, parental
engagement may extend to participation in school related activities and asso¢BEyioes

and Smyth, 201)0as wellasincreasingly being asked for their opinions about the operation of
the school throgh SSE. Research indicates that the degree of parental involvement reflects
their socieeconomic status, the educatbachievement of mothers, and their attitude towards
education, witlpoorer parents less likelo proactively engage with schodByrne and Smyth,

201Q Hanafin and Lynch, 2002 Hanafin and Lynch (2002ndicate that working class

parents have been alienated from the educational debate and dew@kiog because of
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cultural, linguistic and resource issues that make it difficult for them to parécipatcording

to Lyons et al. (2003) parents from middlelass bacgrounds have a more extensive
understanding of schooling due to their own experiences, through social networks and their
financial wherewithal. OParents who think t
involved, while those who think thathar factors and not them have the determining power
prefer t o k e(6qorgituhne Tourvad 2067 tpagORathér than being inclusive,

schools often actually perpetuate this inequality through lack of awareness of the significance

of language and cultural difference with workidlgss parent¢Cregan, 2008 There is a

danger, therefore, that the greatest demands for participation and most forthcoming information

will be from socioeconomicallyadvantagedparentsand the opinions of socially and

economically marginalised parents will be more difficult to ascertain.
2.6.3. Student Voice

The Department o f Children and Youth Affai
experiences of participation in decisiorekingathme , i n school s and in t
(Horgan et al., 200)5found most young people are dissatisfied with their level of input into

school decisiormaking processesThe report highlighted thgtoung peopldound the low
statusadults accorded thewpinions asfrustrating and unfair and, consequenthiad poor
expectations that their opinionsould be sought for anything other than peripheral and
insignificant issues. This is somewhat ironic as, in the same report, principals and teachers
outlined their belief that structures, such as student councils, were effective in promoting
students participation (ibidde Raiste et al. (2012)und the level of participation by students

in school dedion makingwasrelatively low with participation associatedth students who

like school, wee perceived to be higher achievenad higher life satisfaction and greater

reported happiness. Student councils appear to be the main mechanism for students t
contribute to school deci sion making, howeve
the location of school tours, uniform, curriculum, timetabling and school reports, there was

' i mited evidenceod vy dqHomganetme 803, e31lwe 0&i songulpueg
genuine voice requires some t(Haais 2002 p.399f p o w¢
and authentic participationf young people in school decision making, is dependent on a
cultural change on t he par-basedodppraadtorgansth, t owar
2015.
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Student opinions or O0student voiceb6 al so off
teaching. Black and Wiliam (1998ylescribe the dividends of leading students in discussions

about how they learn; it helps them to learti-assessment, promotes reflection, increases
content understanding as well as reorienting
listen to students, they better understand how students learn, what students need, and how the
organisationcanthep b et t dkennedy ang Damawd2010, p.135This may involve

a signficant change in the teachstudent dynamic in many schools, so students are seen as
legitimate partners and playing a key role in inquiring into and improving teacher practice. In

such an environment teachers and students routinely reflect on and diéscausg outcomes,

improvement plans, successes and failures and the learning is seen as a joint enterprise.
2.6.4. Management Information Systems (MIS)

Education systems, internationally, have only started collecting data over the last decade so the
majority of data systems have only been in existence for less than tenS#larsan, 2019

and there is a dearth of research on their implementé&fibn and Wayman, 2015 The
increased access to useful information, more efficient administration, a reduction in workload,
better timemanagement, and enhanced reporting capacity through the increseseof
Management Information Systems (MIS) are some of the key enablers in the expansion in the
use of data in education. The influence of Information Technology, and MIS in particular, has
in fact changed the nature of leadership, management, degiaking, communication as

well as teaching and learnif§hah, 2014Schildkamp et al., 2013&alem, 1999%.

Technology offers the potential to access enormous amounts of tailored, current information
with sophisticated analysis, quickly, easily and increasingly, through mobile systems.

0 Comput er sdflertuapresegestédeapacities for storing, integrating, analysing, and
shari ng dat & 6tudansand garet{(i¥ayrahn et al., 2011, p.1¥0Furthermore,

MIS provides a medium for collaboration, sharing expertise, resources, etc. and can act as a
facilitator for professional learninVayman et al., 2012a In fact, Wayman et al. (2004)
swygested educatoroés anal ytical capacity wil!/
of pertinent information, an intuitive and easy to use interface with customisable query facility
and a variety of means to present informatiGold et al. (2012)however, found MIS systems

are underutilised and nmdy used by a few in administrative or management roles which make
such systems an expensive resource when not used to their optimum. The factors influencing

data use such as time, expense, training, workload, acceptance/support, organisational and
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procediral structures are all relevant when considering the potential of(Wityman et al.,
2004 Wayman et al., 201, Masha, 201 These can pose as significant barriers as well as
enablers. Opinions of the usability, versatility and value of the information available,
contribute to the adoption and use of syste Conversely, laborious processing, complicated

interfaces and slow response times alienate (#égman and Stringfield, 2006
2.6.5. Factors influencing data use

Schildkamp et al. (2014)ategoriseéhe factors that influence the process of data use into (a)
organisation and contextual factors and (b) data characteristics and data system factors. Just
as these factors support the use of data, theegnaksor ineffectiveness may pose serious
barriers. Organisational influences, such as leademshgourage and support teachers to use
data but can alsmake a difference by establishisguctures, modeng use and helpg form

shared vision and godisr data use (ibid).

The perception of the data and data systems will vary depending on whether they are valued
for instructional or ecountability purposes (ibid) anah &ffective Management Information

System (MIS) will provide easy access to relevegliable and valid data in a timely manner.

Data use also depends on the knowledge, skills, and disposition for its use, for example,
teaches need the assessment literacy, experience and skills in analysis and action planning to
make effective use ohé data(Reeves and Burt, 2006 Yet some staff find it difficult to
identify teaching strategies, other than what they were using al(@éadgrson et al., 2010
Altrichter and Posch, 20)4 In order to combat this, Data Coaches, who help staff gather,
analyse,interpret and use data in an efficient manner are a considerable support in many
systemgMarsh et al., 2019 achat and Smith, 2005

Organisational structures such as meetings, improvement plahsnonitoring processes also
promote data use. Time frequently appears as a substantial Bafaygman et al., 2012b
Reeves and Burt, 2006achat and Smith, 2005time to meet, to analyse, to form plans or
simply to prioritise data use among the myriad of other demands. The issue of time also relates
to opportunities to work collaboratively with colleagues. The increasing amounts and types of
data can also lead to data overload and confusion. A narrow focus on achievement data can
lead to a limited form of DIDM focusing predominantly on outcomesvene=xamination
results(Rosenkvist, 201,Morris, 201). In addition, high stakes accountdiior emphasis

on outcomes can increase pressures and lead to playing the system, teaching to the test,
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narrowing the focus on students in the margins or even the exclusion of (@&hera and
Swanborn, 2012

Concerns over security, the quality of the data (reliability, validity, timeliness, etc.) and users
attitude bwards data use can all make a positive or negative contribution depending on how

they are regarde@eans et al., 2000

Wayman et al. (2012@rgue that the influence of leadership is the most important fisctor
overcoming barriers to data use for instruction. Time for data based activities, access to
appropriate data, investment in technology to manage data, a school culture that supports data
use, professional development opportunities focused on data paduwties to collaborate

with colleagues on data are all enablers that help to overcome these barriers.
27.Teachersod use of dat a
2.7.1. Move from organisational to classroom use of data

Over the years the literature on DIDM has evolved from its initial focub@role of data for
accountability purposes to examining how data can contribute in developing or guiding school
improvement efforts, especially in ways that impact student achievésenchildkamp et

al., 2013h. Van der Kleij et al. (2015rgue that early DIDM initiatives essentially represented

a behaviourisphilosophy which did not explicitly consider the sacidtural context of the

school or classroom. The literature on the pattern of decisions from raw data, through teacher
analysis, to changed instruction and improved students outcomes has notdrecedcre

traction until relatively recently. It appears that the educational reform discourse took for
granted the conversion of data into instructional decisions, yet, whether and how data informs
instructions depends, to a significant extent, on tea@wet factors. Datnow and Hubbard
(2016)found therelatons hi p bet ween teacherds beliefs
data for instruction was not significantly addressed in literature and argue this is fundamental

to school improvement efforts. Teacher use of data may involve qualitative and ¢juantita

data, for example; assessment data, classroom observational data and/or student and teacher
interview data amongst others, however, other than some research on the use of assessment
data, the area has not received much attefoortman et al., 20)6 Lately, research seems

to have shifted more towards a sociocultural paradigm which emphalesastdraction

between protagonists and their environment, so decisions about learning arise from the

interplay of the actors, actions and the confé4tiam, 2011. Thus, instead afontrolling for
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the context, the focus now is on the activities undertaken in light of data in particular contexts
(Coburn and Turner, 201 5childkamp et al., 2013Wermeulen and Kleij, 2002 Altrichter

and Posch (2014describe how evidendeased governance has come full circle, from an
original dissatisfaction with teacher led school improvement which resulted in the development
of external instruments to direct change, only to realise this cannot be achieved without teachers
reflecting on and responding to data. In their rese&ualry et al. (2016, p.89) ound Owhen
data is used to inform instruction rather than evaluate instruction, teachers begin to practice
refl ect i VHattietard & @tds (20L& Search also indicates teachers who use evidence

of learning to inform and improve their teaching have a greater impact. Whereas DIDM at the
organisational level is dominated by systematically gathered quantitative data, teacher
classroom based decision making is more qualitative based suokirgsobsevation,
guestioning and conversatigian der Kleij et al., 2005 Thus, in Formative Assessment,
teachers are continuously gathering, analysingusiry evidence of learning to direct what
happens nexseeMcMillan, 2012 Van der Kleij et al., 20156

2.7.2. Teacher activities involving data

Through the myriad of interactions with students on a daily basis, teachers come to understand

the performance levels and learning needs of their students. Even when questioning in class,
teachers ar e not onl y athey eaesmonitgringsstudedt® nt s 6
understandingengagementmotivation and behaviour. This information serves several
purposes planning lessons, adjusting instruction extemporaneously, evaluating progress,
structuring groups and diagnosing misunderstan@itamndinach and Gummer, 201tiggins,

1991). Refecting on the evidence of learnirgg itverbal or visual, from the whole class or

individual students, formal or informadye allfundamentato effective planning and teacher
practice. As thisnformationf or ms t he basi s f otrthereferqg adepanaté s a ct
enterprise but is integral to evidence based, decimi@king processes. There is a significant
challenge in capturing these forms of data in a manageable way and then engaging in effective
activities to m&khe w da gef itsham.epl|fyT amiott ed i n
experience, as well as in ideas, values or e
often difficult to express or analyg@ltrichter and Posch, 2014, p.9 Teahers use of data

also depends on their understanding of what constitutes worthwhile and valid data, the types

of data avadble, their capacity to analysineir content knowledge and pedagogical skills,

their disposition to work with data as well as angational factors such as suppddr using
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data, access to professional development, collaborative culture and DIDM leadership
(Mandinach and Gummer, 201Roogland et al., 201 8andinach and Jimerson, 2Q16To

gain a comprehensive understanding of their students and their needs, teachersuseed to
more than just assessment data; they must consider the role of data such as demographics,
attendance, health, behaviour, attitude and welfare which all have an impact on student
dispositions. For school accountability, however, often it is exam rpeatftce that takes
precedence and contributing factors are neglected or examined in is@Méndinach and
Gummer, 2016Mandinach and Jimerson, 2016

In a survey in the USVleans et al. (2009, p.1%)und the most common use of data reported
by teaches were informing parents about student progress, tracking individual student scores,
and estimating whether students were making adequate progress. Imav@milthey found
teachers also used the Management Information Systems (MIS), in particular, to:

Track other measures of student progress

Identify skill gaps for individual students to tailor materials to his/her skill profile
Determine whether the da or individual students are ready to move on to the next
instructional unit

Track standardised test scores by year group

Inform curriculum changes

Evaluate promising classroom practice

Inform student placement in courses or special programs

Decide whetheto give students tesaking practice

= =2 =4 4 A -2

Grouping students in class
2.7.3. Assessment Literacy

Young and Kim (2010)lescribe the capacity to implement appropriate assessment approaches,

for both formative and summative purposes, to provide constructive feedback, and make
consistent and objective judgementsFulbyéded o]
(2000) describes Assessment Literacy as an ability to gather dependable student data, a
capacity to examine student data and make sense of it and an ability to make changes in
teaching derived frorthatdata. Mandinach and Gummer (2012)ggest Assessment Literacy

is a fundamental component of broader data literacy asgijtdehis, Assessment Literacy is

an area teachers rarely receive trainingDatnow and Hubbard, 2016 The application of
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assessment data has increased in light of policy demands and data systems, yet an
understanding of the implications for teachers and professional development still lags
significantly behindPiro et al., 201% Altrichter and Posch (20149und even teachergho

were positively disposed towards using external performance measures in their planning, did

not find it easy to process information about their studéenterder toderive practical
consequencedMeanwhile, Datnow and Hubbard (2016ptedlt hat a t eacher 6s co
data analysis and interpretatioied largely on their sense of s@fficacy with those skills.

A distinction may be made between the use of assessment data with a summative and outcomes
orientation or a perspective that seeks insights into the learning process in order to support

learring and adapt instructiofBtobart, 2008
2.7.4. Summative Assessmdn
2.7.4.1. Rationale

Traditionally, assessment is, curiously, seen as a distinct activity from instr(Middillan,

2012 which conforms to a predominately summative paradigm. From this perspective,
summative assessment is akin to evaluation in many respects; adjudicating mastery of a defined
domain, providingretrospectivefeedback, it comes at the end of the learning experience,
generally appears in written form, and is staged periodi¢&tiggins, 2002 Similarly,
summative assessments are usually categobgeduantitative figures such as grades or
percentages. Formal tests, examinations, and assignments are classic ways of measuring
student progress, certifying knowledge/skills and are fundamental to accountability systems

but not, necessarily, designeddioectly improve learning
2.7.4.2. Use of Summative Data

Where summative tests are high stakes and prominent in discourse, teachers often feel
compelled to Oteach to the testo, and stude
expense of understandingenjoymen{Ehren and Swanborn, 201&1liman, 2015. Teachers

may, therefore, perceive thesagernal assessments as being in conflict with, or even damaging,

to constructive views of assessm@DECD, 200%. Ireland is not alone in the significance it

places on national summative tstlbeit in curricular rather than standardised tests
(Rosenkvist, 201 for the moment, at leastloover and Abrams (2013)und teachers who

looked at the summative data, rarely related the findings to the curriculum requirements or the
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needs of specific groups duslent and they tended more towards cursory analysis of student

performance than idepth disaggregation.
2.7.5. Formative Assessment
2.7.5.1. Rationale

Formative Assessment uses evidence to support the learning process. Rather than just verifying
what students havedened (or notltheseassessments can provide evidence, which can be used
formatively by teachers to adapt their teaching and students to adjust their le&tadggson

and Pyle (2010¥e<ribe this in terms of feedbadkom the teacher to the student and from
studentds work to the teacher. Assessment f
with Formative Assessment, was definedBrgadfoot et al. (2002, p. s Ot he pr oce
seeking and interpreting evidence for use by learners and their teachecsd® where the

|l earners are in their | earning, where they
Assessment essentially involves students and teachers analysing, interpreting and reflecting
assessment data and taking constructive action omftleése deliberations. This analysis of
studentdos assessment and writing formative
evaluate their own practices, the content covered and the activities engagleith, in turn

contributes to their owprofessional learnin¢Black and Wiliam, 1998 Giving descriptive

feedback is more conducive to learning than quantitative grades or marks which promote
competition and comparison. The formative use of assessments has an influence on the type

of data gathered andhe instruments used to gather date.: more authentic assessment
methods such as portfolios and project work than multiple choice exams or large scale tests.
Several significant studies have emphasised the substantial improvement in student learning,
especially arising from feedback apder and seldssessmerfHodgson and Pyle, 201dattie

and Timperley, @07, OECD, 2005Black and Wiliam, 1998

2.7.5.2. Use of Formative Data

TheNCCA (2002, p.45d escri bed the significancethe@l aced
towering presenced i n Stigginsg2002)odngetieml tagaiash the Me a
dangers of assessment apparatus, designed to meet policy and wider system needs rather than

thoseé t eachers and students. |l nstead, teache

and the continuous flow of information about student achievement that it provides in order to

a7



[Type here]

advance, not mer el y ¢Shiggiosk 2002,np, 791 sStiggidse(2002) | ear n

proposed teachers use assessment data formatively by:

Articulating achievement targets in advance of teaching
Discussing those learning goals with studemterms that they understand
Using assessments to build students' confidence and help take responsibility for their
own learning

1 Giving descriptive rather than judgemental feedback with specific insights on how to
improve
Continuously adjusting instructidrmased on the results of classroom assessments
Engaging students in regular sasessment

Actively involving students discussing their achievement status and improvement

Among the sparse empirical research on assessment in Ireimadjht and O'Leary (2013)
andEiversetal. (2010) ndi cate that teacherd6s use of sucl
poor or emerging at best. Student generated class data has mueh disgtostic and

indicative potential than the evdominant, external, hightakes exams which can, in fact,

lead to narrowing the curriculufstiggins, 2002
2.7.5.3. Common Marking

Halverson (2010, p.130kt at e s -drivem tinstrdctional anprovement relies on
developing coherent systems that allow school staff to generate, interpret, and act upon quality
formativeif or mati on on st ude nReeves&200d, pdlaisaibedthe r o gr a

use of common assessment s, devel oped and mal
standard in educati onad axseousnmearbtid i ayé bee
teaching and | earning, not merely to evaluat

approach to grading and instruction is it provides a quality assurance mechanism for the
teaching and learning. This apprbdandamentally challenges the balkanisation of teachers
and subject departments, prompting them into a professional dialogue about the rationale for

their work.
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2.7.6. Junior Cycle Reform

Several studies highlight the dominance of the Junior and Leavingicaéet assessment

regime over the curriculum and teacher pracf(emyth, 2009 Smyth, 2007 Smyth et al.,

2011 Smyth, 2011Looney, 2008 The Junior Cycle reform proposalgere an attempt to

move away frm a significant external summative assessment to a largely suéwed model

that would broaden students learning experience and place emphasis on the process of
continuous learning and developméNCCA, 201). The construct that has emerged still
envisages broabased learning experiences with an emphasis on experiential and
interdisciplinary learning however, an external examination regime remains, although
depreciated. Itis envisaged, however, that there will be an emphasis on the process of learning,
with students demonstrating their learning over time and in a range of learning c(DEEX{s

2015. The framework states that schools must
learning is generatedjathered, assessed and reported throughout the cycle to students and
shared regularly wi (DES, i%® p.50 Inpspite efrtGoverhngenta r d i a
undertakings to provide support, moderation remains the most contentious issue with unions,

in particular, expressing doubts about maintaining equitable standards and awaishacros

school systenfCorner, 201k

2.7.7. Teacherts discussions about data

One of the sideffects of the National Literacy and Numeracy P(®ES, 2011 and a

significant feature of the School Selvaluation GuidelineDES, 2011bis the requirement

of teachers and schools to engage is a reflective process about the values, aims and practices
informing the educ a tratianrmrounchtieeyse pfrdata bringe focus tad Co | |
the conversations, a sense of purpose, helps teachers to learn from each other how to use data
and allows for a fertil Pooeman, 2G5 g)kSclwobdlsandd e as ¢
students generate enormous amounts of evidence about learning every year, but only a fraction

is used for instructional guidan¢8upovitz and Klein, 2003 Educators are now required to
re-evaluate their decisiemaking pra@esses and engage with evidence in a much more strategic

manner than previously as part of SSES, 2011
2.8. Ethical considerations

The ambiguous boundaries of how digitadkpred data, in particular, may be used raises

several ethical issues. Among these are data ownership, access, ethical use, power and the

49



[Type here]

locus of control of data, privacy, security and the cadrdata users.Selwyn et al. (2015)
highlighted the distinction between (a) the majority of individuals who, often unconsciously,
create the source data, (b) the individuals who collect data and (c) the elites who have the
expertise to analyse data. €rh is a danger that decontextualized data, and algorithmic analysis
may lead to policies and pressures aimed at uniformity thereby inhibiting creativity and
innovation that address the needs of minority groups of stu(erdger and Drachsler, 2012

To avoid subjects feeling under surveillance or theirgmyvinvaded, robust policies and
protocols need to be establishedprotect data from abuse amuhsure they are used in
acceptabl e ways. These are particular i ssue
digital footprints and behaviours may hegyged without theitknowledgeor approval. A

balance is, however, required between preserving user privacy and providing open, versatile
datasets that allow for aggregation and ciassification. At presentjn most Irish schools

student learning anatofile dataare managed separately; howewanse LA to its full potential
integration of datasets needs to take p(&reller and Drachsler, 20 @/hich will require the
formation of ethical safeguardBynon (2013 i t ed a number of such col
including an inclination to use superficial
pre-determining students outcomes based on datasetswing options based on the majority
preferences and the pressure of constant surveillance on indiwithaahing. Also, a reliance

on Big Data limits analysis to the information within datasetsssibly missing critical
behavioural information. Bi@ata may both, reinforce and even exacerbate, existing social
and educational inequalities, for example, those with access to technology will be more

represented over those who do &ynon, 2013
2.9. Summary

In organisational terms, the extent to which schoolsroanovedepends substantially on the
ability of the staff to solve problems, form plans and implement decisrahssing data can

make a valuable contribution to these. When implemented effectively, Data Informed Decision
Making (DIDM) integrates empirical evidence, tacit knowledge, professional responsibility
and cultural valuegLeithwood et al., 2006Earl and Katz, 2006 In an information rich
environment where the production and use of data is accelerating, it is vital to be able to draw
on a variety of evidence to inform decision making. There is a distinct possibility that the
potential value of data will not be resdd in many schools, possibly due to ideological distrust,

lack of fundamental resources or the absence of a vision for effective ddtagnaen et al.,
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2004 Kowalski and Lasley, 2009 With the increasing emphasis on School -8eHluation
practices, the way data is being used in schools is changing and education systems are getting
more sophistiated in how to utilise data. The definition of data is now broadening to include
formative assessments, activities such as observations, and applied data analysis of a wider

range of school improvement issy€ampbell and Levin, 2®).

The literature on school use of data extensively focuses on the use of assessment data and other
significant information on Pastoral Care, Classroom Management, Student Perception Data or
Demographics is neglected or examined in isolatitandinach and Jimerson, 2Q16
Mandinach and Gummer, 2016A narrow focus on Assessment, doubts about relilmiti

the risk of information overload may lead educators to ignore or dismisstg@dily valuable
information. The challenge, thereforis,to find the most relevant data with which to make the

best decisiongMa, 2012 Burns and Wilkoszewski, 20L.3From a constructive perspective,
however, as well as serving an accountability function, assessment data helps identify
exceptional practice anmbntribute towards school improvement by identifying successes and

deficiencies in student learning.

Andersonetal. (201)ound At he | eadership of principals
expectations, opportunities, training, access to expertise, dovdolp act i ons o ( p 2
critical to the effective |1 mplementation of
background are key factors that influentteir data practiceswhere more experienced
principals may rely on intuitive decisions, less exgreced leaders and morestruction

orientated principals armore likely to use datdYoon, 2016. Principals with a strong
conceptual background in DIDM are better able to guide their staff in the use of data. Such
leaders are knowledgeable, committed and build strong visions for data use among their staff
and can assist sfafith the analysis and interpretation of dg€arr et al., 20060'Day, 2002.

Wayman and Stringfield (2006)bserved that principals who worked closely alongside
teachers found greater acceptance guiding them in using data to inform thezepr&tiaring

decision making not only promotes a shared visitoimproves moraleenhances the quality

of decisionsand contributes towards a culture of collaborative enqy@ppland, 2003

Leithwood et al., 20045pillane et al., 2004

Management Information Systems (MIS) now play a crucial rolearetfective use of data in
decisionmaking (Cho et al., 2015Datnow et al., 2007Wayman and Stringfield, 2006
Wayman and Jimerson, 20M/ayman et al., 2012lCoburn and Turner, 2012 The steady
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growth in the capacity of technology and increasing demands on schools for information has
made schools more and more dependent on information systems. Increasing amounts of data
are stored electronically and ashrological advances facilitate easy distribution, there is a
challenge to prevent unauthorised access to information. This is more significant in schools as
they accumulate substantial amounts of personal, and often sensitive, information about
studentsparents and staft.evin et al., 2012Boudett et al., 2005 In addition, the inexorable
increase in the numbers of students using various digital devices for learning and iwlassroo

assessment, in particular, inevitably raises new and varied forms of data.

Providing structured time for collaboration, involving either the whole staff, working parties

or specially convened groups, is one of the main ways schools use to developstéacher
knowledge and skills. Working collaboratively with data challenges assumptions and provides
participants with new insights and new knowled8ehildkamp et al., 2035 Organising a

group of staff to work together on data can be a productive way to establish practices and assist
teachers develop their skills.Schildkamp et al. (2015¢ompared the qui&y of group
deliberations and found respors&ried from analysis, synthesis, goal setting and reflection

at the effectual end tdtle more tharstorytelling at the other end. They found discussions do

not necessarily lead to action but may challgorgeonceptions and there is powerful learning

in finding out one is wrong (ibid).

As teachers and schools endeavour to improve student achievement, the use of evidence is
becoming central to how teachers ewvgessuate t
(Knapp et al., 2006 Increasingly Formative Assessment is regarded as an effective way of

using student achievement data to support instructional decision making. These decisions
include, Ahow to adapt | essons or assignment
goals or objectives, or modify studegrouping arrangementgHamilton et al., 2009, p)1

This may include organisational, pedagobarad technological practices that foster effective

data use.
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3.1. Introduction

The purpose of this Qualitative Case Study is to identify what data is udedision making

in secondary schools and to investigate how that data is used for improvement purposes.
Principal data use, teacher data use and organisational influences emerged from the literature
as significant themes in how data is used in schools andldressed in this research. This
study examined the situation in seven second level schools, with various characteristics, from
across the country, but were identified as demonstrating good practice in the use of data. This
section describes the epistdogical basis for the research design, the rationale for using a
Case Study Methodology and the considerations in selecting appropriate methods. The range
of data collection methods used are explained including individual interview and focus group
interviews, observations, and review of documentation. There is a brief discussion about the
data analysis process and the participant selection criteria. The measures undertaken to ensure

validity and reliability of the findings and the ethical consideratioasatso explained.
3.2. Philosophy/Paradigm
3.2.1. Introduction

The research philosophy and its underlying perceptions of how the world is viewed forms the
fundamental basis on which research in conducted. This research is based on the assumption

t hat o n e d@lisg ouknowvledyes is @ matter of perspective, in other words, everyone
approaches phenomena from their own unique point of view. Only each individual,
themselves, can know what they think, physically experience or bedadeach of these

aspects impaston the other and cannot be taken in isolation. From a subjective epistemological
point of view: one starts from what one know

point.

A review of literature was undertaken in order to explicate the inhgihédnsophical constructs

in the researcherdéds worl dview and to ensure
ie: align the ontological, epistemological and axiological assumptions. Understanding these
beliefs about the nature of reality, truthdaknowledge influence the research approach and

help expose and minimise bias. Various paradigms address phenomena in different ways so
different kinds of knowledge may be derived through observing the same occurrence from
different philosophical perspeets(Hatch and Cunliffe, 1997
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3.2.2. Positivist Paradigm

Cohenet al. (2013)describe Positivist Paradigm as derived from the study of natural science
and is characterised by the testing hypothesis. It presumes that the social world exists
objectively and externally. Valid knowledge is based on observations afxtamal reality

and theoretical models can be developed that are generalizable and predictable. Facts can be
measured empirically using quantitative methods. The positivist approach is neither
compatible with the philosophical basis of this researchappropriate as this research is not
based on a particular theory.

3.2.3. Realist Paradigm

Realist paradigm posits that phenomena can exist independent of human consciousness, but
knowledge of reality is a result of social condition{gauss, 200p It proposes that the study

of natural and social sciences are different, that social reality is subject to interpretation but,
similar to positivism, phenomena can be studied empirically and objectively.  Unlike
positivism which can examine direct casual relationships and form generalizable theories,
realists argue that phenomena are more likely to form general tendencies depending on
circumstance, rather than comply with absolute rules. Realist paradigm, therefonegsnvol
research from a number of different perspectives that combine to give greater understanding
(seeRitchie et al., 2013Cohen et al., 20)3 Realist paradigm holds that reality is, in some
respect, independent of the researcherd i s, therefore, i ncompat |
philosophy.

3.2.4. Interpretivist Paradigm

Il nterpretivist paradigm arose from criticism
from what is being researched ie: the expectation that a resezanhayserve without allowing

their valuedo interfere is arguably impossib{®enscombe?010. Interpretivism holds that

there is a fundamental difference between the natural and social sciences. In the social world,
individuals make sense of situations based on their knowledge, experience and feelings.
Meaning is, therefore, constructadd reconstructed continuously in light of experience and
resulting in different realisations depending on the situation. This leads to multiple realities
(Lincoln and Denzin, 2003 It is important to understand the contextual factors that influence
various interpretations. Research aims as much to uaddrand describe the context as it

does to understand the thoughts, feelings and actions of the people involved. This paradigm is
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highly contextualised, less generalizable, and reasoning is more inductive than deductive.
Interpretivism is often criticisk for being subjective and it is important, therefore, to take
measures to avoid bigseeMack, 2010Johnsorand Onwuegbuzie, 200€ohen et al., 2093

The Interpretivist paradigm is appropriate for this study because it locates the knowledge
generation process by key figures at the centre of the researelioclis of this research is on
understanding the emerging experience of principals and teachers. The research will, therefore,
examine the subjective interpretations of th
interpretivist paradigm, thiers ear ch seeks to 6understand, ex|
through the eyes (Cbherdetdl. 2018 @.hS Thiprasearch seekptant s 6

understand rather than explain the pheaonom of data use in schools.
3.3. Case Study Methodology
3.3.1. Selection of Case Study methodology

Case Study was chosen as the best vehicle to pursue the objectives of this study because the
issues are multifaceted and the approach facilitates a robedtpih exforation of the
phenomena to reveal the réié complexities involvedYin, 2014). In accordance with an
Interpretivist epistemology, a Case Study approach acknowledges and respects the validity of

experiential knowledge of the participants involved.

A case study examines the decision making proedssdecisions were takenpw they were
implemented and with what resyschramm, 1971, as citied by Yin, 2014 Similarly,
Arsenault and Anderson (1998w case studiess being concerned with how and why things
happen, allowing the investigation of contextual realities and the differences between what was
planned and what actually occurred. Therefore, not only does a case study present, analyse
and interpret the uniqueass of real individuals and situations through descriptive accounts but

it also catches the complexity of the behaviours involved. The approach enables the researcher
gain a holistic view of the phenomenon and can provide a more complete picture because a

number of perspectives are sought.

Creswell (2012b,p.468) e f i nes a @nandepth Sxploratign ofaa Hourdded system
based on extensive datacollecionand coul d rel ate to an acti vi

This research examined a contemporary issue, lookédmta reallife perspective within
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reaklife school contextgYin, 2014 in or d e rto bting intd focus the Hiepth features and
c har ac t(Briggs et al.j 200,95 0f the issues being studied.

3.3.2. Types of Case Study

According to Yin (2014}here are three types of case study resdaotploratory, Descriptive

and Explanai r vy . The Exploratory Case Study appro
phenomena. The Descriptive Case Study app
involves an actioninitsredli f e cont ext . Thirdly, twé Expl
and 6whydé based on theories and applies thei

where viable theories exist in the domain under sy, 2014). Yin (2014)suggests there

may be cros®ver between types andeBcriptive Case Studies may beploratory, if
relatively little research has been done in the area. This is the situation with this research as it
is the first time theempirical research of this nature has been undertaken in this area in Ireland.
This work is predominately Bescriptive type as it endeavours to organise and summarise
principas and teacher 6s e xp e rExprtorein its teatuferitha g dat
main types of data they use for School Improvement Planning. In the absence of research on
current practice, this research aims to describe the phenomenon of data use in schools,
document the nature of existing variables, how they interact mwvilp the basis for further

study. The research does not claimbtorepresentative of all schools in the country but
illustrative of the seven schools involved. There are critics of descriptive research who deride
it for the inability to control varides, for frequently yielding only descriptive rather than
predictive findings and because it does not seek to produce theories of explanations (Bennett,
2004). The findings in this research, however, will provide details of the issues involved in

DIDM andprovide a basis to formulate hypothesis and further explore of the topic in the future.

Stake (1995)pn the other hand, proposed three categories for the design of Case Studies:
intrinsic, instrumental and collective. The Intrinsic Case is exploratory in nature, guided by an
interest in the case itself rathbah a desire to generalise or theorise across cases. The opposite

is the case in Instrumental Case Studies where exploring the issues in order to generate theories
and generalisations are the priority. A Collective Case Study incorporates multiple
Instrumental Case Studies with a view to better understanding the issues involved. The present
study, which is a Collective Case Study, aims to add depth and breadth to the literature base
that may, eventually, contribute to conceptualising theories or prasciii data use. In a

Collective Case Study, a common set of research questions are devised to guide the study in
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each individual case, however, each case is treated as its own individual entity. While, the
researcher is particularly interested in thenomon characteristics that link the cases, it is
important not to ignore the individuality of each case either. This requires a thorough and
methodical approach and careful consideration for the naturgcapd of data being gathered.

Under Stakes cladiation (Stake, 1995),hts Collective Case Study combines different
perspectives on the same phenomena from different schools. The researcher locates the cases
in their larger context through the literature review which contributes to the inferenlitgd ab

and potential generalisability of the findings. This mode of research enables the@utier

a number of data sources to understand the complex social processes ifRedvach (2000)

argues that the use of multiple datalection tools provides a rich picture of the case being

analysed.
3.3.3. Components of Case Study

Yin (2014) proposes that Case Studies involve five components: the research questions; its
propositions, if any; its unit(s) of analysis; the logic linking the data to the propositions; and
the criteria for interpreting the findingsStake (1995pn the other hand suggests a more
flexible model ivolving a few questions to focus the initial research process and, as the
investigation unfolds or as the problem areas become progressively clarified and redefined,
research questions are redefin@take, 199p The approach followed in this research,
however, followsMe r r i amdé s ( 1;9cln8ucting literatore revoercénstucting a
theoretical framework; identifying a research issue; developing key research questions, and
selecting a purposeful sample. This Case Study methodology incorporates this more inductive
approach to resear¢@reswell, 2012pand gradually builds up@nceptual understanding of

the particular cases in which these participants are situated.
3.3.4. Criticisms of Case Study methodology

The Case Study method is not without criticism and there are limitations surrounding case
studies.Yin (2014)argues that the greatest concern regarding case study research has been the
lack of rigour due to equivocal evidence or biased views influencing the findings and
conclusions. Furthermore, accordingHammersley (1997¢ase studies provide little basis

for scientific generalisation and not only can they take too lmrtgthey can also result in
massive, unreadable documentation. These issues are addressed below.
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3.4.Research Methodologies

The research method is the enquiry strategy used during a study and reflects the underlying
epistemological assumptiofSreswell, 2012 Although not without controversy, the three

main categories are described as Quantitative, Qualitative and Mixed Methods. In accordance

with Interpratist principles and because they are particularly appropriate in social research
studies, qualitative methods are used to collect data and deriveisionsl in this research

(Creswell, 2012n Qualitative methods provide a f
settings, assist participants to understand fully, and therefore partake fully, in that which is
being researched. The researcher builds a lsonywew of the situation by documenting and
analysing the responses gained through structured research so that any conclusions drawn or
gained can be confirmd@reswell, 2012aCohen et al., 2033

3.4.1. Interviews

Since the main purpose of the research concerned establishing schools experience using data,
interviews were the main method of legting data. According tdvale (2007)the interview

in research marks a move away from seeing human®m@sational objectsand dta as
somehow external to individuals towards regarding knowledge as generated between humans,
often through conversations. FurthermdPatton (2015)argues that the benefit of using

interviews is that

6éwe cannot observe feelings, thoughts ar
how people hae organised the world and meanings they attach to what goes

on in the world €& the purpose of intervi
intotheothe per sonés perspectived (p. 426) .

The necessity to interview school leaders (mainly principals) is edssiniia the research
endeavours to understand their thoughts and actions about data. It is also a very informative
method of data collection, as the interviews give the opportunity to meet the subjects of the
research in their own context. The intervsesnabled more to be said about the research than

is usually mentioned in surveys, they give more epeted answers and they are better for

clarifying and probing issuessthey arise.

The three main types of interview are structured, s#ractured ad unstructured and these
can be carried out fage-face or over the telephone or Inter(Béernard, 201 Structured

interviews are based on predetermined questions, asked without variation and often do not
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involve follow up questions. Conversely, unstructured interviews do not usually reflect
preconceived theories of ideas and invatwead open ended questions that often progress
based on previous responses. Ssimictured interviews involve a number of key questions
that help structure the discussions but allow flexibility to pursue some responses in more detalil.
Closed questionslicit narrow specific responses, whereas open questions lead to longer more

detailed responsdéseeCreswell, 2013, Cohen et al., 2093

The semustructured interviews conducted during this research involved the same schedule of
open questions across all the centres. This helped the reseéalmheonsistenstay focused

and avoid improvisation, diversion and inconsistency while still allowing responses to be
probed further where necessary. Interviews were conducted with six Principals and one
Deputy Principal in their offices over a six month period from Maoc8eptember 2015. The
interviews varied from one to two and half hours in duration, were recorded on a Dictaphone

then subsequently transcribed.
3.4.2. Focus Groups

Focus groups share many common features with less structured interviews, however, the
discusson is guided and moderated by the researcher. A focus group discussion is a good way
to compile information on a specific topic of interest among people with a shared understanding
when the time available is limitg@€reswell, 2012n Often a wider range afata can emerge
through the interactions in focus groups; comments by one participant can initiate a chain
reaction of additional comments from others or can stimulate new ideas. Responses may be
more spontaneous and genuine because participants aeguioed to answer every question
(Vaughn et al., 1996 The researcherbds role is to fa
individual participants from dominating, managing differences of opinion and, where
necessary, encouraging reticent participants. Transcription and analysud Group
discussions is more complex because of the number of voices and the nature of the interaction
involved(see Cohen et al., 200L.3Seven focus group interviews were held over the course of

a nine month period from March to December 2015 aodps varied in size from three to

seven.
3.4.3. Document Analysis

The use of documentary methods refers to the analysis of documents that contain information
about the phenomenon being studjBdiley, 1994. Guba and Lincoln (1981, p228gfine a
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document in this context as O6any written ma
sceptically in response t o s omerneedgsqgocasder f r om
the original purpose of the document, including the target audience and, in this instance, the
style, tone, facts or opinions are less important than the purpose, accuracy and completeness.
The researcher, essentially, determines vihaheaningful and relevant, forming emerging

themes into categories through focused examinatiereading and integration with other
methodgBowen, 200%.

A variety of school documents were examined for this research which may, broadly, come
under School Organisational Documents (Schemes of work, Policies, Presentations, teacher
and student journals), Planning Documents (SSE and DEIS Reports; subjectssnolanhs)

and Attendance. These gave an insight into the types of data available, their evolution over
time and their practical application in the school.

3.4.4. Secondary Data Analysis

Secondary data analysis is analysis of data, collected by someorferedséifferent purpose

than currently being consi dehreerdd antdithynsaeys 6b e
2008. Whenundertaken with care and diligence, it can provide a valuaisight in

gualitative research 0The same basic research principl
apply to secondary data analysis, including the development of a cledmacallyg relevant
research question, study sampl e, appropri at
(Smith et al., 2011p.92Q. Secondary Data Analysis is conducted where the timeframe or the

cost of primary data collections is prohibitive or suitable datasets are already available. In
contrast, secondary datasets can provide large sample size, relevant parantketers an
longitudinal detailSmith, 200§. Whereas with primary data, researchers can strictly control

the study populédn and prescribe the exact parameters of the investigation, with secondary

data analysis, these may not match exactly what the researcher wishes to collect, research
variables may not be obvious and causality may be more difficult to gsseSanith et al.,

2011, Johnston, 201Hofferth, 2005 Church, 2002Smith, 2008.

Planning Documents (for SSE and DEIS Reports), Attendance and Examination Records
(Appendix V) were the main documents examinedo research which were compiled by
participants for their own purposes. Most of the secondary data did not contain sensitive

information, however, the assessment and examination information did, which raised potential
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ethical issues of informed consemersol information wa®bscured during the observations

and all identifying features were removed before being prinfdus information wasised to

support the statements made by participants and identify practices or approaches not eluded to
duringinterviews, thereby, complementing the primary data collection.

3.4.5. Field Notes

Field notes are contemporaneous notes of observations or conversations taken during the
research process. Field notes may include verbatim transcripts of conversation$ or brie
notations that can be elaborated on IgEeickson, 2012 Bryman and Bell (2015)ategorised

field notes into: mental notes when it may be inappropriate to take detailed notes; jotted or
scratch notes, taken at the time of observation or discussion and consisting of highlights that
can be remembered for ladevelopment; and full field notes written up as promptly and as
fully as possiblgsee Cohen et al., 2013 Jotted notes were taken during conversations with
participants relating to types of data and uses, also lists were made of various docndhents a
how they were used, especially if it was not possible to obtain copies. Brief notes and

summaries were penned at the time and expanded on within a short period afterwards.
3.4.6. Observation

Observation is a form of correlational research in which a relseambserves ongoing
behavioufCohen et al., 2033in this case the procesgtprincipals and teachers go through
when they analyse a piece of data, usually xt termat and on their own. Thapproach
enables the researcher capture the setting that participantsrwodkudingaspectghat may

not be obtainedy other method¢Patton, 201}p It is important, however, to be alert to the
potential for impressionistic judgements or bias, listening carefully and to maintain a sense of
objectivity through maintaining a professional distafCehen et al., 201 Ritchie et al.,

2013. Through the observation, researchers can uncover factors that are important but not
obvious from the narratives, thus, giving a further insiglo the phenomena as well as

providing a means of triangulation.

Observation varies by the extent to which the researcher intrudes upon or controls the
environment and is typically divided into controlled, naturalistic (also direct or non
participative) and participant observatiofCohen et al., 2033 Controlled observation is
usually a structured observation and likely to take placéaboratory type conditions.

Participant observation enabldg researcher to scrutinise the activities engaged in by the
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study participats in their natural setting through exposure and participation inthose
activities. In naturalistic observation, care is taken not to interfere in the variables or setting
being researched. Naturalistic observation tends to be more focused anuh\aftees an
observation scheme. The observations in this context were the participant rather than
naturalistic type because the demonstrations were somewhat contrived as participants
verbalised what they were doing and the researcher had to interrogxtasion irorderto get
clarification. During the process the researcher took field notes about what was observed as
well as sound recording the participant descriptions.

Limitations include the possible distortion of the findings through participdtegng their

actions in light of being observed and restricted to what is being observed, participants feeling
and thoughts may not be obtain@htton, 2015 Finally, there is a danger of subjectivity
through interpreting what is seen rather than describing what is observed. These aspects were
minimised by having participants select the data to analyse and describe their actions with
minimum interruptions.Sessions were recorded on a Dictaphone and examined to triangulate

the observational findings.
3.5.Data Analysis
3.5.1. Approaches to analysis

Data analys involves examining research data using critical evaluation and logical reasoning.
According toYin (2014) the CaseStudy methodology is still evolving and suffers from the
paucity of welldefined strategies and data analysis technigBéske (1995)lefines analysis

as 6é a matter of giving meaning to first im
essentiallymeas t aki ng s o.ml.tStakemlgo desgribes strétegiegfor analysing
data: Categorical Aggregation; Direct Interpretation; Correspondence and Pattern Checking
and Naturalistic Generalisation. Categorical Aggregation involved the emergethes of
themes from repetition of instances whereas Direct Interpretation involved the emergence of
key themes from critical data. Finding Patterns between two or more categories and
Naturalistic Generalisation involves identifying the research findingsctratoe applied to

other cases and are techniques used in the search for m¢taikey 199h

Mason (2002)outlines three other approaches, labelling thenerdit interpretive, and
reflexive. Literal involves looking at the exact use of the particular language used, Interpretive

invol ves making sense of participantdés acco
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approach consi der sceinmeaeking serse d the dteunis.s As Masoh u e
suggests, in practice all three approaches will be relevant. The recording and direct
transcription documented exactly what was said in this research, the presentation of the
findings and the subsequentdiss si on are more reflective of

which conforms to his epistemological stance.
3.5.2. Process of analysis and NVivo

Making sense of the data involved combining, condensing and interpreting the contributions
from participants into\eer more refined categoriéSreswd, 20123 Leedy and Ormrod, 2015
Merriam and Tisdell, 2005n the form of open codes in QSRVINo 10 analysis computer
programme. Once the opendes are established, axial coding is used to identify and draw
connections between the open coding categories, further refining thHeeledy and Ormrod,

2015. Qualitative analysis software provides a mechanism to researchers wishing to use an
inductive approach to identify themes and interesting detail, helpingorete them and keep

track of the developing ideas (ibid). The programme provides a rigorous and efficient means

of interpreting and making sense of the d&anger et al., 2006

The transcripts from individual and focus group interviews and other data were examined and
divided into categories in order to undertake analyste@fifferent themes identified in the
literature, namely type of data, principal use, teacher use and organisational influences. Using
NVivo, emergent suthemes or emphasis, suggested by the participants themselves, were
formed into nodes and then ead to find patterns. The data was analysed, not only in the
frequency of issues raised but the emphasis placed on them. The documents obtained during
the school visits and the observational field notes were examined, not only to triangulate
statementsnade during interviews but, to identify sthemes, practices and processes. This
was an iterative and incremental process of examination andtalmgation. There is a
challenge in the variety of meanings, attitudes and interpretations that emepxgsitative

data analysisndemerging hypotheses changed and developed in the course of this research.
Having thoroughly examined all the coded data from all the sources, categories and themes;
common patterns, relationships and ideas emerged anceaenfed in the findings.

The QSR NVivo computer programme was used in the analysis of the data. Proponents of
gualitative analysis software suggest there is a danger of reducing analysis to a technically

automated process rather than one that requiresmmunterpretatior{Bringer et al., 2006
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Bourdon, 2002 Software such adNVivo, however, facilitates better data management,
reducing time consuming repetition and can provide greater accuracy and trans(edgsicy

2002. It can provide fast and broadethods of inquiry that are more versatile andcedfit

for collecting, storing and presentigBasit, 2003. Al t hough the softwar
terms of addressing issues of validity and reliability in thesrtitic ideas that emerge during

t he dat a a n(\Wdisiz, 2003 p.32 it doeseadd sigor to the analytical process.

The analysis of the documents, observations and field notes involved coding the content int
themes in a similar manner to the interview transcripts. This involved skimming (superficial
examination), reading (thorough examination), and interpretation. Through an iterative process
of deconstruction and reconstruction of the material colleotégl/ant meaning was extracted
from the data, reflecting the interpretation of the resear(Bewen, 2009. Excerpts,
guotations, and entire passages wegaised into themes, categories and case examples,
specifically through the analysis. The integration of themes and codes, from the interview

transcripts and other documents served to triangulate the data gathered.
3.6.Sample

The aim of this research wastnm generalise the findings, but to provide ardépth
exploration of what data is used in a number of schools and how they are used. Purposeful or
criterionreferenced sampling, therefore, was used to identify the best sites to demonstrate this
phenomeon (Creswell, 2012an Unlike quantitative research that seeks to form theories or
generalisations, the sites in this research were selected as exemplary in explicating data use in
schools. Sampling in this instance, therefore, is not concerned with sanepleandomisation

or generalisability, but with the potential richness of information.

The logic and power of purposeful sampling lie in selecting informatan
cases for study in depth. Informatidnh cases are those from which one can
learn a grat deal about issues of central importance to the purpose of the
inquiry, thus the term purposeful sampling. Studying informatioim cases
yields insights and hHdepth understanding rather than empirical
generalisationgPatton, 2015, p.264
Creswell (2012apescribes a range of sampling techniques includmgximal variation,
critical, extreme case, typical and theory amongst others. Another, the Homogeneous type,
where sites or people are selected because they share similar characteristics to that being

studed, was deemed most appropriate in this instance. Selecting homogeneous cases may
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reduce variation but may indicate that the practices common in all schools may be possible in

other schools outside the sample (ibid).

There are no generally acceptederuin the determining sample size in qualitative studies,
however, the size of the sample should be large enough that any new knowledge is exhausted,
which is known as saturatidi@Gentles et al., 2035 Although the literature on Case Study
emphasises the importance of selecsingable cases for research, there is a dearth of guidance

in the number of cases or collection methods that are appropriate.

Schools were identified by Advisors in the Professional Development Service for Teachers
(PDST), who work with schools acrogetcountry, as schools that exemplify excellent practice

in relation to data use.  Ten schools were identified and this was narrowed down to seven
based on proximity to the researcher and availability of the principals. This represented five
communitycolleges (one DEIS, two large), two secondary schools (one female, one mixed,
both DEIS). The teachers were selected by the principals based on the criteria that the teachers
exemplify the use of data among the staff and, as far as possible, come waitheaof
experience, subject background and positions of responsibility. One principal became
unavailable at the last minute so the Acting Deppiiigcipal substituted for him.

3.7.Validity and Reliability

Validity is a measure of what a piece of reseaiths to achieve or how well it reflects the

reality it claims to represefRitchie et al., 2013Cohen et al., 2013 This research can claim

to be an accurate expression of the experience of the leaders and teachers in the schools in this
study. The iterpretivist philosophy underpinning this research posits that there are different
perspectives on valid knowledge which makes it impossible to implement the concepts of
validity and reliability in Positivist terms. Insteadn (2014)suggests careful attention to four
criteria during the design and implementatiomatudy to ensure research quality:

1 Construct validity through the triangulation of multiple sources of evidence, chains of
evidence, and participants validating reports
Internal validity through pattern matching, explanation building and logic models
External validity through generalisation (less relevant for Descriptive Case Study)

Reliability through case study protocols and evidential databases.
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Triangulation of information from different sources is used in order to increase the credibility

and valdity of this research. In an effort to remain impartial and provide for comparability,

the researcher used the same schedule of questions at each of the centres. The comparison of

themes and patterns across different modes of data collection added dmoénsion to the
triangulation process.Yin (2014) argues thait is worthwhile in Case Study research to
combine methods and s our c e scheckingdat frognunuligpke i o n
sources to search t he r(Baspey] 2000,plQs 8yshavinga t he
cumulative view of data gathered from different contexts, it is possible to increase the
confidence in research findinggy identifying where the different data inters€gtlverman,

2009.

In this research triangulation was achieved by u$ig main methods of data collection:
Individual Interviews with principals, Focus Group Discussions with teachers, Observation of
teachers and principals analysing data and an examination of a collection of relevant
documents. In addition, the researcbkadeavoured to engage in a logical and transparent
process of deduction, based on the evidence and careful adherence to protocols including using
the same scheme of questions and procedures at each centre. The sound secereing
transcribed verbatima range of relevant evidence discussed during the interviews was
carefully compiled and all this data was scrutinised for triangulation purposes. The transcripts
were returned to all participants for verification and none were altered, although there wer
cases of clarification. In order to hone his research skills, devise protocols and procedures for
the investigation, trial the questions, test the research instruments, and gain insight into the
practicalities required, the researcher comeldi@a pilotstudy beforehand. Therecautions
described above, addeithe validity and reliabilityo the research process from data gathering

to the formation of conclusions.
3.8. Ethics

In undertaking and reporting on any kind of research there are a numbercaf stues to
consider, especially when dealing with sensitive school information and arising freto-one

one conversation&reswell, 2012aCohen et al., 2093 With this in mind, the purpose and
nature of the research was made clear to all participants before any information was recorded.
Participants were told that they could withdrawaay time and any information they did not

want disclosed would be complied with. Interviewees received a copy of the traosaipdi

were asked if they wisheid have any information clarified or corrected. A number sought
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assurances around confidi@fity but did not request to change any detail. It was important to
respect the anonymity and integrity of the schools and people involved and, as a result,
pseudonyms are used when referring to principals, teachers and schools involved. It was made
clear to participants that any information compiled would be maintained securely alaid wou

only be used for the purpostated and shared with the assignment assessors.
3.9. Summary

This chapter addresses the conceptual and practical considerations thatdrif@mesearch

design used in this thesis. The research is located in an interpretivist paradigm and used a Case
Study design because it facilitated thelgpth and holistic exploration of the issues, providing
descriptive accounts of the complexitiegsalved and framedni the participants own context

(Yin, 2014 Cohen et al., 2033 Individual and focus group interviews were the primary source

of data becauséey enabled the researcheestablish a context for the use of data and allowed
participantgo construct their own narratives about their experience. The Case Study approach
allowed the researcto choose a sample that would yield credible, current inaightful

information from experienced and skilled participants.
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4 .1.Introduction

This chapter presents the findings of the Case Study into seven schools on whatydasa th
andhow they use that datdt is based on interviews with the school leaders (six principals and
one Deputy Principal), Focus Group discussions with teachers, an examination of associated
documentation and observing the school principal and teadeenonstrate how they analyse

data. For the purpose of triangulation the structure and focus of the questions were similar
across the interviews, discussions and document analysis. In references, schools are
differentiated by three letters, ANN, BOBAN, LEO, JOE, PAT and TOM, the detail
obtainedmainly from principak are delineated by the suffiR, Focus Group parfjgants are
referred to byFG and detail obtained from anaxination of documentation h&3 after the

school reference.

School pseudnym Size Gender DEIS
BOB 700+ Mixed Yes
DAN 600+ Mixed No
JOE 1000+ Mixed No
ANN 900+ Mixed No
LEO 1000+ Mixed No
PAT 700+ Mixed Yes
TOM 300+ Female Yes

Table2 Profile of research schools

The review of literature identiftefour key themes: the nature of data used in school planning;
principal 6s use of data; teacherds use of da
which this research is framed. From an analysis of the interview transcripts and an examinatio

of the documents, a number of silemes arose or received greater attention than expected

from the literature (Table 1 Key themes and-twdmes).
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Key themes

Sub-themes

Identified in literature

Emphasised in fieldwork

The nature of Data

AssessmerData

Attendance Data

Standardised Test Data

Student and Parental Engagement D
Gathering Data

Analyse of Data

Student Profiling Data
School Planning Data

Student Tracking Data

The pr i nc Leadership Style Approach to Tracking

of data Approaches to Using Data Student Results
Datafor Accountability and Approach to Reviewing
Improvement Examinations
Approach to Analysing Data

The teachOrigins of Teache

of data Assessment Literacy

Types of Class Data Used
Student AttitudinbData

Special Educational Needs Data

Organisational

influences on use

Table3 Key themes

Professional Development
Opportunities to Collaborate
The Role of Technology
Parents and StudeBhgagement
Security of Data

Factors Supporting Data Use

Factors Hindering Data Use

Outcomes of Using Data

71

Target Setting



[Type here]

4.2.The nature of data
4.2.1. Data arising from assessments

The data cited most prominently during the interviews were attendance and examination data
which conforms with much of theesearch literatur@andinach and Gummer, 2016 In

response to what comes to mind when asked about data, for example? B@Bediately

repl i ed: 6Just attendance, performanceélbudk
In all schools, these facets of data were collected systematically anedfernoutine part of

t he s opgematmn. Msring the interviews, however, there was a propensity to view the
concept of data use primarily in terms of assessmentaéeddance data, almost to the

exclusion of other forms.

In every school, assessment was first referenced in relation to a compmis@enschool
results to national averages. A number of participants {PANEOFG, PAT-P, JOEFG),
did, however, alsonention assessment in broader terms. For example, a teacher-FZOE

stated:

We would look at attendance data, again, results from various assessments
that we use, CAT 4, you know, or various house exams, mock results, you
know, we would analyse thesessments there, attendance and those kind of
things. o

4.2.2. Data arising from Standardised Tests

Standardised Tests have been growing in significance in Irish Education in recer(sgears
DES, 2016bDES, 2014 DES, 2011aand the Cognitive Abilities Test (CAT4e) was the
particular test used in every school. As well asriming interventions, tests were used as a
basis to set attainment targets and monitor progsesdar to Lachat and Smith, 2005From

the interviews, however, target setting was based on examination targets rather than based on
Standardised Testing (TOMG, JOEP, BOBP). In all the shools, the CAT4e was used to
form a baseline indicator of st u-®#EBOBFRaad abi | i
LEO-P), in particularit was used to form a general impression of whether or not students were
performing to their ability. TOMFG dso mentioned the NeReading Intelligence Test
(NRIT) which assesses students' general ability independently of their reading and was
especially used with students with poor literacy skills. JFOEeferred to the Differential
Aptitude Tes twagubel mérs tp idemtifyi student aptitudes for senior cycle
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subject selection, and in discussions about subsequent training or choosing a career path.
Standardised Tests were mainly used to allocate students to-afiiiey classes (ANN-G,

DAN-P, PAT-FG, BOB-P) andto identify students for SEN support (DAR, LEOFG, JOE

FG, BOBP, TOMFG, JOEP). ANN also used Standardised Be#tentry to comparthe
performance of students from different primary schools (ADE. JOEP and BOBP

compare EntrancetSandar di sed Scores with studentds s
student progress and identify students who may need special attention for under or over
performing. The information from the CAT tests was also mentioned in lesson/subject
planning TOM-FG, BOBP, PAT-P, JOEFG).

Of note, however, was the fact that, unlike the other schools, none of the participants in TOM

or PAT specifically mentioned the STEN Test Scores that primary schools are now required to
furnish to posfrimary schools. Tiough an examination of their documents, however, it was

found they had compiled this information whitlay indicatehat it may not be highly regarded

(TOM-D and PATD). PAT was the only school not to mention any data emanating from
primary schools. JORvas the only school to refer to the NCCA Education Passport which
contains information on the c¢childbds intere:
performance, personality, attendance, and special educational needB)(JBBT-FG and

DAN-P referrel to IEPs which most schaadre also required to have.
4.2.3. Data arising from attendance

Attendance data appeared to be taken for granted (it was not mentioned bly,D/ANP,
LEO-P), except for BOBP, who described it (attendance) and performance as tilie afain
formsof data. Taking attendance was also viewed as a function of technology and, in many
cases, was the mgmurposeao which the Management Information System (MIS) system was
used by teachers. Attendance was often viewed together with glityctéttendance did not

seem to merit the scrutiny of other areas with the exception ofB@Bd, to an extent, PAT

P, who emphasised the significance of improving attendance in improving the school as a
whole. Attendance is one of the target aree®#IS so, as DEIS schools, it was not surprising
that these schools valued this data and would have compiled such records o{sdiDES,

2009.

73



[Type here]

4.2.4. Data arising from student profiling

Schools are required to maintain details of supports and interventions for students with Special
Educational Neds (DES, 2014. It was not surprising, therefore, that data on SEN was cited
next most frequently. The detail provided, however, and its use in the commentaries, varied
considerably. As coordinating Special Needs provision was dftenresponsibility of
individual teachers or, perhaps, a SEN Department, there were different levels of use and
understanding of the information concernéabr subject teachers, this information forms just

one part of the planning required for their lesscand, therefore, may not feature as
significantly in their considerations. In this research, one member of theeH®Mad a
background in SEN and she was the only one who spoke in any detail about the nature of
specialneeds, learning styles and SENmlang. In her descriptions, she suggested that
teachers make very little use of this information, perhaps identifying students with various

special neeslbut rarely, incorporating special measures into their planning (FGY!

Unlike the other schoolparticipants in PAT and JOE did not mention personal or profile data
although they had gathered this informatiorotigh their application process as a matter of
course (PATD, JOED). This was sometimes referred to in terms of its sensitive nature-(BOB
P, BOBFG, LEGFG, ANN-DP, ANN-FG, JOEFG). The level of detail available was a
concern for LEGFG (PPS numbers, Traveller Heritage etc.), whereas this was not a concern
for the teachers in PAFG. Most of this information was shared with teachers abbiiee

initial staff meetings of the school year, however, the principal of BOB distributes information

in a passworgbrotected file through email before the start of the school year {BOB

All schools mentioad contact with primary schodieyond thdransfer of STEN information

(see DES, 2014 This usually involved staff from the pgstimary school visiting the primary

school to discuss the profile of incoming students. The information shared thn@ugiotess

was among the most closely guarded and highly valued {E&PDand included personal
information relating to the child such as learning difficulties, their experience of bullying and
family circumstances. According to a teacher in AR@, thisinformation was less likely to

be recorded on file and was shared verbally when issues arise. LEO also used to seek two
samples of the studentds work from the Prim
examine (LEGP, LEOFG). This, however, hdseen scaled down because of the volume of

material compiled.
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4.2.5. Data arising from student and parental engagement

The School Selevaluation (SSE) GuidelindBES, 2011b promoted the practice of eliciting
student and parental attitudes for improvement planning. Surveying students was mentioned
in all schools and, for many, this went beyond the scope of their SSEMIJ4ANN-DP,
DAN-FG, PAT-P). Most schools cited some level of consultation with parents either through
surveys (DAN-FG, PAT-FG, TOM-FG, ANN-DP) or meetings (BOBG, BOBP, DAN-P,

JOEP).

4.2.6. Data arising from School Development Planning

The information in Sulgct Plans and Subject Department Schemes were mentioned in a
minority of schools (TOMFG, DAN-P, ANN-DP, BOBP, JOEFG) and were often spoken

about as administrative protocols rather than living documents. This was reflected in an
examination of the subgeplans which varied considerably in detail, even within schools. This

is also notedn the 2013 Chief Inspectors Report which found deficiencies in the quality of
planning and preparation with only 81% of Subject Departments inspected having sagisfactor
planning practiceéThe Inspectorate, 2013, p)71The principal of JOE (JOB) described his
expectation that teachers use their analysis of assessments to inform planning, similatly, DAN

P took this for gr ant €hd priacgpalspohthetthree DEIStsbheolst e a c |
(TOM-P, BOBP, PAT-P) valued the information derived for and used in the DEIS plans and

DAN-P and JOFP refer to their School Plans in a similar manner.

Schools are now required to conduct a formal Schoolésaltiation(seeDES, 2011bDES,

2012 and, although all schools had a Report and Improvement Plan, it was surprising that only
four schools (BOBP, TOMP, PAT-P, PAT-FG, JOEFG) referred to SSE data. Although it

has always been a requiremefor DEIS planning, SSE requires all schools to gather
systematicallyanalyse and use robust data to inform school improvement plafsei@dES,
2011H. The use of data in SSE, therefovegs ignored or overlooked in many of the

interviews.
4.2.7. Baseline tracking data

For the purposes of tracking students, BRA_.EGP, DAN-P, ANN-DP, TOM-P ard JOEP

arrange entrance information on a single worksheet and, in general, contains:
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Surname

First name

Feeder school

Class assigned to

STEN scores from the Primary School

CAT4 scores from Entrance Exam

A categorised label eg: Below Average, Average, AbAverage etc

Points from exams

= =4 4 A4 A4 A4 A5 -2 -

Placing in class

Therewerethree approaches to tracking student performance. For term exam® TRM-

P and ANNDP tracked students by their mark in individual subjects but did not find
cumulative or average marks to deitheir tracking and target setting. They mainly worked

on a subject by subject basis. LEOand JOB®P used a pointds model t
grades and often worked from the combined total of points achieved in each exam period.
Frequently they atered (sorted) students by scores using these pdialded Junior Cycle

Points Systemusing an absolute order (eg: cumulative points achieved). -B@Banged

students in the order they appeared in the g(@tip2?é ) ( hi ghest to | owes't
and students were then analysed in relation to whether they had increased or decreased relative
to their initial position. In JOE students were not arranged in such an order, however, a colour
coded symbol £ C /) appears beside the score to indicate improvement or decline in
performance (JOP, JOED). In BOB, PAT, LEO, TOM and ANN Standardised Scores at
entrance were arranged in worksheets which generated a histogram to show the profile of the
group of studets against the normal distribution curve (B®BPAT-P, LEGP, TOMP,

LEO-FG and ANNDP). Comparisons with Standardised Scores were used to identify areas

of strength and weakness eg: numeracy/literacy, in individual students and among groups of
students.During this research, most of the analysis wadertaken byooking at the results

on the computer screen, TOR] PAT-P and LEGP, however, had printed examples which

they had used in discussions with staff. -BQIOEP, DAN-P, BOBP, ANN-DP were able

to spontaneously extract a range of data and generate tables and charts for analysis on the
computer, on the other hand, PA&RTand TOMP, worked mainly from prelefined tables and

anal ysi s. Vague reference wandormatoonaraildble ot he
(BOB-P, JOEP), eg: family circumstances, however, during discussions of these results, other
variables from such sources were not incorporated into the analysis witnessed by the
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researcher. For the purpose of analysis during tigsrwation period, BO® focused less on

the absolute totals students got in their exams and focused more on the ranking of their scores
relative to their peers (moving froni' 1o 39 position etc). TOMP focused on whole year

group data rather than inglilual students and ANHDP focused on data available on VSware.
PAT-P and PATFG focused on SSE data.

JOE PointgSmyth, 1999

(Also used by BOB and DAN) LEO Points
Grade Level and points Grade Level and points
Higher | Ordinary | Foundation Higher | Ordinary | Foundation
A 10 7 4 A 10 6 2
B 9 6 3 B 9 5 1
C 8 5 2 C 8 4
D 7 4 1 D 7 3

Table4 Junior Cycle Points System

4.2.8. Gathering data

Participants were most lucid about quantitative data, namely assessments (including
Standardised Scores) and attendance, while qualitative data such as studenbvpopiiiesns
appeared to play a subsidiary or supportive role. The quantitative approach resonated with
several principals (LE®, BOBP, DAN-P, JOEP) with some (BOBP and DANP)
describing how they get frustrated by the ambiguity of qualitative diasdould be noted that

all schools felt challenged analysing qualitative data while placing a high valiukeon
information obtained from t . 6Soft i nformationdéd from pri
about the school wamportant but schools found the detadried and complern which to

base linear plans. One of the main methods of gathering information mentioned in discussions
were through online surveys such as Survey Monkey {BOEPAT-FG) or Google Forms
(ANN-DP, DAN-P, TOMFG, BOB-P) which gathered both quantitative and gatiVe data.

Only BOB-FG, LEOFG and JOEP describe gathering information through VSware/Eportal.

The SSE Guidelines (2012) recommended using a variety of methods to gather both qualitative

and quantitative data, however, DANand BOBP were the only pncipals to describe
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conducting Focus Groups in order to gather data. Meetings, in the form of staff discussions
(Whole staff, Subject Department, Principal and Teacher) may also be considered as forms of
Focus Groups and were mentioned by TOMnd DANFG. Field trips in the form of visits

to the primary schools were also mentioned, in the context of data gathering, &y, ILIHEO

FG, DAN-FG and JOE-G. Case Studies of students, for example with learning difficulties,
were specifically mentioned in TOMG. Interviews as part of evaluating the Transition Year
Programme and the Induction of First Year students were mentioned ifFHBANDIscussions

with parents either through Paréfgacher meetings (JOE, DAN-P, BOBFG) or phonecalls

(BOB-P) inorder toelicit information is alsdikely to be more common that reported.

Although gathering information through tests was only mentioned by-ABNTOM-P and
PAT-FG, test results in the form of state exams, school and class assessments and Standardised
Tests wee mentioned in discussions about the forms of data all schools found most valuable.
Tests of various types, therefore, were among the most common methods of gathering data in
schools. Records in the form of Teacher Diaries (BQ)BStudent Journals (J&H¥), Special
Reports (DANFG), Detention Records (PAF) and Tutor Reports (ANHRG) were also
mentioned as other ways of gathering data which may contain both quantitative and qualitative
information. As these entities were common features of all schbelswould be available

to the other schools as well. It is evident from tbgponseso the types of data gathering
methods used in schopthat participants did not have a comprehensive understandiog of

had not considerethe ways in which theobtain data.

4.2.9. Analysing data
4.2.9.1. Data tools

It is clear from the research in these schools that a variety of data was analysed and different
approaches were used. From an examination of school records, observations and participants
responses, the scope betanalysis and number of variables considers was quite limited, for
example, exam results were mainly disaggregdtgdame, Subject, Teacher and Grates

not factors such as attendanceSEN LEO-P was the only one to describe comparing
attendancevith exam performance but other factors such as Early School Leavers, ethnicity,
gender, student perceptions, parental engagement and class assessments were not described or
included in any analysisBernhardt (2013positsthat considering the broader contexts of

78



[Type here]

teaching and learning ensuresher and more nuanced understandings while ignoring data

limits potential for improvement.

Much of the initial data was analysed using some form of technology. In most cases this was
VSware (BOBP, PAT-FG, ANN-FG, ANN-DP) or ePortal (DANP, JOEP) and dten these

MISs were only used tmonitorattendance data, although they have many more features. In
general, teachers underutilised the technology and most were unfamiliar with the programme
other than the immediate data entry and rudimentary presenfatitures This reflects
Murrayods (2013) assertion that although schi
before, most educators lack the skills to use the data for school improvement. It was evident
asoin the replies that teacherds conception o0
for example, of attendance. PAG: O0éso now with VSware, whic
a visual of their attendance, their punctuality, the number ofclassesy 6 ve mi ssedd.

it is not surprising that attendance was recorded through technology, using other technologies
such as online surveys ie: Google Drive (AR, DAN-P, TOM-FG, BOBP) and Survey

Monkey (JOEP, PAT-FG) and MS Excel presents a gexadegree of sophistication. By way

of explanation, the use of MS Excel extends between two extremes with ANN, PAT and TOM
appearing just to use the PDST Examination Comparison Spreadsheetd=@NMT-FG,

PAT-P, TOMP and TOMFG) while DAN, LEO, BOB ad JOE used some of the filtering

and analytical functions of the programme (DANLEGP, BOBP, BOBFG, JOEFG and

JOEP). In the latter casethe use of Excelas driven by the principals who were very
comfortable using Excel and were interested inlaxpg the features of the programme to

extract greater insights from their data. In these four schools, much of the initial analysis was

undertaken by the principals who then distributed their analysis of examination results to staff.

All the schools Bd moved or were in the process of moving from using Advanced Learning
O0Facilityd MI'S to VSware and the over whel min
Wayman (2005 escribe the useifriendliness of MIS as critical to their effective use. JOE

P, however, who was extremegpyoficient in using Facility, was very sceptical about the
programme and does not believe it can provide the level of analysis schools will need going
forward. ANN-DP was the only person to go into detail on how they use the programme
(VSware). He used ito report the attendance rates and absence types, provide profiles of
absenteeism, year group breakdowns and authorised and unauthorised absences through a

range of graphical presentation (other MIS offer similar functions).
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4.2.9.2. Staff involvement

In mostcases (LEO, BOB, DAN, JOE, ANN) the data described by participants was gathered
under the stewardship of the principal with LEOndicating that some committees gather data

of their own and TOMP suggesting that she coordinates the collection of dataswith
committees. In three schools (LEO, BOB, JOE), the principals, essentially, analysed most of
the information themselves while in the other schools therevarious degrees to which other

staff members were involved. Participants in DAS and BOBFG appreciated that the
principals did much of the mundane data entry and analysis. This was also the view of their

principals who believed teachers are busy enough,

BOB-P : I dondot think the teachers need to
side of it, Ithink they need a real understanding of what they can do about
situationé

DAN-P: they only have so much time and commitment that they want to give

to this and i f you overburden them, youbo
to facilitate the gatheringhé analysing, the feedback, the actions and make

their life easy to implement these actions.

ANN-FG and LEGP describe how Year Heads did a degree of analysis in relation to their own
class groups while TONP described how much of the analysis was darnmmmittees and

whole staff meetings. Most of the principals (ANINP, LEQG-P, TOM-P, BOB-P, DAN-P)
described consulting groups, such as the Care Teams or Career Guidance Counsellors, as part
of their deliberations. Once the initial data had been filtaretlanalysed in most schools, it

was usually distributed to relevant groups such as Year Heads, Tutorsaonsuoiittees of
teachers (LEO, PAT, BOB, DAN, JOE) for actions. The participants from-&S8Nand PAT

FG describe a greater degree of dialogue emsntly, between the principal and sub
committees, once they had the imf@tion to digest for a while.

Unlike the other schools, in PAT, a teacher had much greater power directing the data
gathering, analysing and presenting the evidence as part$thio®l SeHevaluation process
(PAT-FG, PAT-P). This teacher did the initial statistical analysis which was then discussed
with the principal with whom she then, jointly, made presentations to staff and Board of
Management. PAT and BOB, meanwhile, alsd a teacher who had responsibility for
monitoring and improving attendance and B®Bndicated that this involved analysing
patterns and, together with management, devising action planskBABOBP). JOEP and

DAN-P described calling on the expertisestaff, such as Guidance Counsellors or SEN

80



[Type here]

teachers, to interpret some of the data and present this to staff. Five schools reported some
form of staff discussion as part of the analysis process; either Subject DepartmerE@AN
PAT-P, TOMP), WholeStaff (DAN-P, PAT-FG, BOBP, TOM-FG), Middle Management
(BOB-FG, JOEP, JOEFG) or Focus Group such as the Care Team (P& PAT-P, TOM

P). BOBFG and DANP were the only schools to mention including parents when analysing

and DAN-P also included the Stent Council and Board of Management.
4.3. Principals use of data
4.3.1. Approach to using data

It was apparent from the Focus Group interviews with teachers how prominent the principals
were in promoting the use of data in decisibaking, although one principal AN-P)
objected to the notion that he wdeadingwith i vi ng
datad I f fact, sever al groups of teacHGer s r e
the use of data (JOEG, BOBFG). Moreover, three focus graifDAN-FG, LEOFG, JOE

FG) were amused by the detail their principals went to, with one school describing the principal

as having 6éa bl ack bel t-RG). iimthesetthaee scbobls (EEO| Com
DAN, JOE) and BOB, the principals were al$maracterised by their openness to share data by

their Focus Groups. Distributed Leadership was another featuremfrthe n cinflgpeackird s

all theschools in this research which was particularly manifest in how the findiniggéaofvere

dealt wth. In ANN and JOE, in particular, this was through a formal hierarchical structure;
usually from Principal to Year Heads to Class Tutors. By comparison, however, in PAT a
substantial amount of the analysis was carried out by a nominated teachern widiel ithe

analysis and implementation centred on working groups, including Subject Departments.

I dondt need to know everything and youbo
core teams and different subject areas, and they take that responsibility and

feedi t back, so | dondét really need to be
the responsibility and the trust, trust
(TOM-P)

Principal openness regarding data and distributed leadership are critical success factors als
identified in literaturg(Hoogland et al., 20182ark and Datnow, 2009 It was &0 evident
from the interviews that several principals (LEEQBOBP, DAN-P, JOEP) had an affinity

with statistical analysis:
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|l 6m dHehomver in all things spiritual and
a science man. 6s kogheal ierortos 1 bhoéy
hal f way house. I dondot believe in spiridH
prove it to me. So 1 6d be basing the fa
emotions and | 06 m n emformationt lemard t® knewdisiti n anecd
or isnoét it. Show -Me the data basically

She (the principal) does think in very organised ways and she does think in
figures, but she actually really understands communication {BGB

Concurrently, BOBP, dess cr i bi ng her thinking process
numbers foR. medéd (BOB

4.3.1.1. Principal or organisational centred analysis
The four same principals, with whom the analysis of data was very principal centred?(LEO

BOB-P, DAN-P, JOEP), were also very profient at using computers for analysing statistics.
PAT-P, on the other hand, confesses not to be good with statistics;

I dondt have an emotional relationship wi
a |l oad of data there, reghhj ngo €hénkwhe
di sregard it in a way and 16l say what 0:

that bit. (PATP)

There was a divide, therefore, between those highly technically proficient leaders who
proactively scrutinise data to identify priées for action (LEGP, BOBP, DAN-P, JOEP)

(from examination of school documents and procesdéls-P displays many of the same
characteristics) and the two principals who approach data through organisational priorities first
and then look at data to guitteir planning. This was also reflected in the analysis being either
principal centred (LE€P, BOBP, DAN-P, JOEP) or the analysis being highly distributed
(TOM-P and PATP). TOMP uses a committee system to gather, analyse and plan with data
while PAT-P predominately has a designated teacher scrutinise the data with her.
Understanding the capacities of technology and personal proficiency in computers are,
however, increasingly becoming a prerequisite for modern school lead@Psrydo and
Zepeda, 204 LEOP descri bed himself as | ookactvg at t

whil e the teaeshodrds ewesroe dten e voéefraontg t he resul f
Youdre | ooking at these (exam results) f
more about percent age samora globa ¢thinghi gher | e

woul dndt be remticgerstsesubjedt depatnoenisr(L-BD
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4312. Origins of principalds use of dat a

The origins of these principals use of data varies; BFAB&aId his use was based on his factual
nature while LEGP descri bed himself as a bstccandf a
computers. Both of these principals described their dissatisfaction with discussions based on
anecdotes. JOB and PATP indicate that their interest in using data developed over time and
with experience. Meanwhile, DAR, PAT-P and BOBP attibute some of their understanding

to training, either their primary qualifications in business (B®)®r science (DANP) or post
graduate training in Special Needs (RRY. LEGP and JOEP developed their practices from

a desire to improve student acleenents. BOHBP moved from a small to a large school and
found analysing data was a way of getting to know her studbidsaspect of using data was

also noted by LEE@, ANN-FG and DANP. JOEP described a scenario where he wanted
students to take moresponsibility for their learning so he developed a tracking system as a

means of making students more accountable for their own progressP JOE6 The st ud.

would have come in with their target setting sheet of what they want to achieve and then the

student would have been asked to conduct a little piece eésela | uat i on t hemsel v

out what they needed to do to achieve their desired grade.

BOB-P al so described herself as a bit of a

6 cC

everychildwas doingéyou knowéeven if | didndét kno

it up and say hRahdBOBRusergpintsgysterh developed by the ESRI
(Smyth, 1999 which attributes points, from 1 to 10, to Higher and Ordinary Level grades.
LEO-P use a similar approach. They use this system to compare exam perfertattedy

across year groups and longitudinally over yearsiskely to their tracking students.

There was no single reason why these principals began to enghgkataiin the manner they
have;in fact, their comments were an indication to the muléfad properties data use offers

to school leadership. While an inclination towards mathematics was prominent and, perhaps
advantageous, it was not a prerequisite for data use. Although training did play a part, it was
the potential data offered to solpeoblems, manage the organisation and improve attainment

that were the significant motivators.
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4.3.1.3. Ensuring the quality of data

Several principals spoke about managing the workload involved in using data and, in doing so,
were concerned about ensuring thealdy of the data and the process. I®BDAN-FG, BOB

FG and BOBP were all conscious that a flawed gathering and analytical process would
undermine the trust necessary to use data well. Both-BQ@Bd JOEP emphasised the

necessity for clean data.

Youcandét afford to have contaminated dat a,
i n the right sort order or you havenot ma:
out information to teachers, they tend to be combining a number of pieces of
information fran a number of di f f ecru@ahthattpey aces and
match up (JOEP).

JOEP, who wrote a dissertation on MIS, articulated concerns about how data was used in
Ireland. He lamented that the existing MIS programmes (ePortal and VSware) deeat ha
comprehensive range of analysis features and has had to resort to using Microsoft Excel. He
described his frustration at the absence of a coherent approach to the use of data in schools by
the Department of Education, which would make examinatioa, dat particular, more
accessible. This was echoed in comments by BPANho was concerned at the increasing
administrative burden on school management. -BP3Hggested the presence of a Data Coach

in schools is a significant support to management aruhées in that systeifsee Marsh and

Farrell, 2014.

4.3.2. Data for accountability and improvement

Using data could be represented as a dichotomy between accountability and school
improvement where the former is about improving school effectivenesdehtyifying its
strengths and areas for improvement while the latter involves holding the various stakeholders
responsible for their contribution to student learr{Migscher and Coe, 201@/rigley, 2013.

Three principals (JO®, LEOP, DAN-P) described dealing with teachers with whom students
underperformed in comparison to expectations. Problems were highlighted from analysis of
the state examand, in the case of J&HEand LEGP, the results data formed the basis for the
subsequent discussions with the teachers involved. Most of the principalsIRNNEGP,

TOM-P, PAT-P, DAN-P) reported that they monitor the performance of teachers through
examination results, but this was more to keep themselves abreast of what was happening in

classrooms rather than as a basis for dealing with underperforming teachers.
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We would drill down into it and you know.... you basically look at
performances of inglidual teachers within departments and strengths and
weaknesses and you know, with a view to trying to help people (EBRN

In line with Looking at Our School®ES, 2016¢which seeks to discuss the performance of
individual teachers, BO®, TOM-P, ANN and DANP, also describe meetings with Subject
Departments or individudeachers to review the performance in those subjects. -POMets

every teacher, individually, to discuss school priorities, CPD, teacher/principal concerns and
student performance at the end of the year. The findings of these discussions were compiled
and discussed by the principal at the first staff meeting in August. Indeed, all of the principals
emphasised the role of data in improving student performance rather than as an accountability
mechanism for teachers. As indicated\tglli et al. (2007) this course of action may be
prudent as using data to focusteacher performance can adversely affect the promotion of
DIDM as well as other improvement efforts. B@®Bdescribed how she felt the staff were
suspicious about her initially but were more comfortable with her now because she was very

open withthe dateshe shares witthem. Similarly, JOEP stated:

You have to socialise people into it (analysing results) and you can only do that

by makingitanot hr eatening environment, right,
thereds high st ake ovedtfrono timeatside ésrhegh | f it
stakes outcomes, you may get distrust buli

dangerous thing to do.

As well as tracking how well students were doing based on entrance and term tests, the schools
projected performance tatgethat students were expected to achieve. Indeed, some of the
principals manage the discussions with students themselves, especially selecting target grades
in the Leaving Certificate (LE®, BOBP).

Those schools that were in the DEIS programme (TOMBBPAT) are required to have

school targets for exam attainment as part of that scheme anePTdddcribes this as follows:

You can gather the data for the number of students, say sitting Higher Level, say

in subjects at Junior Cert or Leaving Cert, well | mean i f youdve t
can set targets for i mprovementé that t
discussion how they can increase the number of studéetsattainment. Not

just the attainment but al soextremely number s
important, same with attendance, same with progression to third level, you know

you can measure it very easily, say with literacy and numeracy, you know so

they influence, | mean they really have....they are a major factor in what

decisions you @ke, what strategies you put in place and thenhawd/e e goi ng

to measure them (TOM-P)

h
h
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In a similar manner, DANP also described having targets for Subject Departments, especially

to increase the proportion of students performing at Higher Level. -B@i&ntioned more
individualised target setting eg: attendance with particular students but on a less formal basis.
From a different perspective, ANNP descri betdhy @ tacs foamntheavery
particular groupings of students, preferring fk@aar att ai nment targets b
used to excuse per-P asospake abeut Subjectvibedgartments forning N

long term strategies:

|l 6m | ooking for, where do you see yoursel
do you see yourselfiner ms of . . . . i f youdre French ol
exchange? Some event or activity. | want
looking at longer term strategies in there.

BOB-P and TOMP also spoke about review meetings with ti&ibject Departments to
discuss activities and review the performance of students. Furthermore, almost all the
principals (ANNDP, LEOP, TOM-P, PAT-P, BOBP, DAN-P) mentioned the need to look

beyond statistics and raw data.

Soft information that helpsinthe makep of <c¢cl assesét hat this

bullied for the | ast few years ¢é there a
autistic children, like how does it manifest itself ... | type all that up and | give

it to next year 6s Ye arhatHocaaydbne alsecausey sel f ,
there is an awful -Phot of informationd (BC

ANN-DP uses the example of seei ng-Pdescobedthat ac her
he was 6émore interested in the -Rdescribedtiiave t hze
there has to be 6a bit of give and take as w

4.3.3. Approach to tracking student results

Visscher and Coe (2013)escribe the improvements in outcomes from monitoring and
analysing studentsaessments ar{@mith, 200% suggests that this is even more productive if
schools can demonstrate the OAdded VaPued t|
was the only one-atdad ewd®e i tnh é idsger, practio@vravdiviegy , h o\
monitoring student results from when they entered the school to when they left was described

by most of the principals. JOE was the only principal, however, who was able to describe

the difference t he resuthoveotime.mradeed, it appearad trattnang e n t ¢

of the schools had gathered the statistics for the purpose of demonstrating this phenomenon
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and none of the principals, including LEDand JOEP, were able to produce any evidence of

the valued added tausient performance.

BOB-P, LEOP and DANP mainly worked from prepared spreadsheets that had a degree of
similarity, ie: worksheets of entrance scores, exam results etc. In all cases, however, there were
variations which indicate that the principals eepntinuously modifying their approaches and
adapting the format depending on the type of information they were trying to extract (eg:
variations in layout, format etc). The approach of JOas quite different. He mainly
worked from the ePortal datadsmand, depending on the information required arising from the
discussionhe extracted the specifi@ariables required and in a preferred format at that time.

In his case, therefore, there was no standard layout to data presented. Whereas the approac
used to analyse data in BaB LEO-P and DANP followed a similar pattern to before, there

were multiple permutations to what data 3JBEhoose to include and how it was configured

and presented. BOB, LEOP, DAN-P and particularly JO, were able tdilter results to

narrow the selection in order to examine results in more detail.-BOBE ocused on st
relative position in the class with reference to previous exams (Appendix V). She justified this
by saying she was more interestadvhether omot students were making progress (or not).
Four principals: LEGP, JOEP, DAN-P and BORP, in particularused the computer functions

to automaticdy calculate averages, totalce and conditional formatting was used to insert

symbols §& C /), highlight figures or shade cells (Appendix V).

The approach to tracking was similar in most schools (BDBOED, DAN-D, LEO-D and
ANN-D), term tests were compared initially to the different categories in the CAT4e
Standardised Test administered at entry. Twthefschools (BOB and JOED) had four
continuous assessments; Halloween and Easter were classroom tests or assignments while
Christmas and summer were more formal. To examine the results most principals
disaggregated the marks by subject, tegched kevel (LEGP, TOM-P, ANN-DP, JOEP,
DAN-P and BOBP). Depending on the information they weeeking they wouldanalyse

the datashedhrough the frame of each categoeg: disaggregated according to student to
evaluatewhere students were preforming et not, declining or improving etc. Principals

did not write their conclusions in any detail, if at all. Usually, these were formed into
presentations for teachers and the Boards of ManagementRl.EOM-P, PAT-P, DAN-P

and BOBP). Although all the chools tracked student performance, substantial value was

realised when it was used as a basis for setting targets for student performance. One of the
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other main functions was to identify students who were underperformiogder totake
remedial actionthis usually involved a discussi®with Year Heads, possibly directly with

the students themselves and occasionally in meetings with parents. Arranging the student
results in the manner describedabled schools to evaluate the nature of their mixddyabi
classesANN-DP, JOEP, DAN-P), monitor teacher performancANN-DP, JOEP, LEGP,

TOM-P and DANP), inform discussions about SEN (J®Eand DANP) and acknowlege

student achievement (BGB). An opportunity to integrate with other forms of datahsas
attendance or social background, was not realised in a formal way in any of the schools.

4.3.4. Approach to reviewing examinations

There were two approaches to how reviews of exam results were conducted by principals. The
first involved comparison ochod and national resultsthese tended to be summaries,
retrospective in nature, whole school or Subject Department focused and seairdyg for
information purposesin these scenarios, annual examination results did not tend to be used to
set targets fothe subsequent year, however, TOM and DAN were an exception &sthey

set targets around improving take up at Higher Level (f©ihd DANP). Annual targets

for each subject in TOM were based on a range of data including entrance and term
assessmés. LEOP and TOMP, in particular, had a range of printed material readily
available on exam performance and was usually used to promote or celebrate school

achievements.

The other approachwasbaseddlon ni or Cycl e resul t sresaltsdereoc cur r
incorporated into tracking student performance in Senior Cycle {RE@NN-D, BOB-D,

JOED, DAN-D). Although there was a review following the publication of the exams results

in September, these results were used in a formative mannersas fobstudent performance

and improvement from Fifth Year. Leaving Certificate results, therefore, were used
summatively while Junior Cycle results were usethasghpart of a Continuous Assessment

system.

Although the national figures were availaldth TOM, school targets for Higher Level sought

to outperform internally defined targets rather than national averages-fJOMs a DEIS

school with a high proportion of students from disadvantaged backgrounds, national averages
appeared unrealistic tattain. This waslso the caséor the other DEIS schools; PAT and

BOB, however, they had a much greater number of-agheving students. The opposite
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situation appears to occur in LEO where they consistently outperform national norms at entry
and in éams. Again, more for publicity and celebration, LP@acked performance in exams
over a number of yegragainst national averageghich created an excellent impression of the
school.

It was notable that principals in every school left the qaamination analysis (using the
PDST Spreadsheets) to the Subject Departments, ie other than having the secretarial staff fill
in the raw scored EO-P, JOEP, PAT-P, BOB-P), they did not guide or get involved in the
process. Subject Departments had to pceda report for the princigahowever, principals

did not tend to follow up on their findings subsequently.
4.3.5. Approach to analysing attendance and behaviour

Several other types of data and approaches were used to demonstrate the analytical processes
enga@d in by the various schools, however, the potential of the MIS systems were only
demonstrated, in any detail, by ANDP and JOEP. Although attendance was described as a
contributing factor in performance in several schools, ADINwas the only leader ghow

any analysis of attendance or behaviour. Even then, most of the commentary frodFANN
focused on the interventions rather than analysis of the data-D¥Ntescribed a daily routine

of monitoring the morning and afternoon attendance, checkimayé&due roll calls and absent
students without leave. These, together with dealing with reports of misbehaviour, transmitted
through the system, appear to be the most regular use made of the MIS, not only {BPANN

but the other principals as well. Afteertain periods (eg: end of term), for specific purposes
(NEWB returns, BOM Report), should a pattern become apparent or an incident occur, then
ANN-DP would conduct an analysis of data using the MIS systaengeneral, these reports
presented the raw mbers for attendance and misbehaviour, any patterns over the period
(times of the day, days of the weekc) and profiles of the main culprits involved (individuals,
groups or classes). The discipline was subdivided by the nature of the negative twel posi
behaviours (incomplete homework, smoking etc.). Although the analysis of behaviour and
attendance often occurred at the same time and following a similar approach, the two datasets
were not integrated (in ANN or elsewhere). With the exception of-B:@either was this
information crosseferenced with student attainment or progression data to, perhaps, identify
any contributing factors. Having discussed and analysed the information together among the
staff, interventions were then proposed to adsties problems (ANNDP and ANNFG).
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4.4.Teacher use of data
4.4.1. Types of data used

When asked to describe the main forms of data teachers use, most participants primarily
referred to attendance, punctuality, assessment and behaviour data. Assessmentsoreferred
whole-school term assessments rather than routine class assessments. In addition to this list,
there was a large discrepancy, between schools, in the other types of data participants
considered. LEGFG and JOHE-G, for example, referenced the infornoatifrom primary
schools at the start of the year. JB& also included student events and DRNeferred to

Subject Department data such as details of subject content, books, homework, class lists and
events. The responses indicatairaplistic definition of data, usually focused on school
mandated information and often perceived in terms of what was gathered through the MIS
system (ePortal or VSware) (ANKG, PAT-FG, BOBP, TOMFG). ANNFG, LEOFG,

TOM-P and JOH-G, described themselves as still comingetats with the MIS for gathering,

storing and sharing data, whereas L-EG regarded it as routine and straightforward. Other
data such as student exam targets etc. seemed to be gathered and distributed through a
hierarchical structure in many schools: fr@imors to Year Heads to Principal and vice versa
(ANN-FG, DAN-FG, DAN-P, LEOFG, JOEFG, PAT-P, BOBP). ANN-FG and JOEP point

to the requirements on teachers to maintain their own classroom data, such as attendance, and
then notify the Year Head shoui$ues arise with studenté/hen asked, DAN-G, LEOFG,

JOEP, PATFG and BOBFG described the main use of data by teachers as Subject
Department Plans, Pareiacher meetings, and sharjplgnswith the principal, as opposed

to their own lesson planning. Saal participants (ANN-G, ANN-DP, DAN-FG, PAT-FG,

BOB-P) mentioned sharing subjesthemes and resources through the school network or
online, while, DANP said some of these resources were shared with students a8 MgH.

FG, PAT-P and BOBP describedhe value of sofinformation, such as relating to bullying,
emanating from teachers and tutors at classroom level. -BANnd JOEP mentioned the
increasing role of email irecordingandcommunicatingmportant information. Meanwhile,
ANN-FG and JOH-G had detected a noticeable change in emphasis from sharing behaviour

to academic data over recent years.
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442. Ori gins of teacheré6és data wuse

In all the schools the teachers emphasised the key role of the principal in promoting the use of
data. In additiond this, participants in DANFG, JOEFG, PAT-FG and TOMFG valued the
professional conversations, pahldurcaul anl yshah
understanding of data, and its potential value in teaching (PAMNOEFG, JOEP, PAT-FG,

TOM-FG).

Only one participant said they had any specific training in data use (Special Needs) and she
described that as inadequate (TE@H@). She also said, in her experience, teachers were not
capable of analysing data effectively, for example, the implicatibsimodardised test scores.

On the other hand, teachers in DAG believed that teachers could do so adequately well
while in JOE, a teacher qualified as a psychologist, was able to provide training to staff on
Standardised Tests and their implicatiomstéaching (JOE, JOEFG). Similarly, in the case

of ANN and PAT theexpertise of teachemasused to provide this training to the rest of the
staff on certain related topics (ANRG, PAT-P). In ANN-FG, a teacher researched types of

MIS and then trainethe staff, and in PAFG a teacher received training in SSE and provided

training to staff as part of leading the roll out of SSE in the school.

Datnow and Hubbard (2016)ound t eachersé beliefs about da
are related, emphasising the necessity to focus on developing anaiisiarsk having the
opportunity to collaborate with data, for example, through S3#.schools made some
reference to School Sedfvaluation(seeDES, 2012 DES, 2011b but it was regarded more

from an accountability perspective than noying teaching and learning. Although, DAN
maintained control of gathering the information, the analyses and proposals for action was
devisedby the SSE team. In TOM, again, it was a working group of staff which gathered

and analysed informatioand devised an initial plan. In all schools, the principal or
coordinating group took a minimalist or terse approach to the SSE process and, consequently,
t eac her 6s wasHigitady dnmemstof teachers data use, -FOlelievel that the
majority of teachersid not clearly establish objectives for their classes and they were not used
to reflecting on learners or targets and reekd build up this expertise. He descultbis as

1 The provisions of th€roke ParkPublic Service Agreenme provides for an additional 3®urs per school
year These hours ai@located to nostlass contact activities which would previously have necessitated a
school closure / half ga
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0t he | anguaged to use -Rlelievatecachesnddd® her eaheseh

often they were using data in making decision

Other enablers of data use, cited by participants include: the requirement on teachers to analyse
their own results (PAP), teachers professional attitude (TWMJIOEP), ease of access to

data (JOE-G, BOBFG), having to respond to student targets (FA3, JOEFG), teachers

being aware that data was being monitored (lBOand seeing the benefits of using data
(PAT-FG, BOBFG, JOEFG, JOEP, TOMFG).

4.4.3. Comparisons with State Exams

Participants from all schools described the requirement of teachers to review the state exam
results of their studentbut, the approach taken varied between schddO-P, JOEP, PAT-

P, BOBP described how the raw data from the exams wesady summarised for teachers

and they had to respond to these, whereas in ANN, TOM and DAN the teachers had to do all
the analysis for themselves (ANRNG, TOM-FG and DANFG). The teachers in all the schools

had to consider the implications of exam as@lyn their planningyet, several principals were

sceptical whether teachers genuinely engaged with this;-BRMnd JOEP assumes they do

but PAT-P, DAN-P and JOEP sai d they di dn&dd bLEQH whoe man
compared state and house exasults stated that teachers were marking more accurately and
consistently from their experience analysing school and state exams:FBANAN-P, LEG

P, JOEP, PATFG, BOBFG, BOBP and TOMP described much of this analysis taking

place, collaboratively, &ubject Department level, but again, DANand TOMP were unsure

if this Il ed to changes in department schemes
the value of time spent collaborating (DAMG, JOEFG, JOEP, TOM-P), it would appear

that dad was not prominent at these settings, other than discussing state exam results at the
beginning of the year. In fact, ANRP, DAN-FG, DAN-P, LEOFG, JOEFG and BOBRP

stated that discussions involving data mainly occurred at management and/or Yeaweklead le

rather than among teachers.

The Subject Departments in most schools (BOB, DAN, TOM, PAT, ANN) used the PDST
Examination Analysis Spreadsheets to analyse results while LEO and JOE used similar but
simplified versions (BOB-G, DAN-FG, TOM-FG, PAT-FG, ANN-FG, LEOFG, JOEFG).
Teachers added the results of all the students in their subject and compared their results to the

national averages in terms of levels (Higher, Ordinary or Foundation) and grades. They also
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used the features of the program to eixertrends in results over five years. The Subject
Departments in each school wrote their reflections in a report that was added to the Subject
Department Planning Foldeand submitted to the principal. The detail of the report (and
analysis) varies engrously, some were little more than regurgitated descriptions of the charts

or trends (TOMD, PAT-D) while others were simplistic explanations of the results such as
indicating several wak or unmotivated students (BEIB ANN-D). Reference was made to

rates of absenteeism but these were rarely backed up with figures. Several teachers compared
their studentdés results and were able to ind
in that subject (LEE&FG). None of teachers, nor in any of the reperamined, did teachers

take responsibility for their part in the student outcomes. Whereas most of the reflections were
insufficient bases for improvement plans, several teachers described actions, such as adjusting
the timing of course work, teaching appches or putting greater focus into exam preparation

in order to improve student performance in future (BDA.EO-D, DOM-D). There was no
evidence of croseeferencing with other data such as class or term exams, attendance etc.,
although they were aillable. Several teachers (TOWMG, DAN-FG, ANN-FG, PAT-FG)
described comparing results for their own students separately to the Subject Department for

their own interest and were not required to do so by management.
4.4.4. Class assessment data

Teac her 6oss opctass assgssment data was of formal substantial tests. None of the
teachers referred to project work, essays, assignments or any form of oral presentation in the
context of assessment. Whereas several participants mentioned Assessment for Learning
(PAT-FG, BOBFG, TOMFG) none of them described using counsek formatively.
Whereas setting common testcurred in most schools (ANN, DAN, LEO, BOB, TOM), only
participants in TOMP, DAN-FG and JOEP stated there was some form of crogsderation

and even then it usually involved comparing marks rather than examining students work (ANN
FG, DAN-FG, LEOFG, BOBFG, TOMFG, BOBP, TOMP). The test designer in LEO, for
examplejs also required to set a common marking scheme (EBQ JOEP was particlarly

aware of the discrepancy in comparing school results with state exams when there was no
approach to standardised marking between teachers in a Subject Department. He also
suspected teachers may alter results in order to avoid being out of sycolledgues! JOE

P, TOMP, BOBP and DANFG mentioned teachers using assessment information in a

formative manner with PA'FG describing this as a required feature of subject planning. The
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detail of how assessments were used, formatively, by the pantipahis research, however,

wasextremely vague in all cases.

Analysing student performance and helping them to set target grades in their various subjects
appeared to be the most intricatdadanalysis teachers engagedyet teachers were only
involved in this inaminority of schools. These teachers tended to have posts of responsibility,
such as Year Heads in ANN, JOE and TOM or Class Tutors in DAN (RSNJOEFG,
TOM-FG, DAN-FG). Teachers had a mentoring role in BOB and PAT (BB BOBP,
PAT-FG) but class teachers were not involved in any of these discussions with students in LEO
(LEO-FG). DAN-FG, LEGP and PATFG describd teachers reviewing results with students,
after exams, in their own subject but not as part of the formal trackingget setting system.

JOEP and TOMFG stated that some tutors take on a mentoring role of their own accord and
were not required to do so but J®Elescribed an alternative scenario where teachers avoided

taking responsibility for student performance.
4.4.5. Special Educational Needs data

SEN information is one of the main forms of data teachers get that is directly related to the
performance and the educational needs of their students. Although it designed be used in lesson
planning to help cater for studenteuks, it got little attention in any schools and was often

ignored completely. ANN-G, LEOP, JOEFG, BOBFG and TOMP described hovall

teachers werenformed about the Special Educational Needs of students at the beginning of

the school year. DANFG, LEO-FG, LEOP, JOEFG, JOEP, PATFG, BOBFG, BOBP

and TOMFG described how this information was available throughout the year, should
teachers wish to access it, however, LEO descri bed teachers as hayv
without going through the & A teacher in LEGG described the SEN information given at

the beginning of the year as o6dauntingd anoa
Similarly, in their researcig§hevlin et al. (2013¥pund inadequate time wadadated for lesson

planning, staff liaison or collaboration in relation to Special Education Needs, and there was a

| ack of understanding or even acceptance by
needs. A teacher in J&ES said some of the iofmation was on a 'need to know' basis while

one teacher in TOMFG said, although it was available, it was not used. On the other hand,
teachers in DAN-G, LEOG-FG and JOH-G said that they used this information to inform their

schemes of work and BOB shated that she expected the teachers to do so.-AGINescribe
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how teachers tend to decide what to do as the year goes on, based on their experience, rather

than referencing Standardised Assessment such as the CAT.

Teachers in TOMG and JOE-G statedHat they received some whed&aff training on how

to deal with the different learning styles of their students but another teacher rGdid

that further training was required on analysing SEN data and the implications for lesson
planning. Smith and Thomas (B®) state that specialist training on planning the curriculum is
often required to suit different types of SEN. ANARG, DAN-P and TOMFG stated that the
SEN/Guidance Departments were the main users of data among the staff.

4.4.6. Student attitudinal data

JOEP stated that some teachers survey their students informally but this was not expected,
whereas, PAIP encouragethis practice and requires atbgtholders, in particular, to survey
relevant peoplén relation to their posts. Similarly, BOB conducts aannual survey about
teaching and learning among students and distributes the results to staff but she filters the
responses, however, to avoid embarrassing any teacherPB88B-D). Teachers in TOM

FG were encouraged to undertake attitudinal survegsuoients as part of a process of-self
evaluation and one of the focus group teachers described how she asks students if they liked or
disliked the activities she uses. She was unsure if many other teachers engage in this practice
as teachers or Subjecepartments do not generally share or discuss their findings. The JOE

FG teachers also reported survey fatigue in their school although most of the surveys were
conducted by management or stdmmittees. Kennedy and Datnow (201@escribes how
consulting students about teaching and learning helps them become more actiyaptrin

their own learnig.
447. Teacher 6s attitude towards using dat a

One teacher from ANNFG and another in LE®BG said that teachers were beginning to see
themerits of using data in schoalthoughDAN-P said teachers were not using data effectively

and teachers in PAFG and TOMFG said there was a negative or ambivalent attitude towards
using data. PAP descri bes an outdated attitude of
experience over the opinions of studesmtsl other dataSeveral participants indicated that a
cultural change was required (ANRG, LEOFG, LEOP, JOEFG, JOEP) but this was
beginning to happen (BGB), in some cases, teachers were even coming to the principal
seeking out information (LE®, JOEP). On the other hand, teachers in LEG and BOB
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FG highlichted the problems of data overload. DARNTOMP and a teacher in ANRG
mentioned certain teachers feeling pressure
results, meanwhile teachers in LEEG did not think teachers felt under any additionespure

to perform. A teacher in JOEG said the pressure was more on the students as a result of their
approach to tracking and target setting which concurs with statements from the principal (JOE

P). PATFG, TOMFG and DANFG describe the emphasis pldaen national averages as
disheartening for many teachers who were trying their best.

JOEP said those teachers who do not engage withddgitay similar traits; they want to work

in isolation, deliver a syllabus at their pace and not the studentsebatain characteristics

arethat theyarenot reflective andaren ot st udent orientated, 60t h
delivery to the children. ltds a j-BaAndf or t |
PAT-P spoke in similar terms.

4.5. Organisational influences on data use
4.5.1. Opportunities to collaborate

Wayman et al. (2012cuggesthat establishing clear goals and expectations for collaboration,
providing structured time with data and fostering a collaborative environment are important
factors in promoting data use in schools. Data such as results and targets help provide a focus
for Subject Department planning meetings (JBE& TOM-FG, JOED) and, in some cases,

form the basis for discussions on appropriate teaching methodologies@ORPersonnel in

all schools described working together in Subjectpdanents,in committees and
collaborativelymakingsubject plans was highly valued in some schools {(FGEand DAN

P). Most schools (JOEG, PATFG, TOMFG, TOMP, DAN-P) referred to specific
occasions where groups of teachers wdriogetherandfocused on data such as reviegvin

exam results at the beginning of the year. These may involve sstadfeneetings (PAFG,

PAT-P) or occur dur i ng-FGCOERK JOEFGandKIOE tesctibeds ( T OM
occasions where data such as targets were discussed in great detailganmeabaneetings

while teachers in DANFG, JOEFG and PATFG described informal conversations about
teaching, learning and planning. The data discussed varied but included: student care and
special needs (JOEG, TOMFG, LEGP), teaching strategies (J&ES, TOM-P), SSE
planning (PATFG, TOM-P, DAN-P), survey findings (PAFG, TOM-P) and improving

student attainment (DA, TOM-P, JOEP). A number of participants (ANDP, DAN-FG,
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PAT-FG, TOMP) described how individuals or groups were encouraged to takasiveis,
including with the use of data. DARG, ANN-DP, TOM-P described a school culture or
practices of sharing information while DANG, PAT-FG, ANN-DP highlighted how
technology has made communication and sharing of data much easier. There weoasiume
opportunities for management and staff to collaborate in all schools and, occasionally, data
featured in these meetings but, it appears, data was-utiligd as a means of providing focus

in those discussions.
4.5.2. The role of technology

The role of €chnology at various levels of administration, from classroom to whole school has
increased significantly in all schools over recent years, sashieaopenness towards its use
(ANN-DP, LEOF G) . 060The rapid pace of technol ogi c
unprecedented capacities to gatherfChoandhal yse
Wayman, 2015, p.120%nd all schools described some form of technology for attendance with
TOM-FG and JOEP describing this approach as routine, nowadays. Several schools (DAN

FG, PAT-FG, ANN-FG) mentioned the use of a school network for sharing maten@uding

resources, schemes, plaetc, however, a number (ANRG, LEOP, JOEP) described the

need for the MIS technology to develop further. AR was happy with their use of
technology but others (DANRG, LEOP) were considering the development \dftual

Learning Environments (VLES). -Bhail was mentioned specifically as a significant feature of

the organisational communication by PAG and ANNDP, although a teacher in PAG

said it was the younger staff who made most effective use of this.bamefits of access to

school data outside of the premises, through technology, was mentioned bF®ARNAT-

FG and BOBFG. TOMFG and LEGP described how parents had access to certain data
through portals such as VSware. PDST Spreadsheets (HOMOEFG) and Office 365

(TOM-P) were mentioned as other examples of technology that contribute to how data was
used in schools and its effectiveness. Participants in all schools, therefore, appreciate the role

of technology in gathering and sharing data andynale it for granted.
4.5.3. Training and experience in using data

For the majority of participants, especially the teachers (HB) JOEFG, PAT-FG, BOB
FG, TOMFG, DAN-P ) , most of the | earning how to use

figuring it outfor themselves, either individually or collaboratively. ANN was the only school
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where specific training on using data was mentioned (AN®N. This was done by the Deputy
Principal himself who héprevious experiencevolving data analysis He emphasised tha
although he gave instructions on how to analyse data, teachers interpreted the data for
themselves and formed their own conclusions. fPAdescribed facilitating training on using

data but this was more an explanation of how SSE data was analysesl dnotHinating
teacher. Participants from four other schools (KGE PAT-FG, BOBFG, LEGP, JOEP)
described receiving thouse training in Standardised Testing but, with the exception of JOE,
this amounted to an induction to the testing rather thanindealith the pedagogical
implications. In JOE, a teacher who was a trained psychologist provided training to the staff
on Standardised Testing and the implications to consider when planningP}JOBther
relevant inhouse training provided in schoolsxinded course delivery applications such as
Google Drive, Office 365 and Edmodo (ANRG, JOEFG, BOBFG, TOM-P). An induction

to the MIS (ePortal or VSware) was also mentioned (ANBl LEOFG, TOMP), again
however, these sessions were brief and focusegahnical aspects. Training for SSE was
mentioned in three schools (J&E, TOM-FG, PATFG, PAT-P) but this revolved around
understanding the requirements of the SSE Guide(lDES, 2011p rather than how to use

data, even as part of implementing the SSE process. Similarly, ongoingsRroét
Development in pedagogievas mentioned in ANMRFG and JOH-G, however,hese did not
reference using data. ParticipantsJ®EFG, BOBFG, TOM-FG, DAN-P said they gained

much of their understanding of data from modules in their primary orgpadtiate degrees.
Participants from PAFG, TOMFG, LEOP, DAN-P stated that adwvecwas available about
Standardised Tests and their implications from the Special Needs Department should one seek
it. It is obvious from the reports in this Case Study that practical and systematic training in
gathering, analysing and using data was saitju nonexistent and there was even an
assumption (DANP) that this training was unnecessary. Much of the training provided skirted
around data but no school had a coherent plan to develop staff capacity in using data. Three
principals (TOMP, LEO-P, DAN-P) and teachers in BOGBG did not see the necessity for any
further training in data, although some (LEG, JOEFG and PATP) would appreciate a
facility to obtain advice when necessary. It was notable that there was not unanimity between

the teacherand the principals in the schools above.

In terms of the training participants would like, ANDP, BOBP, JOEP stated they would
like training in relation to technology use, Google Drive, VLE, Excel etc. Teachers in LEO
FG and JOH-G fdt they need ma training to utilise the MIS better. Teachers in ANS
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and PATFG would like training in all aspects of data use from gathering, analysing, to
subsequent planning and implementation. On the other hand, participants-irG,EXDM

FG, BOBP were comfodble gathering data but would like training on how to analyse data.
JOEFG and PATP would like orgoing support and advice on implementation following the
analysis. Similarly, LEEFG, TOMFG, BOBP specifically mentioned implementing
approaches based amformation gleamed from Standardised tests. BODRBould like to
arrange training around pedagogy while PRTvould like support on coordinating thee of

data in relation to SSEHCSA and planning for individual student needs in particular. OB
would like training in more sophisticated tools and approaches while teacherskFaZ®@&uld

like a suite of training options. A teacher in TG also expressed a preference for a trainer
with an external perspectivexpertise and experience on plannargl implementation with
data from outside her school. This research concursHaithilton et al. (2009%vho describe

the need for a suite of training options on data use practices, data interpretation, and using

computer programs associated with data analysis and storage.
4.5.4. Target Setting

Participants in every school referrediracking performance and students setting target grades
for examinations. On the other hand, instances of teachers or principals targeting grades for
groups of students were not described in any school, withRIG&ggesting that approach
would be chaknging to implement. TONP, however, together with her teachers,
approximated rather than set targets for grades in Leaving Certificate, based on student
performance in assessments up to that point.-B@Ephasised that it was the students who

set the a@rgets this was to ensure they had ownership of the targets and, therefore, were more
responsible for them. The task of students setting targets was done by every year group, with
their Year Head or Class Tutor, at the beginning of each assessmenirpé&iid, DAN and

TOM (ANN-DP, DAN-P, DAN-FG and TOMP). In JOE, this was done by the Year Head
after consultation with the principal (J&&. Only Third and Sixth year students set targets in
PAT and LEO while it was the principals who coordinated theaegeh in JOE, PAT, LEO

and BOB (JOEP, JOEFG, PAT-P, LEGP, BOBFG and BOBP). JOEP argud, that some
expertise in analysis was required before setting effective targets that will challenge both the
student and the teacher. Students then discusstérgeés with their teachers. According to
JOEP, as well as informing the teacher, it makes them accountable to the student to provide

the appropriate teaching and learning to enable them to adhieveaims He described a
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scenario where teachers viduespond to students own target grade:-FOE 6t he i nt er
outcome was that the student and teachelddoave a professional dialoguEhis is what |

want to achieve; you think I 66m only a -D3, I
P and BOBP had a page at the front of student journals where students wrote in their targets
and their term results. Making parents awar

practice and JOIP insisted that these were the focus of discussiong@mRaacher meetings.

Targets could also be used for lesson planning and, speaking in broad terms, a teacher in LEO

FG sai d: 0 We l | I suppose | differentiate acc
year e | know wher e ftahre ytdor ep ugseRiG saith teagebdettihgoIwO E
stimulates and focuses discussions, including informal chat in the staff room, and feeds into

how teachers select appropriate strategies.-B@&scribes how some teadwet class targets

as consequence eéeingthe targets some students set themselves. Some teachers use class
targets as a mearte motivate students and provide formative feedbackhow they are

performing in relation to their peers
4.5.5. Data involving parents and students

All schools sought @t student and parental opinion and, for most, this extended beyond the
scope of the SSE process. Most schools described a process of consultation with students and
parents, either through online surveys (JB8E ANN-FG, TOMP) or Focus Group
discussion$JOEFG, PAT-FG, ANN-FG, ANN-DP, DAN-P, JOEP). It was generally agreed

that online surveys made it easy to consult a large number of parents and students, and teachers
in BOB-FG, for example, noticed how students were increasingly interested in geétdimptk

on their contributions. In a number of the situations (BB OM-P, PAT-P), students were

consulted about their experienof the schoobparticularlytowards the end of sixth year, often

call ed 6an exit sur v e youtteaahidg, policiesara/orithe ledrningd e d
environment. Formal interviews or the formation of Focus Groups for the purpose of gathering
data was less common but the principal of TOM, stated that students were involved in several
committees and their opwmms were both used and valued. Similarly, ARR said the views

of parents were frequently sought as part of their planning processes whik¥ RAN JOEP

sai d parent 6s mai n -Teacher meettngse No panvcigpant dedcribeda r e n
elictingparent 6s views through the Parents Assoc
parents informed about what was happening in the schootPJ@dscribed explaining target

setting to parents, stating 61l hwvahiheteachey, en t h
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for instance at the October parent/teacher
parental involvement could lee'catalyst for data use'. Data involving parents and students,
therefore, was perceived in terms of gatheringiopim reaction to some prompt, however, in

order for students to achieve to their the full potenGalpk-Sather (20065wygests schools

have to engage in authentic open dialogue with students or listening to the student voice.
Meanwhile, parental involvemenis cons st ent | y as s o succasgsaesdhoolyi t h p
according toHarris et al. (2008)it is one of the key factors in securing higher student
achievement and sustained school performanc
Education 201€ 0 1(BEB, 2016aenvisages that the voices of the service users receive more

attention by developing a Parents and Learners Charter on a statutory basis.
4.5.6. Security of data

Security of data was not prominemt any of the discussions, even among the principals.
Teachers seemed to regard it assponsibilityof management, while principals relied on the
technology service provider. Teachers in -EG, JOEFG, TOM-FG, DAN-FG and ANN

FG did express some conoegbout security, eithenformation being unfiltered or misused
but BOB-P, PAT-FG, TOM-P had no such worries. DAR said:

We try our best. We password protect and keep centrally as many of the
databases as we can, with limited access and therededif that database,
certain amounts of information to staff, as much as they need to know, basically.

Teachers in LEEFG expressed concern about the detail of information available and
guestioned if teacherseeeded access to information @thnicity, for example. The principal

of PAT (PAT-P) expressed some concern, for example, with paper records left around, whereas
the teachers PAFG showed no such concern and even said they were satisfied teachers there
would always act professiomyal Teachersn JOEFG, PAT-FG andJOEP stated that security

and protocols about appropriate storage, distribution and use had been discussed with the staff
and they were aware of what was expected of them. All schools described a movement towards
cloud computing bubnly PAT-P, TOM-FG, JOEP, TOM-P expressed any concern about the
security of this. TOMFG and JOEP assumes their service providers takes precautions to
ensure such data was stored safely. This relaxed attitude contradtamitton et al. (2009)

who highlight the need for school authorities to carefully consider sgoaeids for their data
system as their dataased decisiomaking process evolves.

101



[Type here]

4.5.7. Factors supporting data use

Participants described several contributing factors that made the roll out of data possible in
these schools but most of the components emarmbtectly from the school leaders or they
played a significant role. Various fornod distributed leadership such as delegation to
individuals or committees were mentioned by a number of schools {AGINPAT-FG, TOM

FG, TOMP, PAT-P, DAN-P) as was a wilhgness by management to share data (ANG

JOEFG, BOBFG, TOMFG, JOEP). Management promoting collaboration involving data
(DAN-FG, TOM-FG, JOEP) and individual or groups encouraged or required to use data
(ANN-FG, PAT-P, DAN-P, JOEP) was also merdned. Teachers in J&ES, BOBFG, JOE

FG appreciated how management made the process of using data easier, for example, by
undertaking much of the mundane calculations, beforehand. Teachers-iRGaid TOM

FG described the value of allocating time ¢poups to work together with data. DAFRG,

TOM-P and PATP described staff openness to information or new ways to improve their
teaching, similarly, PAIFG, ANN-DP and PATP descr i bed teacher 6s or¢
willingness to learn from each other. chaology in the form of a school network, cloud
computing, Office 365andVSware/ePortal was mentioned as significant contributing factors

in most schools (ANN-G, LEOGFG, PAT-FG, BOBFG, TOMFG, TOMP). PATFG, BOB
FG,JOEFG, TOMFG and JOEP describedeeing the benefits of using data as a supportive
factor to collaboration with data. A number of participants described the tradition or experience
of using data developed over time, for example in DEIS schools, as a huge advantage (PAT
FG, BOBFG, LEO-P, TOM-P, PAT-P, DAN-P).

4.5.8. Factors hindering data use

Lack of sufficient time (DANFG, LEOFG, JOEFG, ANN-DP, LEGP, PAT-P, DAN-P),

data overload, excessively complex processes {PBTBOBFG, TOM-FG, ANN-DP, LEG

P, JOEP) or else the process being regar@s low priority, irrelevant a distraction from
teaching (DANFG, JOEFG, PAT-FG, BOBFG, JOEP) were cited as the main obstacles to
effective use of data in schools. There was also frustration with the limitatiotise of
technology available (DANFG, J&E-FG, PAT-FG, TOM-FG, ANN-FG, JOEP, LEOP) and
deficiencies in training (DAN-G, JOEFG, BOBFG, JOEP). Teachers in ANNFG and
TOM-FG said that concerns about security were impeding the broader adoption of data based
processes in their schools while LEEG, JOEP and PATP felt some hesitation was due to

teachers questioning the motivation or teachers feeling under pressure from greater scrutiny.
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Wayman et al. (2012dpundteachers were mainly ambivalent towards data use but many of

the barriers are strtural, similar to this resear@nd therefore, possible to remove.
4.5.9. Outcomes of using data

Although teachers and leaders were fulsome in their descriptions of the positive outcomes of
using data, this was based on their opinions and they had little or no evidence (for example, by
way of suveys or other data) to back up their beliefs. For most of the participants in this
research, this was the first time they were asked about their use of data, the exceptionwas JOE
P who had demonstrated his use of data to new principals in his ETB amE8 Inspector.

The range of outcomes below indicate the range of influences data can have on the school as

an organisation.

Participants in all schools cited the scrutiny of data, in some form, as improving school
effectiveness (ANN-G, BOBFG, JOEFG, PAT-FG, BOBFG, ANN-DP, LEOP, TOMP,

BOB-P, DAN-P). The second most commonly cited outcome of using data was that teachers
had more comprehensive information on which to base decisions about studentsGANN
BOB-FG, LEOFG, JOEFG, BOBFG, LEGP, PAT-P, JOEP). This was followed by lesson

and programme content formed from data, for example, informing differentiation strategies or
assessment practices (B&®, LEOFG, JOEFG, TOMFG, PAT-P, DAN-P). Participants

in ANN-FG, JOEFG, BOBFG, LEGP, JOEP described how management, teachers and
students had more informed discussions about selecting levels, subjects, programmes and exam
targets. Similarly, support programmes, such as the systems for tracking student performance
contributed to improved studeautcomes ANN-FG, BOBFG, JOEFG, BOBFG, BOBP,

DAN-P). In some schools, policies were informed based on data gatheredDRNDNEO-P)

and priorities such as attainment, attendance, spelling or problem solving were identified
through analysis of dat&ANN-FG, BOBFG, JOEFG, PAT-FG, PAT-P). The experience of

using data in this way has led teachers in some schools to proactivelyusd¢bkir own data
(LEO-FG, PAT-FG, BOBFG, LEGP, PATP, BOBP, JOEP). LEO-FG, JOEFG, BOBFG,
TOM-FG, LEOP mentionedmproved communication between students, teachers and parents
as a consequence of using data. ARG, JOEFG, LEOG-P, JOEP describe more focused
discussions about student, subject and teacher performances and disparities between them.
Other consequencesf using data identified by more than one school include: systems
established to identify underperforming students or those exceeding expectations-GANN
BOB-FG, BOBP), more balanced mixebility classes (ANN-G, JOEFG, DAN-P),
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identification of pattrns in truancy (ANN-G, PAT-FG, BOBFG) and management being

alerted to misbehaviour much quicker (ANRG, ANN-DP). There was greater emphasis on,

or analysis of, student attainment (B&&, LEOFG,JOEF G) and studentds o
taken more serious TOM-FG, ANN-DP, PAT-P). ANN-FG, BOBP, DAN-P describe how

there was more data available to discuss problems teachers or Subject Departments may be
experiencing. There was also better evidence (ANA&, BOBFG) and more focused
discussions (LEEFG, JOEFG) when dealing with parent$n a similar vein, ANNFG, JOE

FG, DAN-P, suggest that, as their experience of data was continuously developing, a culture

of gathering and analysing data for decision making was growing stronger.

Other significant outcomadentified were: data influenced the nature of CPD (KOE PAT

P) and was a 'vehicle' for professional conversations with colleaguesF@PECentralising

data was making it more accessible (AR), students were talking about attainment targets

at hone (BOBFG) and they were more reflective because they were consulted more (TOM
FG). Analysis of examination data has 'got more subject areas to step up to the mark, it's raised
the bar, raised aspirations' (TGR) and has similarly 'raised expectation®agst staff' (JOE

P). Greater access and sharing of data requires teachers to be careful how they record
information and follow procedures while B&®B PAT-P, LEOP found analysis of data
significantly affirmed the work of teachers and the school. Theipal of LEO described

the scenariavhereteachers were now arguing for resources based on data, discussions were
now occurring around Success Criteria and what constitutes an A, B etc. and the focus of
conversations had shifted because students nowhkaddols and terms (eg: targets) to discuss

their own learning (LEEP).
4.6. Summary

In accordance with international resea¢btandinach and Gummer, 201€chool assessment

and state examinationgerethe primary typse of data considered in planning. Much of the

data, including attendance and behaviappeared circumscribethdconsidered in isolation

rather than examining the possible relationship between contributing factors. SEN and SSE
data got only cursory cortgration which may be indicative of the value placed on non
assessment data. Quantitative data was preferred because qualitative data was complex and

more difficult to utilise.
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Although there was different emphasis there was no substantial differanezbehe reports

from the principals and Focus Groups. In general, it was the principals who made most use of
computers for analysis whereas teachers took on a more utilitarian role. With the exception of
TOM-P, the principals and teachers did not dmlate to make sense of data together, in fact,

usually there was a clear distinction between the analytical processes both groups engaged in.

This research reemphasises the significance
found in researcWayman et al., 2012d¢ouis et al., 2010Lachat and Smithi2005. This

was manifest as openness with data, distributed leadership opportunities and, in most cases,
ICT skills in data analysis. Technically proficient leaders managed most of the analysis
themselves while less proficient leaders relied on, hacesl more responsibility among staff.

While all principals used assessment data to monitor student and teacher performance, leaders
did not use data to address underperformance among teachers. The emphasis in data use
appeared to be on improvement, aliph Subject Departments were expected to account for
examination results. Al t hough studentds pet
not establish the difference they made (value added) to individual student results or that of

groups of students

Teachers are mainly concerned with attendance, punctuality, behaviour and assessment data,
however, when asked, they focused on summative term and school tests rather than routine
class assignments which could be used formatively. Similarly, thezepbof data revolved

around whole school requirements and, even then, their engagement with school data, such as
SSE, was limited. Practices varied between schools, however, some principaB,(BAN-

P and JOEP) questioned if teachers fully engagedefiection on data relating to their own
students. Much of this research indicates bdé#tlaof understanding of data by teachend

only cursory requirements to show evidence of engagement with data.

The staff in all schools met regularly; except fa review of examination ressilat the
beginning of the yeadata does not feature prominendlythese occasions. Opportunities to
collaborate together, data focused leadership, a supportive culture and effective technology
were identified as factorsupporting data use. There appears to be a symbiotic relationship
between data use and technology andimgrson and Wayman (201inted outé t r ai ni ng
for data use often is synchronous withtechl ogy trainingdé (p. 36).
focus specifically on developing capacity in data use and there was no apparent vision for

developing data skills amongaff in general. The availability of time and appropriate
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technology appearsasignificant barriers to data use, as was the low priority accorded to using
data for decision making. These findsngre remarkably similar to the findings from
Schildkamp et al. (2014j their research across five European countries. They categorised
influences on data use as organizational, data and ykitars and user characteristics (ibid,
p.22). Parental and student opinions were not prominent forms of data in these schools
although they are increasing in significarisee DES, 2016a The next chapter will examine

these findings in more detail.
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5.1. Introduction

This research focuse®n the experience of seven schools whietere identified as
demonstrating excellent practice in the use of data. The literature indicated four main themes
in orderto addrss this issuefl) What is the nature of data used, how data is,u@dy
principakand (3) by teachers an@) what are the organisational influencgsuse Interviews

were held with principals and Focus Groups of teachers. In order to verdgnetas made
during the interviews and to gaarfurtherinsight into the processes involved in analysing data,

the principals and teachers were asked to demonsioatehey use dataThere are several
similaritiesbetween the research literature andGase Study findings such as the dominance

of assessment data over other fowhslataand the pivotal role played by school leadership,
teacher collaboration and computer systems in the promotion of datasuselicated in the
research findings, there mains plenty of scope to integrate data use further into the
organisational culture of the schools and especially, increase the formative use of student

learning data in teachers practice.
5.2. The nature of data used
5.2.1. Assessment data

In the absence of any csidered approach to data use in Irish schools, these schools developed
their own techniquesn isolation, essentially baseddné pr i nci paVydnsheiri deas
knowledge, skills and experiencés indicatedin research literaturéseeSchildkamp et al.,

2012k Mandinach and Gummer, 201darshet al., 2008, the first tentative endeavours

data use usually focus on th@ghest priority to the school, namely student performance in
exams Teachers and principals attitudes towards assessment were dominateadyisis of

State Examinationith virtually no consideration given to ttiermative potential of routine

class assessments and the relationship between class, school and state exams. Almost all
discussions were focused on improving exam results, thus, placing value on the outcomes
rather than looking at improving the process when evaluating reduits contrasts witkattie

and Yates (2013)ho found thateachers who ussuchevidenceformativelyto inform their
teachingare more effectiveA reoccurring theme was evident at anyearage; classroom data

such as topic tests, essays, projects are not valued as sources of worthwhile evideneg. There
not a tradition of teachers planning and evaluating assessment collaboratively or any form of

moderation so, consequently, the prddwaf learning may lack the validity and reliability of a
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robust exam setting. Two schools (JOEnd BOBD) used Continuous Assessment to track
student progress but they did not realise the full benefits of this approach because the results
were not usetb provide formative feedback to students about their lea{sggHodgson and

Pyle, 2010 Hattie and Timpeey, 2007 OECD, 2005 Black and Wiliam, 1998 Although
mentioned, Formative Assessment techniques were not embedded in the acti@wily one

teacler mentioned adjusting her teaching approach arising from an examination of students
work (TOM-FG). Postexam analysis did not appear to lead to substantial attiesat Subject
Department plansvhich indicates a disconnection between the analysis,eqoestial
planning, implementation and subsequent evaluation. This analysis, therefore, was regarded

by some teachers more as a bureaucratic task rather than a genteéwalsalion process.
5.2.2. Attendance data

Taking attendance is a routine part of ev&eiiool day and was done tre computer in the
sample schools. As sudhis the most prolific data avaliée, but unlike assessment data, for
example, itonly cane into focusvhena problemwas highlighted Perhaps this is why it was

not mentimed inevery school. Attendance dagvery easy to compile, lessroplex to
understand]ess hreatening to analyse arahsier to evaluate the effectiveness of related
interventions. Improvements in attendance can have a tangible impact in schootheand
influence of monitoring through the use of data, can improve attitudes towards data use more
generally. One would, therefore, expect that this data would be more to thie fekoos use

of data, everencapsulating the data practices in the schdbis was not the case, however,

and LEOP was an exception when he demonstrated the correlation between poor attendance
and exam performance. None of the schools, including the DEIS schools, were able to present
detailed statistics dealing with truancylhis may be an indication of their fixation with
assessment dataver other formsineffective strategies promoting attendance or, perhaps,
incomplete data.Darmody et al. (2008)escribed he O6i nst i tuti onal habi
one of the main factors that contribute to truancy gmon to suggest thdaita may provide
optionsto addressing thissue p.5). All absences, suspensions and expulsions are reported to
TUSLA, however, ugo-data statistics on the profile of absenteeism natiorakynot
available(TUSLA, 2016. Such information provideanimportant reference for schoasd

the absence of easily accessiblestuplate and disaggregated data is an impediment to the
effective use of attendance dafBlJSLA (2016)have statistis on a number of yeabut they

are in .pdf format. fMere arehowever proposals to improve DES data systems in the Action
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Plan for Education 2018019 (DES, 2016awhich may redress these deficienctbsough a

portal which will provide a range of relevant national statistics
5.2.3. Special Educational Needs data

All schools have details of students and their special educat@eals available but this
information seemed to be compartmentalisedthe SEN Department and SEN Folder.
Teachers in several schools were informed about the nature of students SEN at the beginning
of the year ad subsequentlyconsulted SEN teacheifsthey needd advice or support. In
general, teachers drew upon this informatierthe need arosather than it forming an integral

part of their planning which highlights the disconnection between the data and teachers
practice. Shevlin et al(2013)described inclusion policies and practices as yet to be firmly
embedded in Irish schools with many teachers facing difficulties with the implementation or
viewing SEN as the responsibility of others. Individual teachers and Subject Departments
cdlaboratively reviewing the implications of Standardised Tests would represent a-culture
shift for most of the schools, towards a more studentred, flexible and strategic approach

to planning(seeGleeson, 201Xilleece et al., 2009

Standardised Tests were used to inform interventions, provide basgalieat attainment data

and inanumberot ases evaluate studentbés progress i
Cognitive Abilities Test (CAT4) was the Standardised Test used in all the Case Study Schools

and it not only providean objective analygss of ever y s repodtsslestribes abi |
the implications for teaching and learning. Again, this feature was an underutilised resource
even thaigh it provides valuable information for lesson planning and Subject Department
Schemes. There is criticisaf standardised testing, however, including that they aredias

against minority groups and children with special education needscdindye characterised

by selective administration and selective interpretation of results; motivational, emotional and

per sonal ity factors are valued | ess than cogr
metacognitive processéldaywood and Tzuriel, 20)3 In addition,Morris (2011)describes

the censs based standardised testiged in Ireland and being rolled outsacondary level,

as lending itself towards an accountability agenda as it allows the Department of Ediacation

directly compare schools.
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5.2.4. Attitudinal data

Over recent decades, there has bedrend towarsd paticipatory reform in education with

student andparental input an important factortimeseefforts (Auerbach, 200)f Practices of

eliciting attitudinal information should be embedded in all schools thenmimplementation of

the SchooBelfevaluation GuidelinefDES, 2011pyetthis source of data was not prominent

in theschoolsstudied Parends and pupils opinion appears to be sought for narrowly defined
purposes, often to do with SSE. Several schools, however, did engage purposefully with
parents in a genuine attempt to gain paresntd studerdt gisight on anumber of topicgeg:
ANN-DPandBOBP). Obtaining studentés opinion was I
Focus Groups but there was only one report (FE®) of a teacher solicitingstudéns o pi ni on

onlessos or seeking their prefence.

As well as being key stakeholders, who have a right to have their views heard, student and
parental opinions can play a cral role in school improvemebt offering unique perspectives

and suggestionsln seeking these opinions, schools have parsibility to respond to them,

not just from an organisational accountability perspectivg as an indication of the value
schools place in such consultation. Involving parents and students in school decisions
inevitably changes thdynamic with teachrs; their authority to make judgements relating to
behaviour and performance will be challenged, for example, in what is unacceptable behaviour
and whether a student has tiagpacityto improve their work. Having the right to participate

and contribute i@ part of an ongoing learning process in school that develapsyyp peopl e 6
sense of belonging andentity andteaches young people that they can effect change in their
own lives and their environme(ttiarrison et al., 2016 Research by.eithwood et al. (2004)
indicate that parents are capable of exerting considerable political influence on the content and
processes of school improvement, especially more ecaadiyniadvantaged parents.
Similarly, research bydanafin and Lynch (2002andByrne andSmyth (2010)ndicate that
parents with lowelevels of educational attainmentnegative experience of schooliag less

likely to become involved irschool structures, so, iarder to obtain an authentic and
representative view of parent opinionyje® schools will have to go beyond quick and easy

online surveys.

Technology has made communication much easier, including eliciting student and parental
opinions and sharing planning and assessment documents. Although more time consuming

and laborious thaonline surveys, several schools sought the opinion of student or parents
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through Focus Groups in an effort to ascertain Hreative behind the opinions. Focus group

or individual interviews with disaffected or less engaged parents should be consiceket

to get a rounded view of parents opinions and useful evidence to address their concerns.
Engagement with stlent and parent opinion in the research schimmiglved purposefully
seeking information in response to specific questions, no considerationgivers to
information which may exist or could be compiled, for exampating to complaints or
gueries. Examining what data already exis¢éeds to behe starting point irschools data

processes going forward.
5.2.5. Gathering Data

Participants in all schd®were able to outline a range of relevant data, howevendbkerent

and diffusenature of the data described highlights the limited knowledge of different types of
data. Although participants had a substantial amount of data already availablentm tteir

MIS to initiate an analysis processterms of SSEall ignored this and described gathering

new data. Again this points to a flawed process; schools did not start with the data they had
anduse this as the firsteration oftheir research e (seeAltrichter et al., 2013McNiff,

2013. Similarly, the schools used a variety of data gathering approaches but consideration
was not given to how the data schaallg®adyhave, as a matter of course eg: exam reports and
SEN data, could be compilethd usedn systematiananner.There is a danger if schools were
aware of all the data they already have available, wmyld be overwhelmed by jton the

other hand, teachers and management may come to realise the power of integrating various
information at all levels of the schoolGleeson (2012¥§lescribes Irish teachers as sceptical
aboutusingresearch and reflage practice and criticises the inadequate support and structures
for educational researchThere may be a challenge, therefore, in promoting research based
practices in schools and developing a proactive enquiry based culMenter (2015)
however, describes the capacity to identify, evaluate and respond to educational research as
becoming a feature of professional standards across the UK and (seariteaching Council,

2016 and together wviih practices required of School Selfaluation, school based raseh

may become more common thamreviously.
5.2.6. Analysing data

The process of analysing data was disjointed. Principals analysed examination data using

computers while teachers megiven eam statistics andsked to consider their implications,
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collaboratively, in their Subject Departments. Usutdichersvere asked to report on these
deliberations but principals rarely reviewed them and they were just added to Subject
Department folders.This inclination towards a purely bureaucratixercisedoes little to
promote the development of skills and values for data lmsether scenarios, stdbmmittees

of staff were tasked with gathering and analysing data relating to an aspect of S8&r or o
school issue. There was no concerted effort, however, to develop the research or analytical
skills of teachers, in fact, some principals regarded this as unnec@aahP, LEG-P). For

data use to be taken seriously, it must be woven into theneoogieration of the school rather
than being -ere@nt as e xin@Maéndimbgh apdrGansnel, 20E6s

It is clear from an examination of the teach
to the analysis; data pointed to the problems but neither the data nor the discussions focused on
the strategies to resolve the issues. This cometiinsresearch bykemoto and Marsh (2007)

who found teacherstruggled to analyse their data, partly because weg not clear abdu

whatthey were trying to address and partly because the data pointed to problems but did not
help with responses. Devel oping teacher ds ¢
them to extract meaning from data more broadly, enhance their otgaratperspectives and

help develop a problersolving approach to their workiHargreaves (1998 uggest s t hat
systematic iquiry becomes a more integral part of the professional culture of teaching, it will
encourage and empower teachers to identify and resolve more of their ownleghbol
problemsdé (p.118). A | imbyshe teachelim ths tugtiniolveda nal y s
superficial descriptions of the information apparent from the data, (for example; describing
information in bar charts) and did not extend beyond one or two varigielass (@nd levels).

A number of participants had difficulty with tleguivocé nature of qualitative dat@.EO-P,

BOB-P, DAN-P, JOEP) which may be down tepistemologicaincongruencewith their
previous Oscientificd training. Much of th
experience because they acknowledge suchptatades better insights into the behaviours

and action®f subject{see Cohen et al., 200.3Subject Departments worked in isolation and

had neither the structures, supparran expectation from management to go beyond this
perfunctory analysis.This contrasts witlDeike (2009)who found principals who worked
collaboratively and acted as instructional leaders established clear norms for data use and were

more likely to embed data initiatives their schools.
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This research has highlighted a technology skills deficit among some printhpakschnology
competent principals could scrutinise data involving multiple variables amyénad formés

in order to extrapolate meaning from largéedats. On the other hand, the two less technically
competent principals wereither reliant onteacherswithout management experiene&d
perspectiver reliant on their own ability to interpret and deduce informatibime technology
supported analyti¢@apacity seemed to be a source of power for at least one principal who did
not wish to relinquish it (JOP), while, the lack of skill among other principals, led to more
collaborative and distributed analysis which, by default, contributed toveayusding the

skills and experience ahorestaff. As also identified byHamilton et al. (2009-ue to their
currency and import at the beginning of the year, examination data provided an effective

catalystfor discussion and analysis in all schools.

Paradoxically the analytical features of the Mifere both underutilisedandinsufficient to

meet the principal déds needs. Neither ePortal
gather, analyse and present the data required, for exaompléuct surveys, aggregate and
disaggregate multiple variables and present the findimgs uncomplicated graphical format.

The analysis relied, predominately on the skiflthe principalsometimes in consultatiamth

the staff including specialisbersonnelsuch as SEN teachers Guidance CounsellarsAs

Cho and Wayman (201fpint out there is a mismattietweenthe technical possibilities of

data systems anthe organisational requiremis; they use the descriptio®dt ec hnol ogi c
determinismdé (p.1207) w h i ¢ $itheanwertarce oh pumanf | e s
agency and sengmaking between technology and practice. The size of the market may
constrain the development of tailoreds®msin Irelandbut, asVan de Kleij et al. (2014)

indicate, technologists and users need to work together to develop a system to meet the needs

of schools.

533.Principal s use of dat a
5.3.1. Leadership style

In accordance withhe literature, this research indicates that the principals are tiwatr
element in the utilisation of data in these sch{m&\Wayman et al., 2012¢ouis et al., 2010
Lachat and Smith, 200%andinach et al., 200®ark and Datnow, 2009 All the principals
in this dudy could be characterised as analytical by nature but this is manifest in two

approaches to using data. The first group are highly computer literate and examine the data
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(primarily examination data) and then identify the school priorities for improvenigmey
essentially use data to derive and drive decision making. On the other hand, the other group
rely more ortheir experience and intuiticams well as datto identify priorities, then use data

to confirm or disprove their opinion and, subsequeritigy use their intuition, informed by

data, to guide their actiondntuition in these cass isnot haphazard or devoid of apparent
reason, rather it is the logical reasoning, describedtbbpsorand Kruse (2012)hat derives

from accumulated leadership knowledge and skills, formed from experience, which enables
leadergo make decisions subconsciously, quickly and instinctually.

DAN-P, LEOP, BOBP and JOEP stand out from the others in the decisive role teldyy

plays in their leadership and their decision making. In the absence of training or a suitable
computer programme they have devised their own techniques to analyse data. This knowledge
and experience, however, is concentrated in them alone. Tieybaseen the necessity to

train others irtheir approaches nor do they see these skills as valuable to teach&/S@+h

stating teachers hade nough t o b-B who asibegmring to givk GiE middle
management more responsibility analysintadaas concerned however, that he would lose
control of the analysis processSenge et al(2012) counselled against the guru leader,
recommending instead that the principal coach their staff to exercise more responsibility and
initiative so all staff recognise their leadership roles in the organisation. In several schools,
although leadinghe implementation process may be distributed, control of the information
follows a hierarchical structure which suggests an underlying concern for power as avell as
recognition forthe potency of data. Having access to a wide range of data giveseatilecr
insight into the running of the school, its strengths and vulnerabiltdsyman et al. (2006)
observed that principals who worked closely alongside teachers found greater acceptance
guiding them in using data to inform their practice. Sharing decision making not only promotes
a shared visionit improves morale ahenhances the quality of decisions and contributes
towards a culture of collaborative enqufopland, 2003Leithwood et al., 2004Spillane et

al., 2004.

There is a danger, in the current scenartbstt byl i mi t i ng teacher os
implementation data analysis is seen as a managementi@umathich is separate to what
teachers dor is an excessively complex process that requires specialist skills and experience.
This reinforces a division between teaching and leadership where teachers, not only miss an

opportunity to consider the variablenfluencing school decisions but also the broad factors
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that nfluence student performance. It also emphasises the managerialist perspective of data
rather than promoting the potential of data for improvement planniigachers are also
deprived of aropportunity to see the impact their work has on their colleagues and the whole
organisation. Training and involving teachers fromikéginning empowers them to consider

their own implications from data, devise solutions, and engageultifaneted analycal

thinking beyond merely implementing the curricular decisiof$e findings from the study
schoolscontrast with the study bWayman et al. (2012cyvho found four strategies in
particular were effective for principals in promoting data use: focusing data use on the larger
context, facilitating collaboration around data, distributirapkrship, and fostering common

understandings.

It may be the case that principals are still at the early stage of coming to terms with using data
and, as their confidence increases, teachers experience develops and student performance
improves, they wiltake on more coaching roles and relax some of the constraints. Sitting with
teachers in a coaching role will involve a different dynamic for many principals, involving their
beliefs and opinions being challenged &ading to beopen to learn about dateom others
perspectivdseeMarsh and Farrell, 201datnow and Hubbard, 201&larsh, 2012

5.3.2. Tracking

The principals were very conscious of the sensitive nature of exam results and were at pains to
emphasise that their objective in examining them was school improvement rather having any
accountability agend& he discussions, therefore, always focused on student performance and
actions rather than teacher performanéstremelysensitive to maintaining an acquiescent
climate,p r i n cprigrity,l abtBis stage in promoting data use, is to getibuyom the

teachers and embed the practice in the schoolaéasb and Lefgren (2008)dicate, principals

are farly adept at identifying teachers whose students make the most and least progress, it is
shrewd that these principals do not use exa
performance. As exam results often represent more than just studewpt @ébdidifficult to

di sentangle a teacher 6s (Bormett etialp ROParmmuusEngt o st
results in such a ay risks alienating teachef€alli et al., 2007. According toStaman et al.

(2012) however, analysing examination data | ea
wel | as i mproving coll aboration, sd¢owadauni on,
providing the typeof instructionnecessaryor student§p.5). The principal s ap

this study are rather task orientated, deductive and narrowly focused on using defined datasets
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rather than promoting a broader culture of inquiKatz and Dack (2014)lescribe how a
cultureofinquiry@ vel ops educatorés skills and conf i de
tasks by inculcating a way of thinking that challenges the status quo and promotes collaboration

and continuous professional development.

The innovative systems for tracking sémd results fronschoolentry to Leaving Certificate,

devised by the four principals, are more accurate than the method of comparing school results
with national averages in various subjects (see www.pdst.ie/postprim&myyth (1999)
describedschool examination resulesa reflection ofthe nature of the studemichoosing to

attend that school and, in accordance with this principle, these schoaisei® review their
student 6s results with r Exhnesrasess @mntentknowlddgei r e
and are not psychometrically based or noeferencd, therefore, are not directly comparable

to standardised scores. The principals recognise this fact and use standardised test results to
gauge improvement/deterioration in student performance rather than quantifying the amount

of change. There were tvapproaches to doing this; an absolute approach based on the raw
scores from one exam to the next and the relative change in position in relationdoéess.

The loading of contextual variablésat impact studentoutcomeso det er mi ne O Val
by the school is controversigee Braun, 20)0however, these principals do not attempt to

imitate this approach. Although imgried by the concept of Contextual Valued Added,-FOE

was sceptical that a valid system is possible. The absence of an effective system to predict
student performance is a hindrancehoseprincipals trying to ascertain the contribution the

schools aremaking to their students education and this should be a priority for government.
JOEP, BOBP, DAN-P and LEGP, in particular, recognise that there is considerable potential

in such a system and yearn for a more professional, sophisticated and integpdtdd

involving national datéhan the current model offered by the PDST

54.Teacherds use of dat a
5.4.1. Types of data used by teachers

Schools introduction to data has focused mainly on the state exams and teachers immediate
perceptions of DIDM wam referenceéo wholeschool data and whokechool decisionmaking

when in fact theyhardly considered the routine data they use in their classes. The data they
did describe (attendance, punctuality, assessment and behaviour data) was viewed from a

whole school pegective rather than for their own formative purposésis likely that the
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teacherdés conception of data did not extend
aforementioned data, there was neither an assumption nor expectation that theyg disc
evidence of teaching and learning. Similar to findings funry et al. (2016)discussions

about data uséid not consider lassroom level factors such as classroom assessnkerksp

(2006) suggests formative assessment practices have been devalued by the dominance of
external, higkstakes summative examinations which emphasises performativity and
measurement.drhe effective use of data requires that teacheveldp the knowledge and

skills to analyse and use data to improve instrudtfpatnow and Hubbard, 2016, p.and,
although some participants mentioned Formative Assessment, they did not appear to value the
products of student learning as worthwhile data and did not know how to use such evidence
formatively. Although, using student learning data is one way to ground DIDM in practical
and immediate instructional decisions, research indicates that often teachers lack the
confidence and/or capacity to successfully engage with and use potentiaibtif@ data
(Dunlap and Piro, 2036 Similar research bgelderblom et al. (20168how that teachers

either do nomake adequate use of the information available, fail to analyse the data effectively
or concentrate their data use on the underperforming students.

Heitink et al. (2016jound teachers need to be able to interpret assessment information on the
spot, engage students in reflection on their learning and provide specific and constructive
feedback. Both academic research andititengsfrom this study, therefore, point to the need

to develop teacher sd c ap ac ietidgnce oblearniagcteachers s e a
come across every dayurthermoreDatnow and Hubbard (2016)e scr i bed how Ot
capacity to use data and their beliefs about data use are shaped within their professional
communities, through training, and through interactiovith management. This research

therefore poirg towards an approach to both CPD and work practicesptioatotes a
collaborative and inquiry based cultutieat focuses on developing teachers Assessment
Literacy(Stiggins, 2001

5.4.2. Comparisons with state exams

There was a variety of practices in how state exam data were analysed, ie: dsese w
distinction between analysof resultgper seand analysing the implication$ data distilled
and presented in a predefined form&ometeachers received the results already compared
anddid not have to go through the laborious task afloading and entering resultseither

did they experience the range of data available nae tiee opportunity to consid#reir other
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potential uses. The significant analysis, for them, was consideridgcthe u s e and ef f ec
data ashy having to enter the data oneself, one learns about cleaning and filtering data, the
importance of verifing information and, consequently, gaining greater insight into initiating
anal ysis of oneds own dat a. Wit hout fully
ownership and genuine engagement, there is a danger that the process becomes littla more tha

a bureaucratic exercise that may be viewed more as an accountability mechanism rather than a
tool to reflect on ones practices. On the other hisliadsh (2012)argues that interventions are

more likely to succeed when data are easy to understand and use. Some principals were
sceptical whether teachers genuinely reflected on exam results and whether it made any
difference to their planning or teachingowever,Schildkamp et al. (20153uggestghat,

although, discussions may not necessarily lead to action, they may challenge preconceptions

and there is powerful learning in finding out one is wrong.

Examination data also provides an indication of how a subject department or teacher is
performingand can heljpdentify areas to develgprovidinga basistal i gn t he depar
vision of the way ahead and providing a means to gauge improvement. Such analysis can
increase teachers understanding of the curriculum and what is required for exdhese If
perspectives and skills are not developed, collaboratively, dealing with Subject Department
data then it will be more difficult to integrate them into classroom practice when teachers are
on their own. Working together helps teachers problem sslveell as facilitate the exchange

of resources and expertise required to implement reforms that improve student learning
(Copland, 2003Viandinach and Honey, 2008A benefit highlighted by LEEP, for example,

was that teachers were miang term examsnore accurately and consistently from analysing
school and state exam resuldn the other handyiarsh et al. (2015)ndicates that teachers

often respond to data in superficial ways or by making procedural changes to practice that do
not significantly change theinstruction This is similar to the findings in this research where
teachers wrote largely descriptive and bland explanationsefmitsstudentsreceived that

lacked depth and authentic reflection on teaching practice. Such superficial analysis was
accepted ssufficient by principals in all schools which is, not only a poor reflection on what

is expected of teachers, but questions the authenticity of the exercise.

Smyth (1999)found the variation between performances within schools was greater than
between schoolsThere is merit, therefore, in considering hascdssions based on exam and

other Subject Department datauld lead to greater subject and programme coherence,
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consistency of expectation and continuity between teachers. Data can identify common areas
of concern, utilise the strengths and talents of agllies, foster a supportive atmosphere and
promote collegiality The reticent conception of data use in the sphere of teaching, on one hand,
and the restrained, predefined, task orientated exam analysis on théadhefimiting effect

on the potentialdr data use in Subject Departments. This, however, may be the case at the
early stages of integrating data into the operation of the school. Withimilieis, the potential

for teachers to mentor and coach students is understdéduere teachershave a sound
understanding of analysitheyarebetter able to respond to particular needs suggested by data
and targeting improvement efforts on issues such as closing achievement gaps and motivating
students(James et al., 2006 Using data to inform planning and directing coaching
conversations can develop a shanaederstanding of the outcomes to be achieved and actions
that need to be taken by students and the tea@Hansilton et al., 2000

5.4.3. Assessment data

The concept of &é6Common Assessment 6stownean al so
little more than common marking schemes, thus, migkenglue of teachers reviewing marks
together sharing challenges and successes and improving their psaciidiboratively.
Collectively reviewing students work provides valuable professional development and
enhances professional judgements as well as contributing to a sense of collegiality and
professionalisn{seeSharratt and Planche, 2QMottier Lopez and Morales Villabona, 2016
Similar to LEGP, Mills et al., (2012, cited irRenshaw et al., 2013) reported improved
consistency of assessment across classrooms as a result aitioageactices through greater
coherence in terminology, criteria, and approaches. On the otheSmaitial (2004 ¥ound the
moderation process had a constraining effect, discouraging creativity and standardising
exercises.Moderation did not occur in arschool in this study and JGE did acknowledge

the problem of subjectivity when each teacher marks their own students without reference to
department colleagues which, in turn, has the potential to undermine comparisons. More
specifically, moderation israopportunity to improve the validity, reliability and consistency

of marking as well as providing a forum for teachers to discuss their practice, learn from
colleagues and gain useful insight for their own teachihg.role of moderation is one of the

mast controversial aspects of the Junior Cycle Student reform and is an area thaérmas

muted dowrconsiderably from original proposglQuinn, 2015.
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Changes in the JCSA will see aemphasis in the formal exam, increased focus on evidence

of learning and its formative use so the classroom woe of data use will increasa
significance(see DES, 2015 Clearly from this reseah, to be successful this process requires
investment in resources, teacher collaboratiome and CPD as well as carefully considered
guality assurance mechanisms. In describing a project aimed at enhancing teacher competence
in summative assessmeBtack et al. (2011assert that using school assessments for national
examinations can only be justified if they are based on procedures and criteria that are
compardle within and between schools which, in turn, require a robust moderation process.

A repercussion of decreasing the significance of the terminal exam, however, is that schools

may losefaith in anassessment that schoakeas a datunto comparestudentprogression.
5.4.4. Special Education Needs data

Thesparsause of Special Education Needs data highlights the preparedness of teachers to use
the information available in planning their annual schemes and adjusting their lessons
accordingly Only a few teachers, hower, stated theyefinedtheir lesson plans including
altering the attainment objectives to reflect the needs and abilities of those in their classes.
Other teachers tentatively consideredignored the informationpreferring to base their
decisions ortheir intuition and experience. In the absence of a requirement to make special
provision for SEN students in lesson planning, it is unlikely that many teachers will devise
separate and specific plans for the students with special needs in their (€&dgseaEves et

al., 2013. Stroggilos and Xanthacou (200&)und developing such plans to be resource
intensive and the lack of appropriate resoupesesa barrier. Also gecialisttraining on
planning the curriculum to suit different types of SEN may also be req(fedth and
Thomas, 2006 Research indicates, however, that developing education plans can be
particularly useful in pogprimary schoolsin aligning lessons to national standa(ti<CCA,

2007, O'MaraEves et al., 2012

Being aware of student abilities enables teachers identify struggling or high performing
students in order tedapt theirinstruction. SEN data informs the teacher about an individual
student s6 strengt hsvida appropnate endes/entioms amal rerthlelas at o
teacher to challenge a student according to their ability. Not using the data in these scenarios
mayprovide an indication ofvhether or not the teachers are @iéintiating their instructioar
effectively catering fos t u d iadividumldeeds.Shevlin et al. (2013tated that inadequate

support to help teachers make provision for SEN studentgpeapetuate negative attitudes
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towards stdents with special educational needs and encourage scepticism about the viability

of inclusive education modélép. 1122)
5.4.5. Student attitudinal data

Arguably, there are three perspectiuesleveloping opportunities to hestudens 6 o pi ni ons
firstly, the development of skills and experiencdézomeparticipative members of society,

secondly, developing studéstability to reflect on their own learning, establish their own goals

and motivation for lifdong learning. Thirdly, there is the assertioryob u n g prightsp | e 6 s
to be listened to, valued and have their opinions considered bywinasexercise authority

over them(seeHarrison et al., 201,6myth, 2006 Donnini, 2015 Horgan et al., 2005 All

these have relevance in school. Seeking outansdidering studeét opinions seems to be an
approach at whotschool level rather than the classroom, although one teacher-d&Mid

report asking studesivhat activities they like and having them evaluate lessons. This suggests

a confident teachewho i s prepared to take time to |is
flexible, opemminded and creative approach teeithlessons. Identifying witlparticular

teachers with whom they had a good rapport was foundambenp or t ant enabl er

v 0 I (Hardgan et al., 2015 The student voice in teaching is growing in significanceisad

valuable source of information on how the students fhel are progressing and the

appropriateness of the pace of instruction.

Participation in decisiomaking increases setnfidence and motivation in
children as they see that teachers value their input; it facilitates them to
contribute to how and whdhey learn and thus can improve their learning
experience; it promotes their personal growth and development; and it promotes
a wider recognition of increasing independen@dorgan et al., 2015, p.]19

Students may not be competent to evaluate the course design, instructional approach or
assessment methods but they have a unique perspective on the quality of the instndction

can provide valuable feedback to the teacher.
546. Teacher6s attitude towards using dat a

Several participants described how getting teachers to use data routinely in teaching requires a
cultural shiftandthis was beginning to happéANN-FG, LEOFG, LEOP, JOEFG, JOEP,

BOB-P). Three principals (PAP, DAN-P and JOFP) describe those teachers who are
unwilling or are suspicious of integrating evidence into their decision making as unreflective,

preferring to work in isolation aratenot student centredlhese are the same people and same
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characteristics that are problematic in any circumstance in modern schooling and obstinacy to
data is emblematic of this attitudedleacher belief systems are frequently unaddressed in
educational reform efforishowerer, improvement in the instructional component is essential

in order to realise the benefits DIDfDatnow and Hubbard, 2016, p)24R y a r{201s1)
research intaata use practices among Irish primary teacheosu n signifecantipredictive
relationship between data confidence, data wadinel data use wi t h da@ coafaldneer
leadingto greater data uséDatnow and Hubbard (2016)so point out that data use must be
decoupled from accountability requirements and involve student learning material hasause
Curry et al. (2016)oud: when data is used to informather than evaluate instruction, teachers

begin to practice reflective teaching.
5.5. Organisational influences on data use
5.5.1. Opportunities to collaborate

Participants in all schools wad the opportunity to collaborate in Subject Departments and
datg in the form of examination reviews and planning documentagéippeared prominently

in those discussioret the beginning of the yeaihe deliberations, however, appear to focus
extensiely on explaining the results achieved rather than reflecting on teachers actions, sharing
alternative approaches and discussing student learAitigough exam data provides a focus,
Subject Department meetings also present an opportunity to focusyatif@ activities such

as examining examples students work, comparing success criteria and discussing the impact
of feedback. This formative data is much more subject specific so the support of subject
colleagues is critical in exploring and generativayv ideas, reviewing resources, discussing
instructional approaches and sharaagtentknowledge. Changingthe nature of the dialogue
among teachers, from focusing on examination and organisational tatards
collaboratively reviewing evidence of sient learning involves wider organisation and
attitudinal change than using data alone. This would require these teachers to reflect on their
professionalism, be prepared to refine their relationships and it@&savith colleagues,
fostera sense of diegiality where they seek and actively engage in opportunities to learn with
and from each otheContextual factors, such as organisational characteristicenunication
andleadership, will influence howolleagues work together and,Marsh et al. (2015point

out, interpersonal relationships collaboration igarticularlysignificant when sharing class

level data.Creating an environment of trust and support is essential in order to face the difficult

conversations aboyterformance and work practicespwever, starting discussiongith
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appaently innocuous classroom datnd initially focusing on improvement rather than

accountabilitymay provide a route to develop that culture.

At school level he 2012 School Se#valuation Guidelines provide a coherent structure for
schools to engage data in a strategic way and it was surprising&&#did not feature more
prominentlyin discussions.The SSE procesfioweverhas had only very limited success in
raising awareness about the potential of data use and precipitatingeaadedtionculture.
MacBeath (2005)lescrbed schoolalf-evaluationas@ process of reflection on practice, made
systematic and transparent, with the aim of improving pupil, professional and organisational
learning (p.4). SoSSE is an opportunity to engender an ethos of organisational learning
which teachers work together to develop their practice to improve student outcomes but it
cannot be based on a series of intermittent, ancillary activities but part of a whole school
strategy to foster a culture of enquiry based on evideBSE can tamulate questins about
policies and practices and, as part of that prodeda,can be interrogated to query unexpected
outcomes, highlight alternative perspectives and provoke déBapman and Sammons,
2013.

5.5.2. The role of technology

The e of School Management Information Systems has rapidly increased dheirto
efficiency and effectiveness aack now an integral part o§chools(seeShah, 2014Selwyn

et al.,, 2@5). Technology has revolutionised the gathering, access, storage, sharing,
manipulation and communication of large and varied data which teachers can use to make more
appropriate planning and instructional decisio8anilar to this researcMurray (2013)Yound

that although educatorsave accesto more data than ever befonegst teachers angbme
principalslack theskills to use the data fatudent and school improvement. Meanwhikes t
speed, efficiency and capability of Information Systems is forcing teachers to confront new
skills andreconsider the way they worl@As well as contributing teontentand how teachers
work, technology is fatitating greater scrutiny of teachers work and this reciprocity will
continue as schools increasingly tdkarning online through Virtual Learning Environments

and Learning Management SystefKglion, 2015).

Weathers (2013suggeststhe further development dinformation Systemswill support
classroom instruction, incorporate thpdrty functionality, mobile apps and rei@ine

information. Recent developments have seen the potential of MIS being enhanced further with
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the integration of Learning or Knowledge Management Sys(Eyrsoo et al.2011) and there

is more scope here with the application of Learning AnalytiEsiowledge of Learning
Analytics (LA) will provide teachers with an insight into how students are learning, their
strengths and weaknesses, through complex assessment gadlgssithms and will be key

skills in the future.Although none of the schools in this research describe using a VLE{DAN
FG andLEO-P are in the process of developing one), most VLEs provide analytical features
and, as VLE become more common at secondiavel, more learning data will become
available. LAhas considerable potential in the collection, measurement, analysis and reporting
on data about learners and their context with the view to understanding and optimising learning

and the environmenta which it occur§Dawson et al., 201&iemens, 2013

Technology haslsoimproved the means of communicet between teachers, parents and
students, enhancing tikcemmunicatiorbetween home and schodks an easy, efficient, and

effective method of transferring information, many parents have come to expect that schools
provide them with timely informationabut t hei r chil ddés academic

promptly(McKenna and Millen, 201)3
5.5.3. Target Setting

It is the students in these schools who formulate their own targets and, consequently, they are
more student centred and based on the stddenwwn expectationsand beliefs about their

ability. Stiggins (1994%aid he quality of anyasseswmentregimedepends on the clarity and
appropriateness of trechievement target to be assessed and a student defined target is even
more powerful.In a number of cases the principal leads the student through a process of self
evaluation, identifying theiexamination goals and the actions they need to take in order to get
there. Despite the clarity and precision of targets, the principals did not succumb to quantitative
indicators of student achievement alone but sought to add depth and meaning through
interviews and discussions. They humanised the data by going beyond the numbers and put
value on the voice of the student which, in turn, the teachers could resonat@&wlhlaving
students set the targets, teachers are challenged to meet those exygesatj in a circuitous
manner, become accountable to the students for the quality of their teaching.

This approach makes teachers indirectly accountable to students to put in place the types of
planning and instruction required to help them achieve tesired goals. JOE argues that

some expertise in analysis is required before setting effective targets that will challenge both

125



[Type here]

the student and the teacher, however, valuable insights are excluded by not involving class
teachers.A number of authorgseeDatnow and Hubbard, 201Grkens, 2009Deluca et al.,

2016 describe the often complex skills involved in asking the right questions of data and being

able to analyse the responses to promote student lea@imgarly, in their bookKlenowski

and WyattSmith (2013) describesome & the challenge that may facethe effective
implantation of the revised Junior Cygcle: combining curriculum standards, teacher
judgement and moderation practices in order to provide coherence between system and local
requirements.Having teachers moiavolved develops teachers own analytical and planning

skills, gives teachers greater sens ownership and gives them a sense of professionalism,
driving the process rather thaoting agechnicians reacting to. ifThe student target system
describedn this study may have the effect of motivating interested and ambitious students but

does not, necessarily, challenge less engaged but capable students. This is another reason to
have class teachers involved as they can embed a culture of settingrgbatdfevaluating

on oneb6s progr ess, Dweckd201gdesctibedotw dlassroom pactived e nt s .
and activities can be used effectively to sh
confidence and@rowth mindséi Pr i nci pal 6s i nvolvement in di:c
examination objectesdoes, however, hatbe added benefit of alerting them to the structures

and activities needed to help studdntfil their ambition and was, thus, a means of promoting

standards and leading learning in their schools.
5.5.4. Factors supporting data use

The determination of the principals was the overwhelming influentieeinse of data in the
Case Study schools. This was manifest directly through providing technology, a willingness
to share data, encouraging staff to experiment with data, establishiegtations and
structures for data use, devoting time to working collaboratively with data, filtering and
simplifying data use and, exemplifying the use of data in their decision makmgstudy has
reiterated the criticalole of leadershipand actios of the principal in promoting data use in
schools found in the literatu(eeeWayman et al., 2012€@ark andatnow, 2009Lachat and
Smith, 2005Halverson et al., 20QEarl and Fullan, 2003 T e a cshwélingdess to engage
with data practicescollaborationand professional development were also important factors,
as were their professional attitudes which recognised the value of this for their s{gdents
Means et al., 20Q®atnow and Hubbard, 201Blattie and Yates, 20)3 Developed in the

absence fothought or support from th&overnment or academia, in difficult economic
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circumstances and in the face of challenging industrial relations, what has emerged is principal
centred, examination focused and task orientated rather than culturally transfoaimat
Despite possibly being regarded as bureaucratic and distracting from their primary role of
teachingdue to careful management of the proctsss;hers in these schools have acquiesced

to the principal 6s Iipacoeped asa@ nsore changé ie theussheol o f d
improvanentprocess. Teachers have not necessarily considered the bigger implications in
terms of the potential greater scrutiny of their work, but, because they have notdegdhin
discussions, they arambivalenteven carkess about the potential lotgrm ramifications

which conforms to research Byayman et al. (2012a)These teachers acknowledge that data

use has improved the organisational effectiveness and contributed positively to their own
knowledge, planning and pedagogy. This could be enhanced furthetrauwting and the
development of data informed formative assessment praatdese development of a culture

that promotes collaborative enquiry and Action Researkhthors, such adMarsh (2012)
Poortman et al. (201@&ndDeppeler and Ainscow (2018uggest that such practices, not only
positively influence teachers gissition towards data, butfpsit hem O6engage i n a
improvement process that allowed them to take more ownership over local data and expand
their role in their schools' decisiona k i n g p(HWfman ansl Eadnin, 2003, p.5%9

5.5.5. Factors hindering data use

The challenges to data use found in this study are largely similar to those found in research
literature(seeSchildkamp et al., 2014Vayman et al., 2012&atnow and Hubbard, 2016
Marsh, 2012 Ingram et al., 2004and include:time consumption complexity, perceived
irrelevance, pressure fromcreasedscruiny, frustration with technology and concerns about
security. Time away from teaching and learniagalways a valuable commodityhen
implementing change in schools, but the provision of adequate training can address some of
these factors,as can approm@mte structuresfunding and leadership International evidence
indicates that the role of data in school decision making is only going to increase as technology
improves, accountabilitgemandsncrease and governments continue their efforts to improve
education outcomegMeans et al.,, 20Q%Sahlberg, 201,1Mandinach and Gummer, 20116

There is, however, an opportunity to change the narrative from predominately outcome and
summative in orientation to using evidence in a developmental way to improve students and

teachers experience in the classroom.
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5.5.6. Secuity of data

Not only did security of data not arise as a significant concern during discussions, most
participants were largely unaware, even ambivalent, about the vulnerabilities associated with
the information technology systems. Almost all school&(B€ing the exception) use a cleud
based Management Information System as well as an intranet syséembleteachers and
studentdo store data, interact and collaborate. These activities would be severely affected if
the system did not function cortBcor datawasinfiltrated, and the consequencesuldlead

to embarrasment, anger and jeopardisonfidence irthefurther development of data usk

2012 aserious security flaw in the data management systems used by a large number of Irish
seconday schoolsresulted in highly sensitive data being accestuass;leavingthe security

of data completelyin the hands ofthe technologyproviders may be negligen{lrish
Independent 22/10/20125chools must act on their responsibility to protect tinapy and
security of student and teacher information through establishing policies and procedures that

limit the access and use of personal information to legitimate educational purposes

Relating specifically to Higher Education, but applicable in dostext,Prinsloo and Slade
(2016)describe the fiduciary duty institutions have in the collection, analysis and usdeitst

data, especially as the balance of power is withribtution Consequently, schools have a
responsibility to ensure transparency, security, privacy and care in how they gather and use
data. Prinsloo and Slade (2015uggest colleges develop policies that describe what data is
collected, the purpose, with whoiniill be shared and, as far as possible, have students verify
interpretationgirawn from datar at least the rationale for using the ddtaovations such as
cloud computing, MISand LearningAnalytics are increasing management, teacher, student
and paental use ofechnologybased information to inform decision making, but, not everyone
understangithe implications. A discussion must, therefore, take place among the stakeholders
that addressethe benefits, dangers and uses of the,datsuring a tnasparentaccountable

and safe systein which everyone, ggitimately, can have confidence
5.5.7. Training in using data

The form of DIDM thahasmaterialisedn these schools higHy influenced by the principals:
their skills, experiencand the activitieengaged in are formdtbma p r | Iperspqriavé. 0 S
These principals, therefore, are in a unigue position to share their expertise in data use with

their staff, however, this has not happened in practieéD did not feature prominently in
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discussionsnd noneof the training including relating to Assessment for Learnifiozused

ondat a. The 6on the job |l earningdé could be d
part of principals, that teachers have sufficient skills and understanding eéos@iage of the
data,theirimplications and can, subsequently, make changes in their teachirand Brown

(2016) however,stae O many teachers ar e -celtededecisionnv ol ve
making without sufficient [Ifpalddk imilarly, Datnow,r t r ai
& Hubbard(2016)s t a t ewhite tha tegchers may develop the skills to access and make

sense of data, they may lack knowledgemilhn t o adj ust t h€hisresearchst r uct
indicatesthat teachers are focusing on the task on hand, explaining exam results or reviewing
targets, and do not consider the wider implicatifmmgpractice The educators appear not to

fully grasp the implications of Formative Assessmenttaece is a need to shift from viewing
assessment as an evaluation of learning to becoming an instrument of le&tiggims (2001)

argued that teachers need to make instructional decisions based on assessment because
assessment illiteracy will lead to false results and misdirection, pinessentingstudentfrom

reaching their full potential

For data to b used consistently and well, principals need to foster a culture of enquiry where
teachers know how to gather and analyse data, can work together to consider the implications
of findings, share experience and plan solutions togethershbiddinvolve formal training

and ongoing supporiDespite their familiarity with the process doeingevidentially capable

of inducting staff (as witnessed by the researchmihcipals appear reluctant to engage in
coaching or mentoring activities which may reduce thestiamty anddevelop staff skills

The literature, on the other hand, emphasises the power of principals modelling the use of data
(Park and Datnow, 2008napp et al., 2008\Nelson et al., 2015childkamp et al., 2034 In
addition, here may well be tehers on the staff with a range of knowledge and skills in
research, pedagogy or Special Education Needs who, are comfortable with data, and willing to

work with colleagues in a coaching capacity.

Several participants raised the availability of ong@ngport and advice in research methods,
pedagogy and leadership with data as areas of needing ameliofdtemcreased complexity

and demand for data in many jurisdictions has introduced the practice of Data Coaching. A
Data Coach provides specificigance on interpreting and using dédarsh and Farrell,
2019. In such scenarioshaexternal coach, thouse data person or team of teachers, guide

teachers towards a culture where data is used strategically throughout thetbelymobdel
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data use and develop #tskills to identify and solve problems for themselvemlike content

experts, such as literacy coaches, data coaches use a broader range of data, focus less on content
and aim more to guide teachers in accessing, interpreting and using data withcedagelop

their data literacy expertigarsh et al., 2015 Huguet et al. (20159ndDatnow and Hubbard
(2016)identified key coaching practices includimodelling how to interpret and act upon

data, observing teachers engaging with data, providing feedback and sharing expertise, and
acting as brokerconnecting teachers to expertise and resourbémsh 60 s  (revievi f )
literaturefound data coaches make data safe and usable, provide both challenge and support,
however, she also founcbacheshad a greater impaain teachers knowledge, skills and

practice than on school or student outcomes. Insosmeca t eacher | eader 6s a
coaches but their focus is often on developi
important, in such cases, that the coaches involved have both excellent curriculum knowledge
and facilitation skills(Blanc et al., 2010 The principals in these schools, therefore, have

some of the knowledge, skills and experience to train their staff in analytics but they may not
have competence in more classroom based Assessment LitBratributing responsibility to

suitable staff members to support and coach colleagues may offer a way forward and this may

require further training to develdpebroad range of expertise envisaged in Data Coaching.
5.5.8. Outcomes of using data

Thedescriptionf the outcomes of using data were overwhelmingly positive. These include
improved organisational effectiveness, more informed deliberations, more comprehensive
planning, improved communication and a developing culture of research. It is apparent that
teachers and principals see the dividends from data and recognise a fatieirdeveloping

their use ofdata. Their responses also indicate that, although data was used in collaboration,
opportunities to work together with data occur at regimenteeistiamd stages of the year and,
consequently, data use is not embedded in school cultures and pradtie@sain information
attainedfrom using data was to identify those students underperforming and those exceeding
expectations, many of which may haveng undetected otherwise. Knowing this allowed
teachers to differentiate their instruction to an appropriate level for students, enabling students
and teacherto set intermediate attainment objectives, and identifying the students that need
more supporor more challengeln their research on assessmétapver and Abrams (23)

found teachers did not tend to disaggregate results by content standards or student subgroups,

and most teachers reported using results to evaluate their own practice rather than focusing

130



[Type here]

studentsé | earning. They liyses ofrstddertt peefocnialece s € n ¢
fairly regularly and conducted-depth analysis less often (ibidDatnow and Hubbard (2016)

found that, although teachers value student achievement data in guiding their instructional
decisions, many teachers view the requirement to formally examine this détdbasa e aucr at i
task t o be c¢ @&upprezdneeptions ¢opstrain@gta use and it is vital that teachers

not only see the merit to guide practice but are supported and facilitated in developing data

skills and practices.

The main recommendations from particifgim this studyis to keep the implementation
process simple and slow, have clear objectives and always keep tuseenish mind.
Implementing these practices will, therefore, take time and require, not only support and
resources, but a climate thatasnducive tothe whole staffworking closely together with

evidence.
5.5.9. Summary

A number of findings from this research immolate those found in international literature
including the significant role played by the principal in promoting data use in theselsc

the gravity placed on higstakes examination data, the supportive role of MISs and, to a lesser
extent in this study; the tendency for teachers to analyse data collaboratively. In comparison

to jurisdictions where data use is much more integmlcoh ool 6 s operation, th
vision, policy, structures or supports at national or local level to facilitate data use in the
schools Subsequently, these principals developed the pradfdéeir own accordn these

schools Within the Case Study schools, there is a limited appreciation of the potential of
different types of data for improvement planning, however, as these schools are at an early
stage inthe process of integrating data, this may devdlotherwith time. Aising from the
principalcentred nature of the data, the use of student learning data for lesson DIDM was not
prominent. Several participants in this research mentioned Formative Assessment yet the
potential of classroom evidence to student and teachezlapgment was not considered.
Opportunities for staff to coll aborate with
training sessions, however, these were underutilised in terms of data use and this was connected

to the limited vision for data use ihe schools and the absence of an enquiry culture.

Certainly, there are strong foundations to build upothese seven schools. The principals

need to develop the experience and skills of their staff in using data; from gathering and
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analysis evidenctw lesson and school improvement planning. Research indicates the power
of leaders modelling their use of d@lark and Datnow, 2008napp et al., 2006and, during

this study, these principals demonstrated their capacity to do Wiising the skills and
experience of staff through distributed leadership also offers a way forward. The structured
time available through Croke Park hours could be used by educators to scrutinise the products
of student learning and, thus, promaefr| ect i on, share ideas and d
literacy. Love et al. (2008jlescribe using five components of collabaminquiry to promote

data use: building the foundation; identifying a student learning problem; verifying causes;
generating solutions; and implementing, monitoring, and achieving r§s@& Such cycles

of questioning, goal setting, evaluation aeddback focused dearningprocesses and student
outcomes should not be transient events but become a way of working. This would involve
constantly gathering, sharing, collectively analysing and using findimgsgh a process of
Collaborative Enquiry @d Action Research As described byNelson et al. (2015),of
sustainable improvements in thdueational experience of students, catyaoiust be built

within schools ancvaluative processes become institutionalisedswyvorking. Schools

will then become learning organisatiomsvolving ongoing collaborativediscussion and

decision making.
5.6. Reacommendations

Arising from this study, a series of recommendations are presentedthatomll improve the
use of data irschool Improvemen®lanning. They are categorised as recommendations that
may be implemented immediately and are relatively strimghard; recommendations for

change in national policy and recommendations for change at school level.
5.6.1. Short-term recommendations.

1) Soft copies of examination resulbe sharedvith schoolsPresently,nformation from the

State Examinations Commissiare sent to schools in hard copy which requires manual
transcription into the schoolsI8. Not only is this laborious artime consuming but it

subject to input error

2) TheP-POD systenibe modifiedo include data requirdaly other agencies such as TUSLA.

P-POD was designed to gather data for the Department of Edudadvever, with slight
modification it may provide coherent structure for compilengange otducational data
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3)

4)

5)

6)

and save schools time and resources looking for similar information at wifferes of

the yearfor different agencies

DES establish a set of specifications for MIS providé&hss will provide basic standards

and ensure such systems will address the needs of schools into thelfutubepartment

of Education is in a unique position to establiskibaperational requirements that would
provide thefoundatiorfor the data to be used by schools. Once schools are aware of what
is possible with the technologies, they will be in a better position to compare the packages
and plan develop their data use pi@et. This will also help principals, who aresde
familiar with using datato come to terms with the increasing demands for system

information.

The Inspectorate and smbl support serviceassistschools in their use of dataAs the

researh | i terature and this study 1indicates,
Assessment Literacy, M§&and a collaborative inquiry cultuae all key aspects in the
promotion of data. Each of these are kegsideratiorand, therefore, theshouldfeature

in discussions and supports provided by The Inspectasgiart of school inspections. The
Inspectorate need to liaise with the support services to ensure the provision and nature of

support for data use is appropriate to meet both school anchaysiairements.
5.6.2. National policy recommendations

The Department of Education develop guidelines and structures to support the use of data.

This would involve providing guidelines to schools on how they could and should use data
in decision making. Sygorts are required for teachers and school leaders, and should
include the provision of a Data Coach to schools to help them develop their data practices.
Such a position would involve coordination with the Inspectorate and may form part of the
support mehanisms for SSE. In parallel with this, and in light of the increasing
significance of data, every school should have a Post of Responsibility that incorporates
data coaching. This should not only include School Improvement Planning but also support
thepedagogical use of data and develop the Data Literacy and Formative Assessment skills
of teachers.

The use of data and school research practices to be reviewed as part of External Inspection

and School Selévaluation processeas order to build a robtsnd sustainable models of

school improvement.
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7)

8)

9)

The formation of an online national databbseprioritised This would includea range of

national data that is relevant to both the Department of Education and to schools. Such a
database would be intest based and contain information relating to schools improvement
planning processes such as statistics on examination performance, attendance and
behaviour. In order to avoid the formation of league tables, this portal would be password
protected and thmformation could be disaggregated by a range of variables such as the
gender profile of school, school size, location (both urban/rural and cotmistee body

and DEIS. Having several variables would make it diffituthake sweeping comparisons

abaut schools and, simultaneously, provide more specific information on comparable
schools. This system would incorporate data from TUSLA, the SEC, and the Department
of Education FPod system as well as support agencies such as NCSE, NBSS, PDST and
perhapsthe trustee bodies (in order to avoid duplication with their processes). The
formation of such a database should invotemsultationwith a range of stakeholders,
including the principals experienced in data use represented in this research. Tleipwill h
ensure a coherent system that integrates with school MISs in order to avoid duplication,

improve efficiency and ensure the smooth and transparent transmission of information.

Leadership development courses incorporate training in dandgaractibner research

Undergraduate and pegtaduateteachingcourses need to provideaining in evidence

informed decision making iteaching and learning.
5.6.3. School level recommendations

Schools foster a culture of Collaborative EnquiResearchctivities should focus both on

whole school selévaluation and the use of evidence to support student and teacher learning
through Assessment for Learning. In fostering such an environment, the emphasis must be

on data use for improvement rather thaocantability.

10) Staff developmenicorporatepractitioner research skillsThis process oénquiryshould

be practically focused t owmnacdassss andmgasothel n g
school. This wouldnvolve reflective problensolving collectivelyby staffand bebased

on the continuouslevelopmentatycles of Action ReseardseeAltrichter et al., 2013

McNiff, 2013).

11)Leadershipbe distributed In order to build capacity and promote greater use of data,

principals need to distribute responsibility thghout the organisation, drawing on the
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specialist knowledge, skills and experience of a variety of stadteSsaff will require
training and ongoing support in Data Analysis, Assessment Literacy and Research Methods
and principals must be seen to légdexample in how they use evidence in their decision

making.

12)The results of Standardised Tests be shared with staff and their implications for teaching

and learning explainedThis information, and SEN data, need to be incorporated into

teaching planssubject schemes and arrangements for CPDaining, policies and
procedures need to kstablishedio addresshe increase in data use; both learning data and

evaluation data.

5.6.4. Further Research

In the light of research undertaken in this study a nurabtemes for further researtiave

emerged

A

Doestracking and target settimgfluencestudent performance outcon?e$ he systems

for monitoring assessment results and setting examination targets were prominent in
this research, however, there is nodevice of the difference, if any, these are making

to attainment outcomes.

What types of evidence may be used in Formative Assessment in an lIrish context

(essays, portfolios, objects etc.) and hovght these dathe used effectively Not

only did teackrs in this research not consider the products of student learning as
relevant data, they did not appear to know how to use such evidence in decision making.
There is some research in an international colisext McMillan, 201, however, there

is scope for further research intthat evidence teachers could use in different subjects

and how to use that data effectively for Formative Assessment

What factors influence the effective moderation of student assessrimen&asingly,

subject teachers are being asked to collaborgtiyelde or moderate assessments in
order to improve the reliability of marking and benchmark grades againsepre
criteria. There is limited research available on how experience, social interactions and
reflection influence the marking proceggvatty et al., 2011 Research into

collaborative grading practicesuld havepractical benefits for teachers and schools.
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A

What factors influence s uAithoegb the detaila ofher 6 s

Students Special Edutan Needs were available to teachers in this study, they did not
use this data in their planning. Based on this research, there is further scope to examine
the supporting and hindering factors that influence the use of SEN data by subject

teachers.

Whatfactorsshouldschools consider to ensure the security and privacy of d&fig?

the increasing use of data for administration and learning, an investigation is required
to identify the regulations, policies and practices necessary to protect the @unvhcy

security ofteacher andtudent recordwhile alsoimprovingstudentattainment.

Can Learning Analytics improve attainment outcomes in secondary scHaeds?ing

Analytics is an emerging area in Higher Education but its potential to inform teaching
and learning in secondary schools is not understood. Further research in the use of LA
tools to generate useful information, for teachers and students, in order to improve the

learning process is recommended.
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Over time, demographic data Tells us:
i 0 indicate changes in the context 7 s/or
Allows the prediction of s IS \‘\. hat processes/programs
actions/processes/programs el \ different groups of Tells us:
P Prog students like best.

If groups of students
are “experiencing
school” differently.

that best meet the learning
needs of all students.

DEMOGRAPHICS

Enrollment, Attendance,
Drop-Out Rate
Ethnicity, Gender,
Grade Level

Tells us:

The impact of
demographic factors
and attitudes about the
learning environment
on student learning.

Tells us:
Student participation
in different programs
and processes.

& 3
) / A =3 Over time,
Over time, Vi <S I~ / perceptions
°oEy 5z
s;‘hooll processes 8 4 % o ,_r;“ g can tell us about
: 5 ;
show how % =29 %';'{R = B environmental
classrooms 2o 2 38 = :
& =& SE23 N improvements.
- R
change. = 8% 58w =
QO O3=& 3 e MO
o a5 WZ
T <. W
°
O 2
3
= Tells us:
Tells us: ' The impact of student
What proceises/ perceptions of the learning

environment on
student learning,.

programs work best
for different groups
of students with respect
to student learning.

Norm/Criterion-Referenced Tests
Teacher Observations of Abilities
Formative Assessments

Tells us:

STUDENT LEARNING The impact of the program on
student learning based upon
perceptions of the program
and on the processes used.

Tells us:
If a program is making
a difference in student

learning results. ; ; :
Over time, student learning data give

information about student performance on
different measures.

Figurel Multiple measures of data: Bernhardt (2013, p17)

Some examples of demographic data include
Enrolment history

Gender

Date of birth

Attendance (absences)

Expulsions/ Suspensions

Sociceconomic status

First language

Previous schools

Special education needs

It is best to look longitudinally, over at least three to five years, in order to recognise
trends (Bernhardt, 2013).

=4 =4 =4 -4 _8_9_4_-°9._-12-

Sources of perception data include

1 Student, staff and parent questionnaires
i Observations

1 Focus groups

i DES; MLL Questionnaires

Examining a combination of demographics and perception data can show how different
groups of students experience school differently.
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Measures of studentiearning may include:
Classroom assessments

Term Exams

Formative assessments

International assessments
Standardised Tests

Student Reports

Project completions

Teacher observations of abilities

=4 =4 =4 -4 -8 -8 _9_2

Examining a combination of studemiearning data and perception data can indicate the
influence of student perceptions of the learning environment on student learning.
Factoring in demographic data will indicate the impact of demographic factors and
attitudes on learning. Researchers in Irelashand Internationally (Smyth, 1999 Eivers et

al., 201Q Glleece, 2012 Perkins, 2012 OECD, 201Mullis et al., 2012 Schulz et al., 2009
have emphasised the relationship between student achievement and home backgrounds
which, amongst other consequences, makes valid comparative analysis between schools
very difficult in Ireland.

Some examples of scha processes include

Curricular variety

Assessment (diagnostic, formative, summative, national)
Instructional strategies

Programmes offered

Special education provision

Parental involvement

Co-curricular activities

Extra-curricular/enrichment opportunities

= =4 =4 -4 -5 -8 _9_°

Reviewing a combination of process and demographic data will indicate student
participations in different programs and activities. It will also show the perceptions of
various sub-groups of students regarding what the school has to offer. Scrutinising
school-process data with studentlearning data will show the differences school
programs are making to student results. Adding demographic data will help determine
which programs and processes work best for various groups of students. Combining with
perception data will gain insights into the impact of programs on learning based on
student perceptions of programs and processes. Research 8fen et al. (2010)found,
firstly, student achievemert data predominates to the detriment of other streams such as
demographic and school process data. They also found the achievement data was used
more for accountability purposes than formative improvement and, thirdly, different
streams of data were rarey used together in order to achieve greater insight.
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Schools are required to submit an annual report to the Department of Education known

as the October Returns. This, therefore, forms a baselinéthe data all schools should
have available to them. Since 2014 all pegtimary schools are required to make their
O Pinia® Oiline datdbass @OR)YO O1 AT O
Schools can export their information within RPOD n spreadsheet format which makes it
possible for schools to filter and manipulate the data for their own administrative

OAOOOIT O

purposes. Deployment of Teaching Resources (DTR) Returns (previously known as the

I £ OOOAAT 0606

3ADOAT AAO 2A00601 6q AT 1 Gikdadble Withitihelsdhadl at ofheR AAE O
1st September and are submitted through the same system.
School Details

T

= =4 4 -4 4 48 4 -5 -2

= =4 4 =

School Number

School Year

School Name

School Address

County Code

STD Code

Telephone Number

Fax Number

Principal's Name

School Classifiation Set (for
schools where instruction is given
through the medium of Irish).
Boarding Fee
Day/Boarding/Mixed
Boys/Girls/Mixed

Subject Ceoperation:  School
Number 1 (Where a school ce
operates with another school in
teaching subjects. Where the co
operation is inward only)

Pupil Details

T

= =4 =

= =4 -4 4 A

Surname, Other Names
Course/Programme Code
Programme Year
Sub-Programmes  (PLC
Dispersed VTOS only)
Roll Class

Address Details

County Code

Date of Birth

Sex

and
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Subject Ceoperation:  School
Number 2 (If the outward co
operation school is involved)
Approved for Computer Studies
Certification (Y/N)

Computer Studies Year (If
Computer Studies Option of the
Leaving Certificate Mathematics
courseis offered)

Board of Management Indicator
(Where the school is governed by
a Board of Management,)

E-Mail Address

Web Address

Name of the Chairperson of the
Board of Management

Telephone  Number of the
Chairperson of the Board of
Management

Health BoardArea
Trustees/Owners Names and
Addresses:

Country of Birth

Traveller Support

Medical Card Information
Application for Language Support
-T OEAOCB8O - AEAAT
Enrolment/Entry Date

Pupil Number/PPSN
Day/Boarder Indicator

VTOS Indicator

Repeat Leaving Cert. Indicator

AT A
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1 Repeat Leaving Cert. Fees

Indicator

Exam Entrant

LCVP Indicator

Repeat Yar Indicator

Exemption to Repeat Indicator

(Date & Reason)

1 Exemption from Irish (Date
Granted)

1 Left Early Indicator (Date Left &
Destination)

1 New Entrant Indicator

1 (New Entrant Indicator) Source
Code

1 (New Entrant Indicator) Previous
School No

1 (New Entrant Indicator) ESF
Location Code (PLC/Core VTOS
only)

1 (New Entrant Indicator) ESF
Educational Attainment (Highest
Educational Attainment) (PLC,
Core VTOS and LCA Only)

1 (New Entrant Indicator) LCA
Location Code (Leaving Cert.
Applied Only)

= =4 4 A
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Deployment of Teachi ng Resources (DTR) (Timetabling) returns
1 School Data

(0]
(0]

School Number
Period

i Teacher Data

(0]

O O OO 0O O O O

(0]
(0]
(0]

Reference Number

Teacher Forename and Surname

Qualifications

Gender

Personal Public Service Number

Post of Responsibility

Capacity (Permanent, temporary, partime etc)
Teacher Joksharing

Long term absence (Maternity/Parental/Adoptive/Long Term
Sick/Carers/Study Leave or Secondment)
Career Break

Other school (where shared with another school)
Last school (when new to a school)

1 Non-class contact timetabled hours (teacér's timetabled activity that does not
involve the direct instruction / supervision of class groups or which relates to the
student body)

(0]

o O O O

(0]
(0]

Home School Liaison

Guidance and Counselling

Remedial

Programme Coordination

Other (Where a teacher is timetabled forctivities not included above eg:
meetings)

Time-tabled hours in other schools

Day (total daily hours)

1 Class contact timetabled hours (for each contact period and class group
concerned)

o

©O O O o o

Subject

Programme Code

Programme Year

Class size

Team teaching

Medium (Where a subject is being taught to a class group through the
medium of Irish)

In addition schools are required to maintain a record (T1 form) with details of the
working week, scheduled holidays and examinations.
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Schools (2012)
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Appendix to School Selevaluation Report: legislative and regulatory checklist (Pages

64-67)

Issue

Relevant legislation, rule or circular

Valid enrolment of students

M51/93

Time in school

Length of stool year (minimum
of 167 days for all year groups)
Length of school week (minimum
of 28 hours for all year groups)

Circular M29/95

Standardisation of school year

Circular 034/2011

Arrangements for parent/teacher
and staff meetings

Circular M58/04

Implementation of national Circular 25/12
literacy strategy
Implementation of Croke Park Circular 025/2011

agreement regarding additional
time requirement

Development of school plan

Section 21 Education Act 1998

Guidance provision
in secondary schols

Circular PPT12/05, Education Act 1998 (section 9(c))

Whole-school guidance plan

Section 21 Education Act 1998

Delivery of CSPE to
all junior cycle classes

Circular M12/01 Circular M13/05

Exemption from the study of Irish

Circular M10/94

Implementation of revised
in-school management structures

Circular M29/02, Circular 21/98, Circular 30/97, Circular
29/97

Limited alleviation on filling posts
of responsibility for school year
2011/12

Circular 53/11

Parents as partners in education

Circular M27/91

Implementation of child
protection procedures

Circular 65/11

Please provide the following information in relation to
child protection
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Issue

Relevant legislation, rule or circular

1 Number of cases where a report involving a child in
the school was submitted by the DLP to the HSE

1 Number ofcases where a report involving a child in
the school was submitted by the DLP to the HSE and
the school board of management informed

1 Number of cases where the DLP sought advice from
the HSE and as a result of this advice, no report was
made

1 Number of cags where the DLP sought advice from
the HSE and as a result of this advice, no report was
made and the school board of management informed

Implementation of complaints
procedure as appropriate

Section 28 Education Act 1998

Please provide the following nformation in relation to
complaints made by parents during this school year
1 Number of formal parental complaints received

1 Number of formal complaints processed

1 Number of formal complaints not fully processed by
the end of this school year

Refusal toenrol

Section 29 Education Act 1998

Please provide the following information in relation to
appeals taken in accordance with Section 29 against the
school during this school year

Number of section 29 cases taken against the school

1 Number of cases processd at informal stage

1 Number of cases heard

1 Number of appeals upheld

1 Number of appeals dismissed

Suspension of students

Section 29 Education Act 1998

Please provide the following information in relation to
appeals taken in accordance with Section 29 amst the
school during this school year

1 Number of section 29 cases taken against the school

9 Number of cases processed at informal stage
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Issue

Relevant legislation, rule or circular

T
T
T

Number of cases heard
Number of appeals upheld

Number of appeals dismissed

Expulsion of students

Section 29 Eduation Act 1998

Please provide the following information in relation to
appeals taken in accordance with Section 29 against the
school during this school year

1
1

Number of section 29 cases taken against the school
Number of cases processed at informal stage
Number of cases heard

Number of appeals upheld

Number of appeals dismissed
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Policy

Source

Enrolment policy Section 15(2)(d) of Education Act

Equal Status Acts 2002011

Code of behaviour, including antbullying policy? Circular M33/91

NEWB gudelines

Section 23, Education Welfare Act
2000

Guidelines on Countering Bullying
Behaviour, 1993, Circular M33/91
Equal Status Acts 2002011

Attendance and participation strategy Circular M51/93

Section 22, Education Welfare Act
2000

Health and Safey Statement Health and Safety Act 2005

Section 20

Data protection Data Protection Act 1988

Data Protection (Amendment Act)
2003

Special education needs policy Education Act (1998)

Equal Status Acts (2000 to 2011),
Education (Welfare) Act (2000),
Education for Persons with Special
Education Needs Act (EPSER)
(2004)

Disability Act (2005)

Social, personal and health Circulars 37/2010, 23/2010,
education(SPHE)/Relationships and sexuality M27/08, M11/03, M22/00, M20/96,
education (RSE) policy M4/95

Substance use policy Department of Education and Skills

Directive; guidelines issued to schools
in 2002

Internet acceptable use policy Department of Education and Skills

Directive

Child Protection Policy Circular 0065/2011

Under the provisions of the Education (Welfare) Act (2000)
the specifications stated.

3 Under the provisions of the Education (Welfare) Act (2000) (sectioh 222 s c h o o | 0 sgyahoudldecontbemn c e st r at
with the provisions stipulated.

‘Section 9 of the Education Act (1998) requires a school to
educational needs of those Awith a disability or other spe:q
5The EPSEN Act requires that schools be inclusive of and provide an appropriate education for students with special

educational needs.
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Organisational Documents

T

=4 =4 4 4 8 8 9 -9 -9

Student Journals

Teacher Diaries

Pedagogical guides for teachers

Policy Documents: Behaviour, Assessment, Progression
Student and parent study guides

School prospectus

SEN guides

Subject Schemes of work

Promotional material (incl. powerpoint files)

BOM Reports

School Planning Documentation

l

= =4 =4 A -

School SeHEvaluation Reports

School Improvement Plans

School Planning Documents

DEIS Planning Documents

Literacy and/or Numeracy Planning/implementation Documents
Subject and What School Reports

Assessment and Examination Data (printed records from the computer)

T

1
1
il

Junior and Leaving Certificate Exam Spreadsheets
Exam Analysis Spreadsheets

House Examination Spreadsheets and Analysis
Attendance Records
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Appendix V

Observation of Data Analysis Process
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The examples below are based on the practices observed in the schools and documents
examined. The examples below were modified slightly because:
1 Some terms may be easily misinterpreted so terms were substituted to provide
consistency across the schools eg: Mark/ Grade
1 Some documents contained typographic or calculation errors
1 Names are substituted to ensure anonymity

The data was essentially analysed on computers and subsequently pages are printed out
or a slideshow is designedo present the findings. In various scenarios, a broad range of
data fields may be selected to contribute to the analysis and there are numerous ways in
which information may be arranged. The models below therefore provide a basis for
comparison and expanation of the practices in the various schools. In BOB, LEO, DAN
and JOE most of the analysis discussed with the principals was based in MS Excel whereas
with JOEP it was partially analysed in ePortal and partly in Excel. In general, data was
exported from ePortal to Excel, however, BO®, PATP, PATFG, ANNFG and TOMP
often had separate files developed solely in Excel. T&®and PATP did not demonstrate
the use of VSware or ePortal for analysis during this research process. None of the
teachers in the Focus Groups were able to produce data that they had analysed
themselves relating to their own classes.
Note:

1 Worksheet is used to describe an analysis sheet done on ePortal or Excel.

1 SAS: Standard Age Score

A. Baseline Data

BOB: Comparison of Entrance information (Similar in all other schools)(BOB:
includes placing)

(%] 2 > 2

e i) < =] - = o
- ) @ T9o | Z2G Ze %) E&’ ) T 0 = g
T o < = 8 c = g =
(9 Sl 8 S | F o F & @ cun ST 3 5 o) 5
w = O | a| gl vw= g S o z g & 3 =

* > o g

o

] ) ' 1 ' |
%) I3) IS - - - - N 4 H oc w
S 1 ESE| 2| 5 | o lo.| 82| 58| 3s| 88|83 o5
2| Ec| g | 5 |29 23| 28| 28| 2] | €8 | €3 £zg¢
= 5o 2} P IS IS € o E o E — € o IS S © E O
o 7= o o =] =] S 5 5 S 5 g SS
> DT ) x |z z z z z z z 2=

Table5 Comparison ofntrance information
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Example:Comparison of Entrance information

© e
g 2 2 wn — )]
o 3 28| <2 |8 |8
= P w|=| 9 | & |3 v
c — — © [} — = o
[T 0 3 Z | 2 g | € > 8 c | £
S5 © g |BEIE|§|3952 5| 8|8
n = O e nlon| > o z0 o | 6 |
Adams, Mark | John 1 | Ashford NS | 5 3 89 80 88 90 87 | 53

Byrne, John Mark 1 | Ballybeg NS| 7 | 7 | 110

=
=
oo

111 | 115 | 114 | 5

Cole, James Luke 1 | St.Patricks | 3 5 85 78 87 86 84 | 59

Duggan, Anne | Luke 1 | St. Patricks | 4 | 7 | 98 | 118 | 113 | 115 | 111 | 8

Egan, Michael | Luke 1 | Ballymore 4 |5 |77 | 86 | 8 | 80 | 8 |66

Glynn, Thomas| Mark 1 | St. Patricks | 3 | 6 | 97 | 102 | 82 | 78 | 90 | 50

Adams, Mark | John 1 | Gaelscoill 7 7 | 102 | 99 | 105 | 86 98 | 32

Table6 Example of omparison ofentrance information

Examples of analysis: Comparison of Primary school STENs and Entrance scores, the
relative position of students in different categories, implications of these values
(Actual names of students are substituted with alternative names)

BOB: Analysis of CAT scores for school in comparison to National Averages
(Similar in TOM, JOE, PAT, ANN)

Very Below Average Above Very
Low Average Average High
74- | 82- 89- 97- | 104- | 112- | 119- >126
81 88 96 103 | 111 | 118 | 126

Description

SAS bands <74

National 4% | 7% | 12% | 17% | 20% | 17% | 12% | 7% | 4%
Average
Verbal 12% | 12% | 14% | 27% | 19% | 8% | 3% | 3% | 3%

Quantitative | 4% | 14% | 13% | 18% | 21% | 18% | 9% 1% 1%

Non-verbal 4% 8% | 25% | 18% | 14% | 21% | 8% | 3% 0%

Spatial 4% | 14% | 17% | 21% | 17% | 14% | 6% | 0% 6%

Table7 Analysis of CAT scores for sche@h comparison to nationaleerages
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30%
25%
20%
mm Verbal
15% Quantitative
10% - Non-verbal
mmm Spatial

—— National Average

Very
Low

Below Average

Above Average Very
High

Figure2 Analysis of CAT scosdor schools in comparison to nationalarages

Examples of analysis: Considerations oéWv high performing students, variations in
verbal and spatial scores and implications in forming classes and planning lessons
TOM: Comparison of entrance information

STEN scores from feeder primary schools

English Reading Compared witiNational Norm

‘ Below 70] 70 - 79 80 - 89 90-109] 110-119 ] 120-129 130 and abovd Number of pupils Total
Group Total
enrolment

oo% || oo | oo | Toom
7 I I R

Tabk 8 STEN scores from feeder primary schools

L

/\
1/ \
i\
/o O\
W N\
N

~
—]

/‘*‘I—h

Below 70 70-79 80-89 90-109 110-119 120-129 130 and above

0%

% Total {Norm}

1st Year

Figure3 STEN scores from feeder primary schootsnpared to national averages
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CAT Standardised Scores
Test 2

o
S I N A T S B AT B W
o torvom |z | 7o | _aon | e | wen | o | | | | |

Table9 Standardised’:AT scoresnathematicscompared with national orm

Date Administered 22/10/2013 Administered by: Ms. Connolly |

CAT Standardised scores: Mathematics Compared with National Norm

Figure4 Standardised CAT scores: mathematicsnpared with national norm

Example of analysis: Implications of very few higperforming students, large number in
Oqwaand Overagedcategories, disproportional number in®’ery Lowocategory for lesson
planning and target setting for exams, challenge to set high expectations for all students

178








































































