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1. INTRODUCTION
We suggest that a good deal of the research needs to be interpreted and “translated” into a more holistic perspective as this
is precisely the one relevant for many practitioners and decision makers. (p.318)
The Nature of Learning: Using Research to Inspire Practice (2010)
Centre for Educational Research and Innovation, OECD

Collecting comprehensive information from the key stakeholder groups in a school community on all
the important aspects of that school’s activities and responsibilities is the starting point of successful
planning for school improvement. The Balanced Scorecard for Schools survey program6 collects
facts, observations and perceptions from teachers, students, school leaders, governing body
members, non-teachers and parents/carers on the following five domains:
TM

1. Environment
2. Leadership
3. Teaching and Learning
4. Well-being and Equity
5. Use of Technology
The program then compares these data to its International Evidence Base (IEB) that is a comprehensive
collection of: expert advice, recommendations and best practice drawn from sources globally. It
compares the extent of alignment between what the IEB ‘recommends’ and the current policies,
programs and practices in the school.
These five domains have been selected as the focus of the set of surveys because collectively they
cover virtually of what there is to learn about the school that is important. Well-informed decisions
and planning require a foundation of high-quality information and understanding. If the complexity
and uniqueness of every school is not acknowledged and respected, then any attempt to measure a
school’s present value and plan for its future potential is likely to be superficial or inaccurate. So, the
quality of the questions asked, the depth and breadth of their coverage, and the ability of the survey
to elicit the unique characteristics and features of the school become of paramount importance to the
value of the findings. The topics chosen, the focus of inquiry, and the ability of the survey to engage
respondents also contribute to the quality of the information and data gathered. Most importantly,
the context of the survey’s administration, its stated purpose, and the treatment of the findings play
a major role in determining whether or not the information and data collected has real meaning and
will support and inform future growth and development.
The survey is designed to capture facts and the thoughts and impressions of the different groups
within the community because their collective views constitute the ‘reality’ of their school. Typically,
there will be different, and often divergent, views and perceptions of that reality among various
groups and individuals. However, these differences are not problematic, they are important. So too of
importance are the areas of agreement, along with any patterns and trends that exist in the data
collected. Taken as a whole, all these variables reinforce the fact that schools are complex places, with
a range of dynamics and competing interests. So, it is this character of the school and its features that
must form the foundation for strategic planning if there is to be any chance of significant growth and
sustained development.
Research supports this approach.

6

The Balanced Scorecard for Schools is a comprehensive school development program that has the survey as its centrepiece.
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The evaluation of schools is used as a means of assuring transparency, judging systems, programmes, educational
resources and processes, and also guiding school development (Faubert, 2009). Evaluation criteria need to be
defined and applied from the viewpoints of different stakeholders (Sanders and Davidson, 2003).7

The best way to evaluate a school’s current value and future potential is to compare it with expert and
widely-agreed advice and proven successful practice. The Balanced Scorecard for Schools survey has
therefore been developed using an extensive International Evidence base (IEB) of international
literature, recommended practice and scientific research and findings that include concrete advice
and examples to guide and influence what schools can do to maximise their positive impact on
teaching and learning. The findings of the BSfS school survey therefore are compared to this extensive
repository of international evidence, to determine the extent of alignment and to produce a
comprehensive report and targeted recommendations.
Every school will have varying degrees of alignment with the content of the International Evidence
Base across the domains surveyed and each of their component parts.8 There will also be significant
differences between schools. This highlights two critical considerations. The first is that these
variations within and between schools confirm the fact that all schools are different and cannot be
treated as the ‘same’. Secondly, it demonstrates that strategies and approaches designed to improve
the school must be grounded in its uniqueness and special features. A further critically important
point is that each school has its own priorities, objectives and goals. These, also, cannot be taken as
‘common’ or ‘standard’. Each school will have its own view on the relative importance of the findings,
consistent with its priorities.
Notwithstanding what is important to a school, every school has the potential to do better where it
wants to do well. Every school can learn how to do some things better. Every principal and teacher
can also learn from others how to do important things better. This is no less true in education than it
is in any other profession or occupation. There is always the opportunity to grow and develop, to
improve performance and achievement.
The strength of the approach taken by The Balanced Scorecard for Schools survey program lies in the
authority, relevance and accuracy of the IEB’s content. It is because this evidence base represents the
collective knowledge and wisdom of experts globally - who can give high-quality advice - that the
comparisons made with the school and the recommendations that follow, are so relevant and
important.
Finally, this approach effectively addresses the appeal expressed in the opening quotation to this
Introduction because the IEB does precisely what is described, it brings together the literature,
research and the learning sciences into a ‘holistic perspective’ in service of (a) the construction of the
survey content and (b) the formulation of the recommendations that follow from the findings of the
survey – recommendations provided to the school to inform and support its improvement strategies.
The findings are owned by the school and receiving them is the catalyst for robust and productive
discussions, even debates, within the school about what needs to be done next, armed with highly
specific and authoritative advice. It is this ownership of the findings by the school that will be the key
to successful future improvement and sustained growth.
The OECD advises:
External evaluation can expand the scope of internal evaluation, validate results and implement standards or goals;
internal evaluation can improve the interpretation and increase the use of external evaluation results (Nevo, 2002).

7
8

OECD School Leadership for Learning (2017) p 118
Refer Section 5 below for details of the survey structure and content
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However, improvement of schools seems to be more likely when an internal evaluation is applied, compared to
external evaluation.9 (Emphasis added).

The Balanced Scorecard for Schools survey and program achieves both because it involves an
internally managed and focused set of surveys, but draws on external guidelines and advice as the
point of comparison.
This internal focus emphasises the formative value of the survey process. The OECD again:
Results of evaluations may be used in a formative way (e.g. to guide the analysis and improvement of processes) or
in a more summative way (e.g. for accountability). Formative evaluation aims at closing the gap between the asis state and the target state.10 (Emphasis added)

2. DOMAINS AND SURVEY STRUCTURE
The development of the survey followed an orthodox methodology, commencing with an extensive
international literature review of publications, research, and other evidence on recommended
practice and approaches to support improved teaching and learning in schools. Given the breath of
the topic, it took five years to complete the review and to then select the best and most suitable
content. This content then became an extensive bibliography that constitutes the IEB.
The next stage was to identify from within this content the main, common themes. Where were there
similarities in findings and advice? Where was there strong agreement (a) between widely recognised
‘experts’? and (b) between the findings of different research? The answers to these questions then
informed the domains that provide the ‘organising framework’ for this evidence base.
In specifying what was in scope for the content of the BSfS set of surveys, it was necessary to strike a
balance between, at the one extreme, including every possible aspect of a school’s work and, at the
other extreme, narrowing down the focus too far, and thereby risk omitting important aspects of the
school, aspects which demonstrate real value and are of high priority to the school.
The five domains chosen and listed above (Environment, Leadership, Teaching and Learning, Wellbeing and Equity, Use of Technology) were identified because of their suitability for the purposes of
the survey program, namely, to comprehensively explore all of the important areas of each school’s
activities and responsibilities. These five domains were then further disaggregated into 15
subdomains, and 43 indicators. It was then possible to classify more than 2000 entries in the IEB
according to the structure of these domains.
The IEB then provided the resource for the development of the survey items. By design, because the
items have been derived directly from the content of the IEB it is possible to reference the survey
findings directly back to the IEB to inform the development of recommendations for the school, with
detailed advice, and where appropriate, with specific examples. Over 450 draft items were developed
for the purpose of validation through cognitive laboratory testing and field trial testing. In addition to
these two validation processes, the item classifications were also subject to review and validation by
the program’s Expert Advisory Network and were subject to further validation during the process of
the analysis of the field trial testing data undertaken by the program’s measurement expert11.

Ibid.
Ibid.
11 Associate Professor Margaret Wu
9

10
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In addition to structuring the survey design and program around these domains, subdomains and
indicators, a set of key questions for each domain was also developed to guide the focus of the survey
and findings, and to make the results and the recommendations more immediately meaningful and
accessible to the different school stakeholder groups. These key questions are reproduced in the
information on each domain provided below.

3. SURVEY RESPONDENT GROUPS
The survey uses a system of ‘rotated’ or ‘multiple’ forms12 to serve the two purposes of (a) maximising
the content coverage of the survey while (b) ensuring no individual survey exceeds an appropriate
average completion time. Typically, a respondent would require no more than 20-30 minutes on
average to complete the survey online.13 Each of the key stakeholder groups within the school
participates in the survey, with a full census14 response for three groups, and a scientific sample of
respondents from the other two groups.
The size of each survey population defined whether the respondents would be a full census cohort or
a scientific sample. The six key stakeholder respondent groups and their sample specifications are:
1.
2.
3.
4.
5.
6.

Teachers - (full cohort)
Students - (scientific sample)
School Leadership Group - (full cohort)
Governing Body members - (full cohort)
Non-teaching staff - (full cohort)
Parents / Carers - (scientific sample)

OECD research affirms the importance of including parents/carers:
Over the past years, the involvement of parents in education has gained importance in the education debate, and
to some extent it has also become relevant for education policy. Parents are not only an important audience, but
powerful stakeholders in education. Thus, information on parents’ opinions and engagement is highly valuable15

4. THE FIVE DOMAINS
To fully understand and appreciate what is happening and being achieved within a school it is
necessary to explore as many of the important dimensions of its activities and responsibilities as
possible. While it is convenient to limit a survey to those things that are easiest to find and to
‘measure’ (such as assessment results and ‘administrative data’16) these surveys or school evaluations
are unlikely to deliver a complete picture of the school. Almost inevitably, they will miss key qualities
and achievements of the school because they cannot, by definition, be discovered using a survey that

12

Large assessment programs such as PISA use rotated or multiple forms. Please note, while the term ‘form’ is used, the survey is delivered
electronically online.
13 This is consistent, for example, with the survey questionnaire sections of international assessments such as PISA and TIMSS that use
students and similar school stakeholder populations as the BSfS surveys.
14 A full census survey includes all eligible members of the ‘target’ population, for example, all teachers, or all school leaders.
15 OECD Op.Cit. p 119
16 ‘Administrative data’ includes for example, attendance rates, student and staff turnover, gender and ethnic balance, socio-economic
profiles and so forth.
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is focusing through a narrow lens. And any limitations to a school survey’s scope will in turn become
limitations on the value and breadth of the findings.
In contrast, and to combat these limitations of a narrow focus, the BSfS program explores as much
content as possible across all the important areas of a school’s activities and responsibilities. It does
this by spreading the evidence base and the subsequent survey items across the five domains.
A key feature of Balanced Scorecard for Schools is the importance assigned to each of the aspects
measured. Each domain may not be of equal importance, but they are all important. Furthermore,
there are significant inter-relationships and interactions happening between domains which means
they cannot be considered in isolation to each other.

4.1 DOMAIN 1 - ENVIRONMENT
The first of the five domains is Environment.
School environment explores the vision and mission of the school (both explicit and implicit), how they
were developed, what they feature, and the impact of each. This domain also investigates culture and
climate in the school - both driving factors of day-to-day behaviours and attitudes. Most importantly
this first domain probes the extent to which teaching, and learning are ‘at the centre’ of everything the
school does, and how well teaching and learning are being prioritised and supported.
The survey focuses on the following key questions.
Q1. Are the school’s vision and mission statements saying what we want them to say, and saying it
effectively?
The vision and mission statements vary greatly in importance and significance between schools. This
is little different to many other organisations.
At the one extreme vision and mission statements have been created to fulfil a procedural or
administrative requirement and are often quickly forgotten or fade into the background. In other
organisations they play a pivotal role in reminding members of the organisation what is important to
their organisation, what that means in terms of expectations and norms, and what will guide strategic
planning and decision making. Many schools make their vision and mission real and prominent and
refer to them regularly and use them for guidance and inspiration.
Unfortunately, where schools neglect the potential for their vision and mission statements to drive
purpose and objectives, there is a lost opportunity. At times, the lack of engagement with and
promotion of, the school’s vision and mission can be symptomatic of a broader lack of momentum or
engagement with important considerations for the school ‘beyond the classroom’. This is not
necessarily always the case, but whatever the explanation, schools should, as all successful
organisations do, focus regularly on their vision and their mission.
The right vision has five characteristics: it attracts commitment and energises people; it creates
meaning in workers' lives; it establishes a standard of excellence; and it bridges the present to the
future and transcends the status quo.17

17

American Institute for Research, Vision Leadership and Change (2015) p. 1
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It has also been observed that great benefits are derived from engaging with staff in a vision building
process. It generates ownership, commitment, and energy toward making the vision become
reality18
A Mission Statement is a succinct, powerful statement on how the school will achieve its vision. The
Mission answers: what is our purpose? What do we care most about? What must we accomplish?
What are the cornerstones of our operations? 19
Q2. How well do we understand the culture of our school? Is it the culture we want?
Sometimes ‘culture’ and ‘climate’ are used interchangeably, or are confused, or are regarded as
indistinguishable. To avoid potential ambiguity and uncertainty, the survey provides respondents
with a working definition of each.
The word '"culture" is often used to describe the underlying or fundamental characteristics of a school. Those
things that have the greatest influence on how decisions are made, who exercises control, and what behaviours
are and are not "acceptable". On the other hand, the word "climate" is used to describe the general "feel" and
"atmosphere" of the school. Culture influences climate whereas climate usually does not influence culture.20

So, culture is more fundamental, permanent and embedded. It is harder to shift and to change even
when this is necessary. The culture of the school is pervasive even if it is not obvious or particularly
apparent.
It is vital that the school reflects on its culture, in all its manifestations, and asks the question “Is this
the culture we want?”
Culture taps into belief systems, and helps to decide preferences, dislikes, who to trust, when to go home, what to
wear, how fast to drive, and how to teach… Culture will provide you with information about customs and how
you should react to certain situations21
Culture is more deeply engrained in a school, and therefore may only be altered over a longer period through
systematic change in a school's climate22
… school culture is defined as the shared values, rules, belief patterns, teaching and learning approaches,
behaviours, and relationships among or across the individuals in a school23

Culture provides a strong force for stability and certainty, both of which are typically regarded as
important to all organisations if they are to avoid the opposite, namely instability and uncertainty.
However, when culture becomes all-pervasive to the extent that it denies the ability for open and
challenging conversations and propositions, where its principal role is to protect the status quo, it can
become a negative force and influence. This is especially the case in contemporary society where
change is the predominant condition, and the need to anticipate and prepare for the future is
compelling and unavoidable. A school culture insisting on stability and continuity can, for example,
prove problematic if it means new teachers to a school are expected to adopt existing viewpoints,
routines, ways of thinking and ways of behaving. Of even more concern is a culture that has embedded
prejudices and leads to unhealthy and inappropriate discrimination. Even in cultures where there is a

Robbins, P. and Alvy, H. Vision as the Compass (Review of the Book entitled 'The New Principal's Field book') (2004) p 4
Ibid. p. 6
20 Kuppler, Workplace Culture versus Climate (2015) p. 1
21 Gruenert, s. Principal (2008) p. 58
22 Kane, E. et. al. School climate and Culture (2016) p 1
23 Ibid.
18
19
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genuine attempt to confront and remediate unwanted prejudices and discrimination, eradication is
particularly difficult.24
So, while many suggestions for change relate to teacher skills and professional development, the
implications extend deeply into the "routines" of schools, raising the importance but also the difficulty
of sustained innovation.25 The OECD Centre for Educational Research and Innovation’s (CERI) research
poses even greater challenges and concerns about the ability of schools to make the necessary
changes.
No-where is the challenge of innovation greater than in the education sector, where centuries-old practices of
teaching are embedded in political and organisational structures which are resistant to new ideas - even in the
face of growing evidence that traditional ways of working are not "paying off".26

Q3. Is the climate of the school promoting and supporting effective teaching and learning?
School climate is commonly defined as the 'quality and character of school life'27. The school climate
encompasses shared norms and values, the quality of relationships and the general atmosphere of a
school.28
The school climate also experiences strong interactions between a range of variables. For example:
Several classroom studies confirm the impact of three basic dimensions of instructional quality on students’
cognitive and motivational development: clear, well-structured classroom management; supportive, studentoriented classroom climate; and cognitive activation with challenging content (Klieme, Pauli and Reusser, 2009).29

Kane argues that a persistent positive school climate has been linked to positive student development,
learning, academic achievement, effective risk prevention and health promotion, high graduation
rates, low dropout rates, and teacher retention. She contends that a positive school climate should be
a priority because learning in a safe, engaged, and responsive environment sets the foundation for
positive academic, social, and emotional development. Research shows that the belief by students
that adults and peers in the school care about their learning as well as about them as individuals is
associated with better student health and academic outcomes. Furthermore, students’ feelings of
connectedness to their school mediate the association between school climate and level of
aggression. 30
OECD research shows that an orderly learning atmosphere maximises the use of learning time. By
contrast, disrespectfulness and an unruly environment are counterproductive for teachers and
students alike and distract from the school’s actual mission.31
Q4. Are we doing the things that we should do to make our school environment one where
teachers like to teach, and students like to learn?
School-effectiveness research has built a strong knowledge base showing that “essential supports”
promote school effectiveness (Bryk et al., 2010; see also Creemers and Reezigt, 1997; Scheerens and
Bosker, 1997): professional capacity, with a focus on professional development; a well-organised
curriculum; leadership and school management; parental involvement; school climate (truthful
For an excellent treatment of this phenomenon refer: Liswood, L. The Loudest Duck (2010) John Wiley & Sons
OECD The Nature of Learning (2010) p 18
26 OECD (2010) p 286
27 Kane, E. Op. Cit. p. 1
28 PISA 2015 Assessment and Analytical Framework: Science, Reading, Mathematic, Financial Literacy and Collaborative Problem Solving ©
OECD (2017) p 119
29 OECD PISA 2015 context questionnaires framework (2015) p. 114
30 Kane, E. Op. Cit. pp. 1 - 4
31 OECD (2017) p 119
24
25
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interactions between stakeholders, clear norms and shared values, high achievement expectations);
and the use of assessment and evaluation for improvement.32
Research also reveals that the quality and content of feedback through teacher appraisals can have a
significant impact on teachers’ sense of self-efficacy and well-being. This is true for them at both the
personal and professional level.
Feedback to teachers can have several positive impacts, ranging from a personal impact on teachers to an impact
on their career, their development and their teaching.33

The survey explores teacher appraisals as well as the nature, extent and context for teacher
professional development - which is known to have an important impact on teacher’s levels of
confidence and sense of satisfaction.
The analyses provide support for building teacher capacity so that the impact of behavioural problems on teachers
- and on teaching and learning - can be reduced. Professional development that focuses on classroom management
or instructional strategies used to reach learners of different paces and abilities could also be beneficial.34

In addition, students’ sense of belonging to their school, also referred to as school connectedness,
contributes to their general well-being (Joyce & Early, 2014; McLellan & Steward, 2015; Renshaw,
Long, & Cook, 2015). Students with a strong sense of belonging feel safe at school, enjoy school, and
have good relationships with teachers and classmates.35
“Teachers can create a supportive environment by providing positive feedback, listening and
responding to students’ questions, and being empathetic to students’ needs (Reeve, 2002). Indicators
of a supportive climate include the frequency with which the teacher helps students learn and the
teacher showing interest in student learning, as well as the frequency with which the teacher asks
students to express their opinions”.36
Q5. Do students feel safe and secure?
Student achievement is strongly related to how students perceive the social climate of their classroom
and the way students perceive their interaction with teachers. Warm and supportive teachers create
a climate in which students feel a stronger sense of belonging and are more engaged in class.37
Creating an orderly environment has been stressed as one of the key factors for student achievement
in school effectiveness reviews. The OECD’s Teaching and Learning International Survey (TALIS):
Establishing a safe, achievement-oriented climate may be the most important leadership function for promoting
achievement.38

Kane argues that positive school climates appear to be related to lower rates of psychiatric problems
and drug use in high school students as well as reduced aggression and violence39.
Furthermore, research shows that:
The absence of order and safety at the school may seriously weaken the motivation of both teachers and students
in school.40

OECD (2017) p 106
OECD, New Insights from TALIS 2013 (2014) p. 61
34 Ibid. p. 178
35 IEA TIMSS 2019 Context Questionnaire Framework (2017) p 68
36 IEA (2017) p 71
37 Ibid. p. 53
38 OECD School Leadership for Learning (2016) p. 53
39 Kane, E (2016) p 5
40
OECD (2016) p. 52
32
33
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Respect for individual students and teachers, a safe and orderly environment, and constructive interactions among
administrators, teachers, parents, and students all contribute to a positive school climate and are associated with
higher student achievement (Cohen et al., 2009; Greenberg, Skidmore, & Rhodes, 2004; Konishi, Hymel, Zumbo, &
Li, 2010). The sense of security that comes from having few behavioural problems and little or no concern about
student or teacher safety at school promotes a stable learning environment. A general lack of discipline, especially
if students and teachers are afraid for their safety, does not facilitate learning and is related to lower academic
achievement (Milam, Furr-Holden, & Leaf, 2010; Stanco, 2012).41

TIMSS42 reports have consistently shown a positive relationship between student achievement and
teachers’ and principals’ reports that the school is safe and orderly,43
Students’ emotional well-being is a key consideration in examining the extent of their personal sense
of ‘security’ and ‘connectedness’ at school.
Emotions have diagnostic value for the teacher because they reveal underlying cognitions, commitments and
concerns. Teachers need to be aware of their student's motivational beliefs and be sensitive to their emotions as
this information can inform the design of the learning process. Their own behaviours and their teaching and
evaluation practices trigger specific emotional and motivational beliefs in the students, which in turn affect the
quality of the learning which takes place.44
Students are more motivated to engage in learning when: they experience positive emotions towards learning
activities and, contrawise, turn away from learning when they experience negative emotions45

DEFINITIONS
The following definitions apply to the subdomains and survey indicators for this domain.

Subdomain E1
School vision effectiveness
DEFINITION
Is the school’s vision statement effective because it captures the school’s core values, reflects the
community, and has a positive impact on the learning culture and climate of the school?
INDICATOR 1
Effectiveness of school vision formulation
DEFINITION
This indicator explores the extent to which the process for the formulation of the school’s vision
included a representative group of key stakeholders who were able to accurately capture the essence
of what was most important to the school, especially its values and aspirations.
INDICATOR 2
Impact of vision on the school
DEFINITION

IEA (2017) p 67
Trends in International Mathematics and Science Study
43 IEA -TIMSS 2019 Context Questionnaire Framework, TIMSS & PIRLS International Study Center, Boston College IEA (2017) p 67
44 OECD (2010) p 95
45 OECD (2010) p 98
41
42
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This indicator examines the extent to which the vision of the school influences important decisionmaking and the setting of objectives and priorities.

Subdomain E2
School Mission Effectiveness
DEFINITION
This subdomain recognises that the school’s mission operationalises the school’s vision. To be
effective, the mission statement must clearly set out the school’s major priorities, objectives, goals
and detail when these should be achieved (in time) and how to measure the degree of success of each.
INDICATOR 3
Effectiveness of school mission formulation
DEFINITION
This indicator examines the extent to which the process for the formulation of the school’s mission
included representatives from all key stakeholder groups in the school community (such as governors,
teachers, students and parents/carers) and the extent to which it accurately reflects the school’s
vision. The mission statement should address all the key areas of the school’s operation and contain
measurable and tangible targets and success criteria.
INDICATOR 4
Impact of mission on the school
DEFINITION
This indicator explores the extent to which the day-to-day management and operation of the school
is consistent with the objectives, targets and goals of the school’s mission. To what extent does the
school’s leadership refer to and operationalise the mission? Is decision-making and the setting of
priorities within the school consistent with the mission?

Subdomain E3
Impact of School Culture on Teaching and Learning
DEFINITION
The school culture refers to the underlying or fundamental characteristics of the school. Culture
provides the framework and power relations for decision-making and priority setting. Culture largely
determines the school’s approach to teaching and learning. Is the approach ‘traditional’ and teachercentred for example, or is it more ‘progressive’ and student-centred? To what extent, for example, is
student learning placed at the ‘centre’ of decision making and resource allocation? Most importantly,
does the school operate as a ‘learning organisation’ where curriculum, teaching, assessment and
reporting are all subject to ongoing improvement on the basis of experience or research?
INDICATOR 5
Impact of school’s culture on the learning environment
DEFINITION

35

This indicator examines to what extent the school’s culture positively or negatively impacts upon the
learning environment? What are the relative power relationships between students and teachers?
Between teachers and school leaders? How vertical or how flat is the management hierarchy? Who
makes the important decisions that directly impact teaching and learning? What types of
performances and activities are rewarded most often? Is there a positive or negative attitude towards
changes to teaching practice, for example, based on scientific research findings? What is more valued,
recitation of learned content or the development of independent thinking skills and the exploration
of new skills and areas of knowledge?
INDICATOR 6
Implications of culture for teaching and learning
DEFINITION
This indicator examines to what extent teaching practices are being influenced by historical precedent.
Is there a culture of conservativism? Is change in classroom practice viewed with scepticism? How
welcome is the consideration of 21st century skills? Are school leaders and teachers dedicated to
making curriculum relevant and future-looking? Or do ‘tried and tested’ teaching methods remain the
norm even when the demands of work and life after school strongly suggest change is needed? Are
new teachers to the school free to bring alternate methods and philosophies to the classroom, or are
they expected to adopt the school’s existing approach?

Subdomain E4
Impact of School Climate on Teaching and Learning
DEFINITION
This subdomain explores the extent to which the attitudes and behaviours of school leaders, teachers
and students impact on the day-to-day experiences and practices of teaching and learning? Are
teachers and students ‘open’ in their approaches to learning, where exploration and discovery are
valued above more regimented learning of content? How are classrooms arranged? Do they promote
student interaction during learning or are they more traditionally arranged (in rows and facing the
front of the room)? Does learning take place for students in a variety of different locations around the
school, including outdoors? Do students listen to teachers and do teachers listen to students? Are
students supportive of one another? Is there a culture of caring or of bullying? Do students feel free
to ask questions when they are unsure? Do students, generally, value learning?
INDICATOR 7
Impact of school’s climate on the learning environment
DEFINITION
This indicator examines the extent to which teachers and students are ‘open’ in their approaches to
learning, where exploration and discovery are valued above more functional learning of content? How
are classrooms arranged? Do they promote student interaction during learning or are they more
traditionally arranged (in rows and facing the front of the room)? Does learning take place for students
in a variety of different locations around the school, including outdoors? Do students listen to teachers
and do teachers listen to students? Are students supportive of one another? Is there a culture of caring
or of bullying? Do students feel free to ask questions when they are unsure? Do students, generally,
value learning?
36

INDICATOR 8
Implications of climate for teaching and learning
DEFINITION
This indicator examines what are the implications of the school’s climate for teaching and learning?
What are respondents saying about how the school’s climate positively or negatively is impacting
teaching and learning? How is climate impacting teaching practices and relationships between
teachers and students? What are typical classroom conditions and behaviours like?

4.2 DOMAIN 2 - LEADERSHIP
The second of the five domains is Leadership.
This domain investigates the different facets and styles of leadership and the impact they have on the
school and its community. It explores the nature of school leadership and what are considered to be
valid and reasonable performance expectations for leaders. While the principal of the school has
ultimate responsibility, there invariably is a leadership group surrounding and supporting the school
principal. Increasingly, the expectations on principals and the leadership team focus not just on school
management and resource management (including staffing) but also an expectation that there is an
informed and working understanding of and support for effective teaching and learning. This involves
questions about the suitability of the learning environment in the school, the suitability of facilities,
and the quality of professional development and the learning program. While principals appear not to
have any significant direct impact on what happens in classrooms, they exert a major influence on
teaching and learning through their direct impact on staff and resources.
In all organisations, Leadership plays a pivotal role.
School principals play a key role in school management. They can shape teachers’ professional development, define
the school’s education goals, ensure that instructional practice is directed towards achieving these goals, suggest
modifications to improve teaching practices, and help solve problems that may arise within the classroom or among
teachers.46

This domain investigates the different facets and styles of leadership and the impact they have on the
school and its community. It explores the nature of school leadership and what are considered to be
valid and reasonable performance expectations for leaders. While the principal of the school has
ultimate responsibility, there invariably is a leadership group surrounding and supporting the school
principal. Increasingly, the expectations on principals and the leadership team focus not just on school
management and resource management (including staffing) but also an expectation that there is an
informed and working understanding of and support for effective teaching and learning. This involves
questions about the suitability of the learning environment in the school, the suitability of facilities,
and the quality of professional development and the learning program. While principals appear not to
have any significant direct impact on what happens in classrooms47, they exert a major influence on
teaching and learning through their direct impact on staff and resources.
The survey focuses in on the following key questions.
Q1. What is the style of leadership in the school?
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There is of course no one preferred or uniquely successful leadership style or approach. Leadership
itself is a complex mix of the personality and style of the leader, their goals and motivations, their
experience, their prejudices and biases, their level of confidence and self-efficacy, their interpersonal
skills, emotional intelligence and knowledge and expertise in the areas over which they have
responsibility. Furthermore, school leaders operate in an environment that is similar in many ways to
other organisations, but at the same time has unique and strong differentiating features.
The expectations of teachers, students, parents, governing bodies and the wider community all bring
pressure to bear on the principal and his or her leadership team. Those expectations are unlikely to
be the same and many of the interests of these stakeholder groups will vary, and some will be in
conflict.
In short, the role and responsibilities of the principal and the school leadership group are far from
easy, they are complex, and frequently difficult to navigate. Research on the demands that are made
on the principal’s time and attention typically portray someone who is constantly shifting focus
between different decisions, issues, problems, staff needs and parent expectations. The principal and
other school leaders are expected to prioritize management and administrative responsibilities while
at the same time prioritising and supporting teaching and learning in their school.
A significant quantity of the survey questions has been devoted to the school’s leadership because of
the pivotal and impactful role it plays in any school. While, as previously stated, the research shows
that the principal has little direct impact on what happens in classrooms, he or she nonetheless has a
major impact indirectly on teaching and learning in the school.
Much work has been done to build ‘profiles’ of leadership styles and ‘types’ and this work is helpful in
examining and explaining different modes of and approaches to leadership.48 However, such
classifications and characterisation of leadership styles do not serve the direct purposes of the survey.
Instead, the survey explores aspects such as: the dynamics of leadership; interactions with teachers,
parents and students; management of the range of resources; performance appraisals; and most
importantly, management of teacher professional development and the prioritising of teaching and
learning above all else.
Q2. Are the leaders delivering what we want and need? How do we know?
Leaders must act to produce results. This doesn't mean firing without aim or leaping without looking. But if
leadership means getting results, then leaders must constantly push tendencies into results. The necessity to act
extends into every dimension of the work leaders undertake.49

While there are a limited number of areas of leadership and management in a school that can be
directly compared to leadership roles in other organisations, especially commercially-oriented ones,
there are nonetheless a significant number of attributes and capabilities that are common to all
leadership roles. The survey examines these ‘generic’ skills (such as communication, delegation of
authority and decision making, financial management, clarity around expectations, and responding to
staff needs) because they are fundamental. It also focuses particularly on the role of the principal and
school leaders to ensure that ‘administration’ does not eclipse the importance of the school’s central
mandate – quality teaching and learning. The survey examines also the role played by the school
leaders in inspiring growth and development in the school, promoting high standards of behaviour,
and setting challenging targets and goals. In this sense, there is something of a ‘checklist’ of attributes
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and features that are expected in leaders, irrespective how they may imprint these roles and
responsibilities with their own ‘style’.
Q3. Are resources, including staff, being effectively managed and utilised?
An effective school is not simply a collection of discrete attributes, but rather a well-managed, integrated system
where each action or policy directly affects all other parts50

While teaching and learning are the key focus of school management, judicious and effective
management of staff and physical resources are of real importance especially as they impact on the
facilities, infrastructure (such as technology) and amenities that support and influence the quality of
teaching and learning.
The survey examines the use of delegation by the school principal and leadership team, especially to
the teaching staff. Reasonable and appropriate delegation of both authority and decision making is an
important quality of leadership. It also achieves greater support and acceptance from those to whom
the delegation is granted.
Teacher involvement in decision-making processes at their school is one of the key factors in adopting and
sustaining educational improvements.51

Q4. Are there quality systems in place to measure and develop the knowledge and skills of the
school’s leaders and teaching staff?
Teacher and leadership annual and ongoing performance appraisals are an opportunity for personal
and professional development if managed effectively and appropriately. Teacher performance
appraisals are essentially no different to staff appraisals in a range of professions and occupations. In
the same way, they can also be well managed or poorly managed. Survey items explore the nature of
the school’s appraisal system and the reaction of staff to what they experience. This is an area where
there typically is a large variation in quality of process, and some systems internationally have much
to offer by way of good example and successful processes that are an integral part of staff ongoing
development and career progression.
Q5. How well does the leadership promote and effectively support teaching and learning in the
school? Is it the priority?
A continuing focus throughout the survey is how well the school is promoting and supporting effective
teaching and learning. As repeated often in this framework, teaching and learning are the centrepiece
of the school’s responsibility and operation and must take priority. It is the role of leadership to ensure
this happens. Numerous survey questions probe the extent to which this is the case within the school.
Research increasingly focuses on how effectively students and their learning are being “placed at the
centre”.
… a positive school atmosphere with high expectations for academic excellence can contribute to the success of a
school 52
A school’s environment and organization can be an important determinant of effectiveness in reaching curricular
goals.53
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Multiple survey questions also focus on the adequacy of the provision of services to students with
special needs, including how these services are managed and what they include.
Q6. Are teachers receiving high-quality and relevant professional development in the areas of
greatest need and impact?
Professional development through seminars, workshops, and conferences can help teachers increase their
effectiveness and broaden their knowledge (Blank & de las Alas, 2009; Yoon, Duncan, Lee, Scarloss, & Shapley,
2007). Professional development is especially important for exposing teachers to recent developments such as
curricular changes or new technology for classroom instruction.54

A recurring focus in the survey is on the extent to which teachers are receiving the professional
development needed to meet the school’s goals and expectations, and the quality of that provision.
Quite intentionally the survey probes where teachers consider they would benefit from professional
learning in quite specific areas related to their teaching and relationships with students. The nature
and frequency of professional learning and development is also considered. The assumption is made
that learning should be an ongoing feature of a teacher’s and a school leader’s professional life.
Professionalism is not just about content mastery, but also about mastery in our pedagogy and being competent
as a classroom teacher, which builds our professional identity.55
It is assumed that competencies can be further developed during the span of a teacher's career through professional
development.56
The dedicated time for professional learning and the involvement of senior management greatly encourage the
teachers to take these learning opportunities seriously.57

Q7. Are teachers encouraged to form communities of practice with other teachers and schools, and
are they being supported so that they can do so?
Despite some differences in opinion around the relative effectiveness of ‘communities of practice’ and
‘peer learning’, this disputation should be more a matter of the degree of success achieved rather
than the value or appropriateness of the practice. It is extremely difficult in the current era of
ubiquitous collaborative and team-based workplaces to successfully argue a case against peerlearning and shared practice. Such practices are certainly validated in many of the ‘high-performing’
countries where peer support, learning and intensive collaboration are the norm.58
Research supports the value of encouraging and supporting teachers to seek mentors, to collaborate
with peers, and to participate in communities of professional practice and learning.
When teachers work together to explore concrete connections between practice and outcomes, they create a
setting in which discussion and reflection on data results in new understanding and motivation for change.59
As early as in the 1980s, scholars indicated the benefits of supportive networks for teachers (e.g. DarlingHammond, 1984; Rosenholtz, 1989; Bryk and Driscoll, 1988). In the 1990s the idea of “professional learning
communities” emerged. This notion refers to groups of teachers who co-operatively reflect and improve their
professional practices (Hord, 1997). Research on professional learning communities is still limited, but there is some
indication of positive effects on education processes and outcomes (e.g. Lomos, Hofman and Bosker, 2011).60
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And …
The cluster system (of schools) provides a professional learning platform for teacher leaders that can help build
their leadership capacity so that they can, in turn, build the capacity of teachers in their schools.61

DEFINITIONS
The following definitions apply to the subdomains and survey indicators for this domain.

Subdomain E1
Leadership Capability and Effectiveness
DEFINITION
This subdomain explores the extent to which the school leadership effectively manages and leads the
school. It includes leadership performance against conventional key performance indicators (KPIs)
such as sound decision-making, effective communication, appropriate sharing of decision-making,
promoting strong moral and collaborative behaviours etc. In particular, it measures the extent to
which the school leadership promotes teaching and learning as the central activity and priority of the
school, which in turn is reflected in resource allocation and the setting of priorities. Research shows
that school leaders (for example principals and vice-principals) have less direct impact on what
happens in classrooms, but rather impact classroom teaching and performance indirectly through
their level of support and quality of leadership with regard to teachers. This subdomain focuses
directly on the various specific skills, knowledge and behaviours associated with effective school
leadership.
INDICATOR 1
School leadership style
DEFINITION
This indicator explores the style of school leadership as reported by the various respondent groups.
From a broad range of possible leadership styles of management, this indicator probes approaches to
important qualities such as: prioritizing teaching and learning; effective communication; shared
decision-making; assumption of responsibility and accountability; attitudes to change and innovation;
relationships with teachers and students; and the management of the school’s resources. It relates to
how the school leaders ‘go about their work’.
INDICATOR 2
Effectiveness of school resources management
DEFINITION
This indicator examines the quality and nature of resource management, including the management
of staff. It probes how decisions are made, and by whom? Is there effective financial management in
place, for example, and is the allocation of resources efficiently and economically undertaken?
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INDICATOR 3
School leadership effectiveness by key indicators
DEFINITION
This indicator probes the performance of the school leadership against generic management criteria
such as: communication skills, delegation of authority and decision-making, financial management,
clarity around expectations, and responding to staff needs.
INDICATOR 4
Quality of professional appraisal of school staff
DEFINITION
This indicator measures the extent to which staff appraisals are professionally and effectively
undertaken. Measures include the suitability of the processes used, the clarity of expectations, the
focus on specific performance criteria, quality feedback, and the setting of future objectives to support
improved performance and professional learning and development.

Subdomain E2
Leadership Impact on Teaching and Learning
DEFINITION
This subdomain measures the extent to which leadership acts to support the development and
maintenance of a quality learning environment, a strong focus on teaching and learning, setting clear
and measurable teaching and learning outcomes, goals and targets, prioritising resource allocation
and time to teaching and learning-related matters. The observed and experienced support from
leaders for teachers is also measured.
INDICATOR 5
Effectiveness of the school leadership’s support for teaching and learning
DEFINITION
This indicator measures the extent to which the school leadership is effectively supporting teaching
and learning through priority and objective setting, resource allocation, the provision of effective
professional learning and development, welcoming and highlighting advances in the science of
learning, and encouraging the school to be a ‘learning organisation’.
INDICATOR 6
Impact of the school’s learning environment on teaching and learning
DEFINITION
This indicator explores the extent to which the school’s learning environment positively impacts
teaching and learning. It explores the interaction between the elements of an effective learning
environment and teaching and learning in the school.
INDICATOR 7
Management of professional development within the school
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DEFINITION
This indicator examines the professional learning and development practices for teachers in the
school. It considers the extent to which PLD is a priority for the school leadership, if teachers are
surveyed to determine their priorities for PLD, is dedicated time provided in which PLD can take place?
is it well-funded? and how is the quality of PLD controlled and measured?
INDICATOR 8
Support for professional learning communities and mentoring
DEFINITION
This indicator examines the extent to which the school leadership supports and promotes teacher
involvement in professional learning communities and also the extent to which mentoring practices
are used and encouraged between teachers. Ideally, PLC are established between schools to enrich
the quality of information-sharing and peer learning. Support from leadership can take the form of
promotion, encouragement, financial provision, structural provision (allocation of space and ICT),
provision of time and the provision of relevant professional learning and development. Are mentoring
practices happening in the school and if so, how effectively?

4.3 DOMAIN 3 - TEACHING AND LEARNING
The third domain is Teaching and Learning.
Domain 3 explores how curriculum is treated, who makes decisions, how content is determined and
the link between content, teaching and the assessment of learning. The role and impact of 21st century
skills is examined from different perspectives because it is of increasing importance and prominence in
what is taught and how it is taught. The prospects for students in the future will very much depend on
the effectiveness with which schools can engage with and integrate this ‘new’ content into classroom
lessons, teaching styles, and learning experiences. These skills cannot be developed through a
traditional “stand and deliver” teaching style. Domain 3 explores the role of the findings of learning
science and what we can now understand about how students learn. It examines specific teaching skills
such as questioning techniques, the use of assessment, classroom management and organisation,
linking student learning to their experiences outside of school, and making full use of properly
organised group learning activities. The survey questions inquire into how curriculum is adapted to
individual student needs and they also measure how the school is meeting the learning requirements
of students with special needs, and the extent of equitable opportunities for these students. This
domain also investigates the existence and extent of collaboration between teachers and explores
teacher’s knowledge and understanding not only of curriculum content, but also relevant subjectspecific pedagogical knowledge.
In the final analysis, a school exists for the education of young people (taking ‘education’ in its
broadest sense). However, it is at times easy to lose sight of this as the ultimate purpose of schools,
and that all other purposes must be subsidiary. So, it is appropriate that this domain features
prominently in the survey62. The survey explores how curriculum is treated, who makes decisions, how
content is determined and the link between content, teaching and the assessment of learning. The
role and impact of “21st century skills” is examined from multiple perspectives because it is becoming
of increasing importance and prominent in what is taught and how it is taught. The prospects for
62
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students in the future will very much depend on the effectiveness with which schools can engage with
and integrate this ‘new’ content into classroom lessons, teaching styles, and learning experiences.
These skills cannot be developed through a traditional “stand and deliver” teaching style.
The surveys also measure how the school is meeting the learning requirements of students with
special needs, and the extent of equitable opportunities for these students.
There is significant attention paid to the findings and implications of neuroscience (or ‘education
science’ - in its applied context) in the survey. While only finding its way slowly into schools, and
despite a certain reluctance and cautiousness among many in the teaching community, the
implications of this work are insightful. Most importantly, neuroscience directs a spotlight on how we
learn and how the brain responds during learning. The implications and importance of this research
for an evaluation of effective teaching and learning cannot be overstated. This material challenges
long-held views and misunderstandings which in turn forces educators to evaluate how to approach
and practice instruction and how to create and manage learning environments.
… (educational neuroscience) this field of inquiry looks at how what we are learning about the human brain can
affect the curricular, instructional, and assessment decisions that teachers make every day.63

The survey examines general attitudes as well as specific practices considering what has become now
known through neuroscience. These are important findings that bear directly on the capability as well
as the disposition of students to acquire the learning they are being taught. ‘Learning science’ or
‘educational science’ offer very specific and detailed advice that is designed to add strategies and tools
to a teacher’s array of teaching methods and processes. An analysis of the BSfS survey findings reveals
the extent to which the school leaders and teachers are embracing these new developments, and
learning about them, are accepting them as important, and most significantly, are embedding them
in their practice.
The following examples illustrate the importance of learning science research findings, and why the
survey contains a series of questions related to this subject matter.
As the example of reading illustrates, children and adolescents develop different underlying brain structures for a
given academic ability. In other words, they follow different learning pathways. Educators can therefore facilitate
learning by using multiple means of representation, assessment and engagement to accommodate a wide range
of individual differences.64
Children and adolescents learn in a social context, and the human brain is primed for interaction.65
Teachers may also have strong beliefs about which students can learn what kinds of material and which students
are "ready" for investments in learning. Beliefs about who can learn what run deep in our schooling systems and
societies. Despite substantial research showing that ability to learn can be acquired ... educators in most Western
countries continue to believe that intelligence and aptitude set limits of learning, and we must invest heavily in tests
to detect that aptitude. 66
Students differ in many ways fundamental to learning: prior knowledge, ability, conceptions of learning, learning
styles and strategies, interest, motivation, self-efficacy beliefs and emotions, as well in socio-environmental terms
such as linguistic, cultural and social background.67
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(Prior knowledge) thus substantially influences the learning process. It is one of the most important resources on
which to build current learning as well as one of the most marked differences among learners.68
The most important principle is that students forget much of what they learn in a matter of minutes after learning
it. … In the context of learning experiences in school, this means that a typical student will forget most of the
learning that occurred if it is not rehearsed and used within an hour after initial learning.69
We know that most kids do not focus well. In fact, they are conditioned to multitask, which is the antithesis of
focused attention. … research has shown the brain does not really multitask in the sense of doing multiple things
simultaneously. It only appears that way. Actually, in multitasking the brain switches rapidly from own thing to
another. Consequently, attention switches, and this makes it difficult to process - and remember - new materials.70
Transfer is the core of problem solving, creative thinking, and all other higher mental processes, inventions, and
artistic products. It is also one of the ultimate goals of teaching and learning.71

The survey focuses in on the following key questions.
Q1. Is the school ‘crafting’ the curriculum to its own needs?
Schools are first and foremost centres of learning and design for effective learning and the delivery of the
curriculum must take precedence over all other objectives.72

The extent of prescription in school curriculums can vary widely within countries and across countries.
Some systems have highly specified and detailed curriculums to be followed while others have much
leaner documents that schools build upon to meet their own need and preferences. It is also well
known that even a tightly prescribed curriculum may not reach students ‘intact’.
There may be great differences between the curriculum designed at the system level, the curriculum delivered by
the teacher or in the textbook, and the curriculum as understood by students. 73

The school’s curriculum has a range of purposes to achieve and the survey explores several of the
more important ones, and at the same time where curriculum decision-making resides. A number of
questions examine the extent to which teachers include examples from students’ own experiences,
their life outside of school, and the informal learning that happens constantly while not in school. This
serves the purpose of considering how frequently teachers use this effective technique to bolster
student learning and engagement.
It is of the utmost importance to look for and enhance cross-fertilisation between formal learning environments
and students' informal learning.74
Meaningful real-life problems have a key role to play in bolstering the relevance of the learning being undertaken,
supporting both engagement and motivation.75

Other items probe the prevalence of knowledge and skills commonly referred to as “21st century”.
There are questions also examining the extent to which global issues and topics find inclusion in what
is taught.
The curriculum is, of course, also inextricably linked to teaching and learning.
Teaching and learning are at the heart of schooling. Most cognitive and non-cognitive, curricular and crosscurricular goals of school education are achieved – or not – by the way students and teachers interact in classrooms.
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While teaching is the core process in schools, the curriculum determines its content, and professional teachers
implement the curriculum, orchestrate learning activities, and thus arrange for quality learning time.76

And there is strong justification for closely examining teaching practices within the classroom because:
… teachers are the primary implementers of the curriculum, so teacher education policies and practices are a
major interest77
Teaching and learning are at the heart of schooling. Most cognitive and non-cognitive, curricular and crosscurricular goals of school education are achieved – or not – by the way students and teachers interact in classrooms.
While teaching is the core process in schools, the curriculum determines its content, and professional teachers
implement the curriculum, orchestrate learning activities, and thus arrange for quality learning time. 78

Q2. Are students being prepared for the future with the knowledge and the skills needed in life and
work in the 21st century?
The survey includes several questions focusing in on the so-called skills of the “21st century”. Survey
respondents are provided with a common introductory summary to ensure each has the same
understanding of “21st century skills”.
"Skills for the 21st century" are commonly understood to include: creativity, critical thinking, problem-solving,
judgement about ways of working, communication, collaboration, and the capacity to recognise and exploit new
technologies.

The OECD reports:
Recommendations from a wide array or organisations have emphasised the need to support 21st century skills
through learning that supports inquiry, application, production and problem solving, critical thinking skills, systems
thinking, and interpersonal and self-directional skills that allow students to manage projects and competently find
resources and tools.79
Learning environments for the 21st century must be ones in which students are actively engaged with learning tasks
and with each other.80

Q3. How well are the individual needs of every student being met?
It is common to assume that meeting the “individual needs” of students is directed at providing for
the special needs of certain students and also “differentiating” instruction for groups of students
within a class to take account of the differences in prior knowledge or other salient considerations at
the time of instruction. Both are very important and entirely appropriate priorities. However,
providing for students’ individual requirements also needs to include some more broad-based and
perhaps more fundamental interpretation. In essence, because every student, every child, is different
in many respects to every other, the teacher’s role becomes extremely complex, and so does the
challenge of meeting these different needs. Yet even more fundamental, the school and its teachers
often need to take a more global view of what is needed by and is best for, a student. For example:
Traditionally, PISA assessed student outcomes in terms of achievement tests. Students’ motivations, attitudes,
beliefs and behaviours were seen as important precursors of and predictors for scholastic performance, educational
attainment and labour-market success. But education policy and labour-market policy are increasingly concerned
about these “non-cognitive outcomes” because they are instrumental for personal growth, individual success and
the success of society as a whole.81
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The survey questions examine teacher’s views on the potential or feasibility for them to cater to this
wide range of individual needs and circumstances, while maintaining management and effective
progress for the class as a whole. This challenge has been well expressed this way:
Students differ in many ways fundamental to learning: prior knowledge, ability, conceptions of learning, learning
styles and strategies, interest, motivation, self-efficacy beliefs and emotions, as well in socio-environmental terms
such as linguistic, cultural and social background. A fundamental challenge is to manage such differences, while at
the same time ensuring that young people learn together within a shared education and culture.82

Notwithstanding the importance of accounting for the needs of individual students, there should not
be ‘different’ curriculum content offered to different students, especially if the intention is to provide
‘less challenging’ content to students experiencing difficulties.
Research suggests that all students, regardless of background, should follow a common curriculum and should be
encouraged to achieve excellence.83

Q4. Are teachers equipped with a well-informed knowledge of their subject content, and do they
have the pedagogical knowledge and skills to deliver it effectively?
There are numerous questions in the survey addressing the topics of teachers’ self-perception of their
levels of expertise, confidence and self-efficacy in relation to both the content knowledge of the
subjects they teach, and their ‘pedagogical knowledge’ of the subjects they teach. Effective learning
by students requires both from teachers.
It is to be expected that the survey findings will show a high level of variability between teachers
regarding these competencies, and likely variations in the response of individual teachers based on
which of their subject areas is being considered. The importance of competency not only in subject
knowledge but also pedagogical knowledge cannot be overstated.
For challenging topics, it is often necessary for the teacher to employ a variety of pedagogical techniques and
explanations to ensure student comprehension.84
Teachers if they are to enhance student learning need to address the diverse needs of students in their classroom,
be knowledgeable about student learning and academic content, and skilful at the craft of teaching (Linda DarlingHammond 2009)85

Q5. What techniques and processes are being used to measure and assess how well students are
learning the knowledge and skills we want them to learn? Are they best practice?
Many survey items examine what practices and processes teachers are using to measure the
effectiveness of their teaching, and to gauge how closely those practices and processes approximate
what is recommended by expert advice and relevant research and experience. Accordingly, a
significant number of questions survey teachers and students to determine what does the ‘average’
classroom teaching and learning period contain? What does it ‘look like’? What is happening? The
following is a sample of the practices and processes that teachers may or may not be using or are using
in greater or lesser measure to determine the effectiveness of teaching and learning in the classroom.
Another way that teachers can increase clarity is by linking new concepts to things students already know and
understand (McLaughlin et al., 2005).86
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… an important quality of an effective teacher is the ability to provide clear instruction—explaining the content
clearly and gauging student understanding of the topic87
Research has shown that inquiry-based teaching practices, which play a significant role in science education, have
a positive effect on student learning, particularly students’ engagement in the cognitive dimensions of inquiry and
teacher-led inquiry activities (Furtak et al., 2012). Inquiry-based instruction seems not only to improve achievement
(Blanchard et al., 2010), but also attitudes towards the subject and transferable critical thinking skills (Hattie,
2009).88
Several classroom studies confirm the impact of three basic dimensions of instructional quality on students’
cognitive and motivational development: clear, well-structured classroom management; supportive, studentoriented classroom climate; and cognitive activation with challenging content (Klieme, Pauli and Reusser, 2009).89
Communication and clarification of achievement goals within schools is essential in students’ learning (Brookhart,
2007; Stiggins, 2007).90
Formative assessment can be a significant source of improvement in student learning processes (e.g. Shepard,
2006; Black and Wiliam, 2004; McMillan, 2007; OECD, 2006b). Especially for low achievers, formative assessment
can lead to sizable gains in student achievement (Abrams, 2007). Formative assessment and reciprocal feedback
might not just be useful for students, but also for teachers, helping them to adapt their instruction to their students’
needs.91

Q6. How closely and often do teachers collaborate in planning and evaluating their teaching? Is
teaching a ‘team effort’92 in the school?
One of the ways that teachers improve is by learning from other teachers. Schools improve when they learn from
other schools. Isolation is the enemy of all improvement.93

Traditionally in schools and classrooms, teachers practiced their profession essentially as a solitary
endeavour. They had exclusive management of their classroom and students, rarely engaged with
other teachers (if at all) during lessons, and typically did not plan lessons or assessment collectively
and collaboratively. Happily, this has changed, and much for the better. So, the survey investigates
the school’s practices in relation to team-teaching, mentoring, collaboration, professional
communities of practice and peer-learning, and the extent to which these practices are encouraged
and supported by the school leadership.
Some of the world’s highest performing nations in international assessments94 such as PISA and TIMSS
have a tradition of routine and well-established collaboration among teachers in relation to planning,
evaluating and reflecting on their teaching. Often lesson planning is done co-operatively, and
evaluation of teaching frequently includes observing each other’s’ lessons. Examples of this practice
can be found in Singapore, Finland and Shanghai. This type of practice is closely examined in the survey
because it is of high value in terms of effectiveness as well as supporting teachers’ sense of efficacy,
professionalism and teamwork.
Teamwork, social and communication skills are integral to work and social life in the knowledge society.95
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not obviously include everything that students can and want to do, and which are often of equal or greater value to them than academic
performance
95 OECD (2010) p. 23
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88

48

Q7. What data is being used to inform teaching and learning and how is it being used?
Numerical data pose something of a dilemma for use in schools. On the one hand it is imperative that
decisions wherever possible are made based on solid and accurate evidence. Using data as evidence
is entirely appropriate and effective. The dilemma is that using data for school-based decision making
is not without its challenges.
The first challenge is ensuring the data are accurate. This can usually be addressed through verifying
the source and determining the status and authority of that source. The second is to ensure that there
are no errors in the data. Even the most experienced analysts and organisations can generate data
containing errors.
Having confirmed the accuracy of the data, the next challenge for school leaders and teachers is
understanding and interpreting the data. It is unwise to assume that everyone in education is fully
equipped to read and correctly interpret data. Clearly this is not the case. This poses two concerns.
The data are not useful if they cannot be understood fully, and secondly, using data can become
burdensome if it requires additional support to understand and interpret.
The third challenge, is what can and cannot reasonably be inferred from the data? Are the users of
the data fully cognisant of the limitations that may apply to the data? And are they aware of or paying
attention to any caveats that apply to the data? (such as confidence intervals etc.). Is careful attention
being paid to the context of the data?96
The fourth challenge is the tendency for schools (as well as policy makers and many others) to, quite
understandably, gravitate towards the data that is available, or can be made readily available; rather
than seek out further data. The view that “hard” data should be used for important decision-making
risks ignoring other less-easily obtained, or less quantifiable data that might well be critical to sound
decision making.97 This is largely the explanation for the increasing hegemony of assessment data for
decision making in schools and school systems. (It has also contributed to the need for the ‘balanced
scorecard’ approach.)
All this notwithstanding, schools should absolutely be using data as appropriate and where necessary
and equipping the right people with the knowledge and skills to use data effectively as needed. For
example:
Kernel routines can generate and grow other school routines such as instructional planning, studying student work,
designing lessons, analysing data, critiquing lessons and extending classroom observations. These other routines
contribute to the knowledge base of teachers and leaders and their ability to act on what they learn. When teachers
work together to explore concrete connections between practice and outcomes, they create a setting in which
discussion and reflection on data results in new understanding and motivation for change.98

The important caveat is, the data must be understood for what they do and do not explain, what
limitations apply, what is correlation and what causation, and what the data is not ‘telling’ those using
it.
Further, a relentless focus on data has led to the proliferation in recent times of large-scale assessment
programs, including state and national programs, as well as an increasing focus and emphasis on

96 For example, the clear majority of assessment data come from a point-in-time assessment which cannot be assumed to be fully
representative of any one student’s knowledge and skills. It is an indicator only.
97 One of the best examples of this was the almost universal failure of the banking and finance industry to foresee the Global Financial Crisis
(GFC), despite huge reservoirs of available data.
98 OECD (2010) p. 302
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international benchmarking assessments such as PISA and TIMSS99. These programs produce massive
quantities of data that can be and are, analysed extensively. However, great care must be taken to
avoid the allure of assessment data, especially when they are drawn from a narrow range of
assessment formats and types. It is vital to remain cognizant of the growth and dominance of highstakes assessment over recent decades and the implications this has had for narrowing what is valued
in students, how we measure their many and varied talents, and what messages we are sending our
young people about what are and are not, the ‘important’ knowledge and skills they need.
Assessment strategies have enormous implications for what is taught, and how effectively. Barron and DarlingHammond express it as: "the nature of assessments defines the cognitive demands of the work students are asked
to undertake."100

DEFINITIONS
The following definitions apply to the subdomains and survey indicators for this domain.

Subdomain E1
Curriculum Efficacy
DEFINITION
This subdomain explores the efficiency of curriculum decision making, the extent to which curriculum
content is made directly relevant to students through teaching that links the curriculum content to
both the students’ prior learning and knowledge and is contextualised within student direct
experience outside of school. The survey also focuses on the extent to which what is taught is
preparing students for life and work after school.
INDICATOR 1
Curriculum relevance
DEFINITION
This indicator examines the extent to which curriculum content is made directly relevant to students
through teaching that links the curriculum content to both the students’ prior learning and knowledge
and is contextualised within student direct experience outside of school.
INDICATOR 2
Focus on 21st century skills for life and work
DEFINITION
This indicator probes the extent to which 21st century skills are understood and prioritised within the
curriculum. It explores the extent also to which these skills are permeating the wider curriculum.
INDICATOR 3
Provision and support for students with special learning needs
DEFINITION

99
The growth in countries participating in the OECD’s PISA demonstrates the appetite for large data sets, growing from 72 participating
countries in 2015 to 80 countries in 2018, with potentially up to 100 countries participating in the 2021 assessments.
100 OECD (2010) p 324
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This indicator examines the policies, processes and practices within the school in relation to meeting
the needs of students with special educational needs. It also probes the level of professional
confidence and self-efficacy teachers have in relation to teaching these students.

Subdomain E2
Supporting Learning
DEFINITION
This subdomain examines teaching and learning in terms of what is now known about how effective
learning takes place for students. It explores the extent of engagement of the school with
developments in education science and teacher familiarity with these findings. It measures the extent
of alignment between the understanding of learning and the practice of teaching. It also investigates
the links that exist between curriculum, teaching and assessment.
INDICATOR 4
Engagement with learning science
DEFINITION
This indicator examines teaching and learning in terms of what is now known about how effective
learning takes place for students. It explores the extent of engagement of the school with
developments in education science and teacher familiarity with these findings. It measures the extent
of alignment between the understanding of learning and the practice of teaching.
INDICATOR 5
Alignment of curriculum, teaching and assessment
DEFINITION
This indicator explores the extent to which the three major component parts of teaching and learning
– curriculum, teaching and assessment – are effectively managed, aligned and delivered within
classrooms. It probes the extent to which the teaching of the curriculum recognises the critical
importance of the process of ‘transfer’ and the potential of assessment to enhance teaching and
support better learning.
INDICATOR 6
Measurement of learning outcomes
DEFINITION
This indicator explores the different measures that are used by teachers to evaluate student progress
and performance. It examines the use (or non-use) of formative assessment, within-school summative
assessment, and external summative assessments. It also examines the forms and types of
assessments used in classrooms, and the use to which assessment data is put. An important focus is
on the potential and use of formative assessment for learning.

Subdomain E3
Teaching Quality
DEFINITION
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This subdomain examines teaching approaches, philosophies and classroom practices. It evaluates to
what extent teaching practice is informed by research findings, international best practice, learning
from peers, and the use of data to support teaching decisions and strategies.
INDICATOR 7
Quality of teaching practice
DEFINITION
This indicator examines the extent to which teaching practice is informed by research findings,
international best practice, learning from peers and collaborating with fellow teachers. It probes the
extent to which the school’s teaching practices and understandings are informed by scientific research
findings, education science and internationally-advised best practice. It probes teachers’ approaches
to the use of questioning, how ‘errors’ are treated, the level of awareness and understanding of the
principle of ‘transfer’ and the optimal conditions under which learning occurs. It investigates attitudes
and philosophies of education in addition to specific practice and techniques.
INDICATOR 8
Peer learning
DEFINITION
This indicator explores the use (or non-use) or peer learning opportunities and practices within the
school and potentially between the school and other schools. Internationally, peer learning is gaining
wider acceptance and is manifest in both formal and less formal arrangements. Peer learning is
investigated in the survey because of its potential positive effects on teaching quality.
INDICATOR 9
Use of data for teaching and learning
DEFINITION
This indicator examines how various data are used by schools, and especially within the classroom, to
support and enhance teaching and learning. While assessment data predominates in most schools,
the survey seeks to identify how other data is being used to support classroom practice. This is
particularly relevant in the contemporary very evidenced-focussed education environment.

4.4 DOMAIN 4 -WELL-BEING AND EQUITY
The fourth domain is Well-being and Equity.
Well-being has been described as how an individual is rated on the following factors: health status;
work and life balance; education and skills; social connections; civic engagement and governance;
environmental quality; personal security and subjective well-being. Increasingly schools are focusing
on student well-being because of (a) the intrinsic importance of factors such as an individual’s sense of
security, self-esteem, self-efficacy and resilience, but also because of (b) a much greater awareness of
the link between student well-being (especially emotional well-being) and their academic achievement
and success in later life. The survey explores levels of engagement of both students and teachers, their
sense of belonging and ‘connectedness’ to the school, levels of emotional well-being and a sense of
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safety and security in students, levels of confidence and feelings of self-efficacy and the levels of risk
that exist. A second focus of this domain is “equity and success”. The meaning of success and how it is
shared across the school is evaluated by the BSfS program. Success takes many forms and schools play
an important role in defining for students, teachers and parents what constitutes “success”. Given the
distribution of many and varied talents and skills among students, it is important for schools to take a
broad-based approach to identifying and recognising success.
Increasingly schools are focusing on student well-being because of (a) the intrinsic importance of
factors such as an individual’s sense of security, self-esteem, self-efficacy and resilience, but also
because of (b) a much greater awareness of the link between student well-being (especially emotional
well-being) and their academic achievement and success in later life. This is a welcome and positive
development in schools.
The survey investigates how the school’s different stakeholder groups and individuals within the
groups, ‘define’ success, and how the school explicitly or implicitly communicates its definition of
success, and what impact both these are having within the school. Clearly academic progress and
achievement in students are key considerations and entirely appropriate goals for a school. They can
be easily measured at the most elementary level but require increasingly sophisticated and refined
measures as the knowledge and skills being assessed increase in complexity and sophistication.
Schools must avoid the pitfall of adopting narrowly-defined conceptions of success, especially an
inordinate focus on academic success. Success takes many forms, with some more obvious than
others. Success is also easier to define in areas where it is more easily measured. Further, schools must
also resist the mistake of only linking notions of success to environments that are competitive. Notions
and understandings of success link directly to considerations around equity. Schools are responsible
for recognising equity issues and promoting greater levels of equality and equity among students,
including through the more broad-based and balanced definition and recognition of ‘success’.
The survey focuses in on the following key questions.
Q1. Are teachers engaged in their work and students engaged in their learning?
The research and literature provide a wealth of information on teacher and student engagement. Both
are of equal importance because of the strong interaction between the two in the process of teaching
and learning.
The research shows that there are varying levels of engagement of teachers in their work and there
are several factors that affect this. Some of them include: grade level taught; years of teaching
experience; student behaviour; classroom climate; peer support; feelings of self-efficacy; extent of
competency in subject matter knowledge and subject pedagogical knowledge; and feedback from
performance appraisals. In short, there are multiple factors that affect levels of teacher satisfaction,
and they vary between countries, school systems, schools, and teachers within schools. Teacher
satisfaction is an important factor on which to focus and occupies several questions in the surveys.
More recently, student engagement has received greater attention as it becomes increasingly wellknown how levels of engagement directly affect success of teaching and student achievement. The
following excerpts from the research and literature reinforce the importance of engagement, but also
the complexity and variety of factors that will influence the level of engagement of teachers and
students.
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At upper secondary level teachers' self-confidence and job satisfaction are related to their classroom environment.
With classes of low achievers or behavioural problems both are less. Those teaching a large proportion of gifted
students think the reverse.101
Teachers satisfaction with their job is much more affected by students' behaviour than by the size of their classes102
Primary teachers report the most positive impact from feedback (as part of the performance appraisal process),
affecting their self-confidence, motivation and job satisfaction.103
Difficulties of (primary) teachers with low achievers, and behavioural or emotional problems104
Primary teachers who use successful practices and collaboration have higher self-efficacy and job satisfaction.105
Teachers and school leaders recognise the importance of differentiating their instruction because research shows
this enhances student engagement and attention106
The environment in which we learn has a significant influence on the effectiveness of that learning, on our
engagement in it, our enjoyment of it, and on our desire to keep coming back for more.107
Meaningful real-life problems have a key role to play in bolstering the relevance of the learning being undertaken,
supporting both engagement and motivation.108
An effective learning environment creates student engagement and is well-regulated.109
The study also found that the collaborative professional learning culture and opportunities to participate in school
decisions are positively correlated to job satisfaction.110
(The Toolkit for Engaged Learning and Teaching - to all schools in 2005). According to the toolkit, students are
engaged when teachers: select pedagogy that is suitable for their students' learning styles; design a learning
experience that stretches thinking, promotes interconnectedness and develops independent learning; create a
classroom environment that is safe, stimulating and engenders trust; adopt assessment practices that provide
timely feedback regarding student performance and information to improve learning; and select relevant, authentic
and meaningful learning content for students.111

The levels and types of risk
The two types of risk include risk to the student from another or others, and risk resulting from their
own behaviour.
Schools must protect children from threat, risk and harm, both physical and psychological. This is not
always easy. Many threats are not highly visible and the impact of harmful behaviour towards others
may impact psychologically and emotionally on the victim, but it may not be evident. There is no
uncertainty about the negative impact on individuals of experiencing threatening behaviour or worse,
physical violence. The survey includes a range of questions for students, teachers and school leaders
directly addressing these areas of major concern.

OECD (2014) p. 22
Ibid. p. 21
103 Ibid. p. 22
104 Ibid. p. 67
105 Ibid. p. 69
106 Whitman, G and Kelleher I. Neuro Teach (2016) p. 7
107 NZ MoE. Op.Cit. (2015) p. 31
108 OECD (2010) p. 17
109 OECD (2010) p. 152
110 Goodwin, A, L., Low, E and Darling-Hammond, L. Op.Cit. (2017) p. 75
111 Ng, P, T. Learning from Singapore The Power of Paradoxes (2017) p. 95
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The school’s focus needs to be on the very challenging task of achieving a positive climate that is
likely to reduce or minimise these adverse events and behaviours.
(A negative School climate) equals lower academic achievement, increased risky behaviours, a diminished
perception of safety, poor relationships, lack of encouragement, low school connectedness, reduced teacher
attention, and increased bullying and victimisation112
PSC (positive school climate) plays an important role in forming the foundation for bullying prevention113
Research shows a relationship between PSC and reduced bullying behaviour114

Q2. Do teachers and students feel valued? Supported? And an integral part of the school
community?
The survey asks both students and teachers to respond to a range of questions seeking advice on
their experiences, perceptions and observations on a range of different aspects related to them
being an important part of the school community.
Q3. Is student well-being as important as student achievement in the school?
An analysis of the response data from the survey provides some level of insight into what appear to
the stakeholders to be the school’s priorities. Research and the literature explain that there is a close
link between the two, and especially noted is the positive impact student high-level well-being has on
academic and other areas of achievement. It is important to explore the extent to which the school
generally views well-being and achievement as complementary, or whether they are regarded as
“either – or” alternatives.
Q4. Are the links between emotions, self-esteem, self-efficacy and academic performance well
understood? Do they drive decisions and actions?
Learning results from a dynamic interplay of emotion, motivation and cognition115

The research and literature confirm beyond doubt the importance of the link between emotion,
motivation and cognition.
Students’ self-efficacy beliefs – i.e. the strength of their belief in being able to solve tasks like the ones tested in
the cognitive PISA tests – have been shown to be a strong correlate of student achievement
… an abundance of research has documented the relationship between student achievement and student
attitudes.116
Generalised beliefs about one’s own success or failure in academic learning have been shown to be strong predictors
for further effort and success, including test scores in student assessments.117
The most insidious form of emotional classical conditioning is learned helplessness, where continual
underachievement creates a student attitude of academic helplessness. 118

The surveys examine the extent to which this knowledge and understanding is shared by the school
community, according to the different respondent groups, especially teachers.
Q5. How is ‘success’ defined in the school? How is it measured?
Kane, E School Climate and Culture (2016) p. 6
Ibid. p.5
114 Ibid.
115 OECD (2010) p 321
116 IEA (2017) p 72
117 OECD (2017) p 112
118 Klemm (2017) Op. Cit. p 21
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A most important dimension of any school is the approach it takes to defining, promoting, recognising
and rewarding “success”. Decisions on each of these matters is of crucial importance because of the
messages it sends and the modelling that it demonstrates to young people in their formative years.
The narrower the definition of success, the less will be the number who experience and enjoy it. Yet
on the other extreme, a failure to be discerning about what should be recognised as successful is
equally problematic. Success needs to be associated with effort, challenge, difficulty and to some
extent, overcoming impediments, and threats of failure. What a school is best advised to do is to
acknowledge that there is a broad range of human endeavours that share the same types or
magnitude of challenges and that require similar degrees of effort and commitment to be successful,
even if they do not “look the same”, or even look anything like each other.
Embracing diversity in the pursuit of achievement, in the pursuit of excellence, opens opportunities
to a much larger and more diverse population of students and sends the clear message that diversity
is a positive feature that should be encouraged and applauded while at the same time boosting equity
among students.
Success also comes in varying degrees, and teachers, school leaders and the broader school
community must remain mindful of this, and the lessons they are reinforcing in students through the
way the act.
The survey items examine features of the school relative to its priorities and practices in respect of
how it “defines success”, and who is “rewarded”.
Success in school – and in life – depends on being committed, sharing values and beliefs, respecting and
understanding others, being motivated to learn and to collaborate, and being able to regulate one’s own learning
behaviour. These constructs can be perceived as prerequisites of cognitive learning, but may also themselves be
judged as goals of education119
Students’ motivations, attitudes, beliefs and behaviours were important precursors of and predictors for scholastic
performance, educational attainment and labour-market success. But education policy and labour-market policy
are increasingly concerned about these “non-cognitive outcomes” because they are instrumental for personal
growth, individual success and the success of society as a whole.120
Research has shown the predictive power of non-cognitive outcomes for success in secondary education, higher
education and the workforce in general (e.g. Heckman, Stixrud and Urzua, 2006; Lindqvist and Vestman, 2011;
Poropat, 2009; Richardson et al., 2012; Roberts et al., 2007).121
This snapshot includes an assessment of literacy and life skills, but in addition to these cognitive outcomes, other
factors are important, too. Success in school – and in life – depends on being committed, sharing values and beliefs,
respecting and understanding others, being motivated to learn and to collaborate, and being able to regulate one’s
own learning behaviour. These constructs can be perceived as prerequisites of cognitive learning, but may also
themselves be judged as goals of education122

DEFINITIONS
The following definitions apply to the subdomains and survey indicators for this domain.

Subdomain E1
Student Engagement

OECD (2015) p 105
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DEFINITION
This subdomain investigates the different aspects of student engagement, recognising what factors
and forces augment or restrict levels of student engagement. Items for this subdomain measure some
of the key factors as well as teacher understanding of them and how they influence and are influenced
by levels of equity.
INDICATOR 1
Understanding student engagement
DEFINITION
This indicator examines the extent to which teachers and school leaders have knowledge and
demonstrate an awareness of the key factors that are associated with levels of student engagement.
INDICATOR 2
Student engagement levels
DEFINITION
This indicator explores what survey respondents consider to be the level of engagement among
students generally. While it is important to acknowledge that there will be marked differences
between individual students in relation to their level of engagement, it is nonetheless possible to make
observations about the ‘climate’ of engagement in the school.
INDICATOR 3
Student equity levels
DEFINITION
This indicator examines the extent to which students appear to have equal access to opportunities
and to what extent ‘success’ is equitably shared across the student population. It explores the extent
to which the school acknowledges the full range of possible authentic situations where student
success is evident and is recognised. It also examines the extent to which the school addresses,
through positive actions, the inequality that students bring with them from home to the school.

Subdomain E2
Student Well-being
DEFINITION
This subdomain explores student well-being in terms of their sense of belonging and ‘connectedness’
to the school together with other dimensions of emotional well-being including the extent to which
students have a sense of safety and security, healthy levels of confidence along with feelings of selfefficacy.
INDICATOR 4
Understanding of student well-being
DEFINITION
This indicator examines the extent to which teachers and school leaders are aware of the key factors
related to student well-being. Knowledge and understanding of these factors is a prerequisite to
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effective and appropriate action to augment levels of student well-being. It is also important that
schools recognise that there are multiple factors that affect well-being.
INDICATOR 5
Quality of well-being indicators used
DEFINITION
This indicator explores the policies, programs and practices that exist within the school and how they
measure and report well-being levels among students.
INDICATOR 6
Management of bullying in the school
DEFINITION
This indicator measures the extent to which bullying exists within the school, and how it is managed.
It investigates the existence and satisfactoriness of school anti-bullying policies and practices. It also
examines the extent to which bullying is acknowledged as a major risk factor for student well-being
and is openly and regularly discussed.

Subdomain E3
Equity
DEFINITION
This subdomain reinforces the fact that schools are responsible for recognising equity issues and
promoting greater levels of equality and equity among students. The survey recognises the intrinsic
links between cognition, emotion and motivation and the factors that advance or impair each. It also
explores the extent to which the school acknowledges the full range of possible authentic situations
where student success is evident and is recognised. It also examines the extent to which the school
addresses, through positive actions, the inequality that students bring with them from home to the
school.
INDICATOR 7
Extent of inclusivity of students
DEFINITION
This indicator probes the important link between inclusivity of students and their personal levels of
well-being as well as overall levels of equity in the school. Excluding students from opportunities by
other students or even teachers can have a profound negative impact on their feelings of worth and
self-efficacy. The survey questions probe the level of inclusivity of students from the perspective of
different school stakeholder groups.
INDICATOR 8
Equity and success
DEFINITION
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This indicator examines the extent to which the experience and recognition of success is spread across
the student population. It probes how the school defines success through its policies and actions and
to what extent the school adopts a broad-based definition and understanding of success.
INDICATOR 9
Measures of success
DEFINITION
This indicator examines the measures used in the school to recognise and reward student
achievements.

4.5 DOMAIN 5 - USE OF TECHNOLOGY
The fifth domain is the Use of Technology.
The focus of this domain is on the following three aspects: knowledge, frequency and function.
Technology is one topic that arouses much interest, debate and even controversy in education
generally as well as in schools, including on the merits or risks associated with the adoption of
technology to support teaching and learning.
However, despite the controversy, the issues are less complex than most others explored by the
program’s surveys. The focus of the surveys is on the three aspects of knowledge, frequency and
function. The survey investigates: the level of awareness within the school of available technology;
the level of understanding of the relationship between technology and effective teaching and learning;
what are the different attitudes of the stakeholder groups to the use of technology in the classroom;
and how is it being used? The survey investigates how extensively and intensely technology is used in
classes, and is supporting, or transforming, or replacing teaching?
The survey focuses in on the following key questions.
Q1. How successfully is technology being ‘positively exploited’ in the school?
The rapid development and ubiquity of ICT, and its importance especially in the lives of young people, are re-setting
the boundaries of educational possibilities and augmenting the role of non-formal learning. there is widespread
disappointment, however, that heavy investment in computers and digital connections have not revolutionised
learning environments whether because the investments have focused too much on technology and not enough on
enhancing learning opportunities, or because critical thresholds of ICT use for education have not been reached.123

The survey investigates how technology has been employed in the school for teaching and learning
purposes and what positive outcomes and benefits have been realised. The set of survey items for
technology have been coordinated to ensure that there is also a reconciliation between any perceived
benefits of the technology and what the research and literature explains to be the limitations on its
potential impact. In short, it is important to explore that what appears to be happening, is in fact what
is happening.
Q2. Does technology respond to teaching needs or does teaching have to adapt to technology
needs?

123

OECD (2010) p 21
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Perhaps the most crucial question that needs to be asked about the technologies that are being used
in the school is whether they support and complement teaching, or do they require teaching to be
modified to accommodate the working and processes of the technology? If the latter is the case, this
is a cause for concern. Research suggests that many technology packages, applications and systems
do not take sufficient account of how students learn and do not therefore design their systems to
support and align with this understanding from the learning sciences. In the worst-case scenarios, the
technology can be retarding learning because it is disrupting and interfering with learning.
Many technology 'solutions' fail to take the learner into account and assume that learners and teachers will adapt
to the requirements of the new technology rather than the new technology adapt to the needs of the learners and
teachers.124

The key point to remember is that several conditions need to be satisfied by the technology.
It is the instructional method that causes learning (not the medium)125
Effective instruction with technology helps cognitive processing in learners without overloading their cognitive
system ('dual channels', 'limited capacity', 'active processing') - this can be achieved by reducing extraneous
processing, managing essential processing, and fostering generative processing.126
A major obstacle to learning with technology occurs when the amount of cognitive processing required for learning
exceeds the learner's cognitive capacity. In particular when the instructional message is poorly designed or contains
extraneous material, the learner must engage in extraneous processing, which may leave insufficient cognitive
capacity for the essential and generative processing really needed for learning.127

Q3. Is technology providing opportunities to learn in new and different ways that engage students
and prepare them for their future?
Many strong claims are made for the potential of new technologies to transform education and training around the
world, but few of the claims have been substantiated by research evidence or even tested in rigorous scientific
research. 128

The survey examines the extent to which the addition of technology to classrooms and lessons is
enabling teachers and students to explore different approaches to learning certain content,
approaches that would not have been possible without the assistance of the technology. Often the
‘computing power’ and the multimedia features of technology make new ways of learning content
possible, while at the same time engaging the students, but ensuring the teacher can retain the fidelity
of the teaching method.
Computer-based technology also allows for levels of interactivity, computational power, graphic rendering and
information retrieval that may not otherwise be feasible.129
Technology-centred approaches focus on providing access to technology in education, whereas learner-centred
approaches adapt technology to serve as a cognitive tool for learners.130

A major consideration in the acquisition and deployment of technology is to ensure that it does not
produce ‘cognitive overload’.
The central challenge of instruction with technology is to support the learner's active cognitive processing during
learning (essential and generative processing) without overloading the learner's cognitive capacity.131
OECD (2010) p. 183
OECD (2010) p 189
126 OECD (2010) p 179
127 OECD (2010) p 191
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Effective instruction with technology seeks to help the learner engage in appropriate cognitive processing during
learning without overloading her or his cognitive system. This overarching goal can be achieved by reducing
extraneous processing, managing essential processing and fostering generative processing.132

Q4. Is technology helping to make learning a more collaborative and social experience for
students?
Powerful reasons for the success of many approaches using technology, co-operative learning, inquiry-based
learning, and service learning reside in their capacity to motivate and engage learners. That is, the child or young
person is motivated to learn because the mode of learning using technology is appealing, or because the process
and content are meaningful, - as in inquiry-based or community-based approaches - or because the learner is
stimulated by contact with others outside the conventional educational community.133

DEFINITIONS
The following definitions apply to the subdomains and survey indicators for this domain.

Subdomain E1
Education Technology Awareness
DEFINITION
This subdomain explores the extent to which teachers and school leaders are well-informed about the
range and extent of technology available for use in schools, where to find it, and how to determine
what technology is (a) of the best quality and (b) most suited to their individual school needs.
INDICATOR 1
Level of awareness of technology in education
DEFINITION
This indicator measures the extent to which school leaders and teachers have a good knowledge and
understanding of available educational technology.
INDICATOR 2
Level of understanding of technology design and the learning process
DEFINITION
This indicator measures the extent of knowledge and understanding among teachers and school
leaders of the critically important links between the learning process and the design of educational
technology. It explores the level of awareness within the school that there are very significant
differences between the quality of available technology as a result of varying degrees of alignment
between how we learn and the instructional design and content of the technology.
INDICATOR 3
Attitudes to the use of technology for teaching and learning
DEFINITION

132
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This indicator probes the attitudes of relevant stakeholder groups in the school to the use of
technology in education and classrooms. It measures the extent of positive or negative attitudes to
technology among these stakeholders.

Subdomain E2
Effective use of Technology
DEFINITION
This subdomain is concerned with how effectively the technology in the school is being utilised and
deployed for teaching and learning. In particular it probes the link between how students learn and
how well the technology takes this into account. It measures how widely and frequently technology is
typically used within classrooms. It also measures how well the potential of some technologies is being
positively exploited.
INDICATOR 4
Effective use of technology for teaching and learning
DEFINITION
This indicator examines how effectively the school is using its technology to directly support and
enhance the teaching and learning process. The focus is on technology as it affects learning, not just
how technology can support a teacher’s administrative tasks.
INDICATOR 5
Breadth of application of technology in the classroom
DEFINITION
This indicator measures the extent to which technology is used for various purposes and activities
within the classroom.
INDICATOR 6
Depth of application of technology in the classroom
DEFINITION
This indicator measures how the technology is used for various purposes and activities within the
classroom. The prime focus is on how significantly the technology is being used to support quality
teaching and effective learning.

Subdomain E3
Optimising the use of technology
DEFINITION
This subdomain focuses on the positive aspects of technology as it can be applied in the classroom.
Technology offers a number of positive benefits when strategically deployed in classrooms.
Technology has been found to facilitate processes and tasks that could not be performed without the
assistance of powerful computer processing power and functionality. Technology also strongly
promotes active learning. We know from learning science that active learning is to be strongly
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encouraged among students. Technology can also build a learning environment that is based on
collaboration and support the creation of knowledge.
INDICATOR 7
Impact on classroom dynamics
DEFINITION
This indicator measures the extent to which the introduction, enhanced use or increased use of
technology as part of the teaching and learning process has facilitated a positive change in classroom
dynamics. In particular, given the importance of learning as a social activity, to what extent is the use
of technology increasing the extent of ‘social and shared’ learning in classrooms?
INDICATOR 8
Impact on student engagement levels
DEFINITION
This indicator measures the extent to which the use of technology in classrooms has been observed
to increase student engagement levels.
INDICATOR 9
Impact on traditional teaching practices
DEFINITION
This indicator measures the extent to which teachers have modified their teaching approaches and
techniques as a consequence of the availability and use of technology in the classroom.

5. SURVEY SPECIFICATIONS
Methodological Considerations
A number of options exist in the construction of survey questionnaires. This section provides
information on key structural features of the surveys and provides the sources of information used in
making design decisions.
The first has to do with the number of points on the rating scales. The following advice is directly
applicable to the BSfS survey response scales (which include dichotomous items, 4-point scales, 5point scales, and lists of varying length.)
Number of Points on Rating Scales
Thus, there appears to be no standard for the number of points on rating scales, and common practice varies widely.
In fact, however, the literature suggests that some scale lengths are preferable to maximize reliability and
validity.134
The ease of mapping a judgment onto a response scale is likely to be determined in part by how close the judgment
is to the conceptual divisions between adjacent points on the scale. 135

134
135

Krosnick, J. A and Presser, S. Handbook of Survey Research, Second Edition (2010) p. 268
Ibid. p. 270
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Many investigations have produced evidence useful for inferring the optimal number of points on rating scales.
Some of this work has systematically varied the number of scale points offered while holding constant all other
aspects of questions. Other work has attempted to discern people’s natural discrimination tendencies in using
rating scales.136
Some studies have found the number of scale points to be unrelated to cross-sectional reliability. Bendig (1954)
found that ratings using either 2-, 3-, 5-, 7-, or 9-point scales were equivalently reliable.137
Although there is some variation in the patterns yielded by these studies, they generally support the notion that
reliability is lower for scales with only two or three points compared to those with more points but suggest that
the gain in reliability levels off after about 7 points.138
Studies estimating correlations between true attitude scores and observed ratings on scales of different lengths
using simulated data have found that validity increases as scales lengthen from 2 points; however, as scales grow
longer, the gains in validity become correspondingly smaller (Green & Rao, 1970; Lehmann & Hulbert, 1972;
Lissitz & Green, 1975; Martin, 1973, 1978; Ramsay, 1973).139
Several studies suggest that longer scales are less susceptible to question order effects (Wedell & Parducci, 1988;
Wedell, Parducci, & Lane, 1990; Wedell, Parducci, & Geiselman, 1987).140
As with the research on reliability, these studies generally support the notion that validity is higher for scales with
a moderate number of points than for scales with fewer, with the suggestion that validity is compromised by
especially long scales.141

Rating Scale Mid-points
More importantly, O’Muircheartaigh et al. (1999) found that adding midpoints to rating scales improved the
reliability and validity of ratings. Structural equation modeling of error structures revealed that omitting the
middle alternative led respondents to randomly select one of the moderate scale points closest to where a
midpoint would appear. This suggests that offering midpoints is desirable.142

Labeling of Rating Scale Points
Various studies suggest that reliability is higher when all points are labeled with words than when only some are
(e.g., Krosnick & Berent, 1993)143

Order of Response Alternatives
How should researchers handle response order effects when designing survey questions? One seemingly effective
way to do so is to counterbalance the order in which choices are presented. Counterbalancing is relatively simple
to accomplish with dichotomous questions; a random half of the respondents can be given one order, and the other
half can be given the reverse order. When the number of response choices increases, the counterbalancing task can
become more complex. However, when it comes to rating scales, it makes no sense to completely randomize the
order in which scale points are presented, because that would eliminate the sensible progressive ordering from
positive to negative, negative to positive, most to least, least to most, etc. Therefore, for scales, only two orders
ought to be used, regardless of how many points are on the scale.144

Domains, Subdomains and Indicators
The five domains are broken down into a total of 15 subdomains and subsequently a total of 43
indicators.

Ibid. p. 271
Ibid. p. 272
138 Ibid.
139 Ibid.
140 Ibid. p. 273
141 Ibid.
142 Ibid. p. 274
143 Ibid. p. 275
144 Ibid. p. 281
136
137
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Distribution of items across domains
While all five domains are essential components of the overview of the school’s activities and
responsibilities, two domains have a larger percentage of the total of items. The distribution of the
total of 432 Field Trial items by domain was145:
1.
2.
3.
4.
5.

Environment
Leadership
Teaching and Learning
Well-being and Success
Technology

21%
22%
32%
15%
4%

(90 items)146
(95 items)
(137 items)
(64 items)
(16 items)

Item types
A range of item types are used in the survey. All responses are closed responses.
Item types include:
*
*
*
*

PROFILE QUESTIONS
LICKERT SCALE
FREQUENCY RESPONSE
SELECTION FROM LIST

Delivery mode
The surveys are web-based and are completed online using desktop or laptop computers, tablets or
some handheld devices.

Validations
All draft survey items WERE subject to four validation processes prior to being confirmed for the
final surveys.
The validations include:
Validation 1: Draft item topic review conducted by the Expert Advisory Network
Validation 2: Conduct of cognitive laboratories
Validation 3: Field trialling of all draft items
Validation 4: Analysis of the field trial data that includes a range of additional validation tests

Expert Review
The Survey Construct Map and the draft survey item content topics were reviewed by the Expert
Advisory Network members (see below).
Members were asked to review: relevance; currency; accuracy; coverage; emphasis; omission;
unnecessary inclusions; structure; categorisation; and ‘other’ comments, concerns or observations.
Items were modified as appropriate in response to feedback received.
Cognitive Laboratories
The draft items were reviewed through formal cognitive laboratory procedures that included small
representative groups of the six school populations who respond to the survey. (For students, there
were respondents from both school upper and lower levels). These laboratories were conducted in
Please note because of rounding, these figures do not sum to 100%
There were an additional 33 questions that did not have responses on a likert scale or frequency response. These items are reported as
part of the overall ‘profile’ of the school. These figures have been rounded and thus do not add to 100%.
145
146
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accordance with the standard and formal technical procedures required for effective feedback on
items.
Items were modified as appropriate in response to feedback received.
Field Trials
Post-expert review and cognitive laboratories, the draft items were field trialled using scientificallydetermined population samples.
Validations during Data Analysis
During the analysis of the field trial data, various statistical tests are applied to the draft items’ data
to provide reports on their ‘performance’ to support the final survey item selection process.
Sample Selection
The program’s expert measurement advisor147 provides the specifications and procedures for the
selection of sample populations from each school for each of the six respondent school populations
on the basis of an analysis of the field trial data.

6. REPORTING FINDINGS
Reporting of findings is structured in accordance with the survey map and framework.
The purpose of the survey is to determine to what extent the school aligns with the international
advice in relation to the school’s management of teaching and learning and all significant related
activities. The comparison is set against recommended practice and expert advice. The reports will
display the level of agreement for each domain and subdomain on a colour-coded graduated scale.
The reporting of the survey findings focuses on the following features of the results:
1. The extent of alignment between the school’s survey findings and the recommendations
and guidelines contained within the International Evidence base.
2. The extent of agreement and disagreement between respondent groups on the survey
questions displayed at scale and item level
On the basis of statistical comparisons across the data, the report presents each school with a
comprehensive set of Recommendations and Endorsements. Because each school’s data differ from
one another, each report is unique and focuses directly and exclusively on the findings from the school
surveyed.

147

Assoc. Professor Margaret Wu
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