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This study sets out to investigate the impact of corporate acquisition on a group of four small 

independent preparatory schools owned, and run, by one of the UK's largest suppliers of 

independent education. Specifically it aims to prove that such acquisition results in the 

imposition of a business climate which was previously not evident, and the emergent 

development of'corporate culture'. Its methodological approach is that of a multiple-site case 

study utilising a technique developed by Hargreaves (1995), and supported by a series of one-

to-one interviews with the head-teachers of the schools and a representative sample of their 

staff. It begins by considering the characteristics which constitute a typical independent 

preparatory school and the apparent lack of recent research in this area. From this it 

undertakes an extensive literature review of previous research into organizational and school 

culture, and attempts to identify whether any real differences exist between these two terms. 

Additionally it draws a distinction between the terms 'culture' and 'climate'. The main 

conclusions from the study are that there is evidence to suggest that corporate acquisition of 

independent preparatory schools introduces an element of 'business climate' not previously 

associated with the schools. This climate is perceived by the staff, although not by the head-

teachers, as having a detrimental effect on the education of the children within the school, with 

much of the investment being inappropriately used to improve the facade of the schools. There 

is also some evidence to support the growth of corporate culture within the schools, although 

this is far less explicit than the existence of a business climate. Much of this perception appears 

to be as a direct result of the lack of corporate communication and interaction between the 

organization's executive officers and the staff of the schools. Staff are generally of the opinion 

that they do not matter. Finally it makes some firm recommendations for future research in the 

independent preparatory school sector and in the field of corporate acquisition and its 

consequences in particular. 
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1. INTRODUCTION 

1.1 Independent schools defined 

As with any form of study there is the inherent problem of defining the field of research, 

and nowhere is this more true than in the area of the 'non-state education' sector. This 

latter term has been deliberately chosen so as to draw a distinction between schools 

which are either fully or partially funded by 'the State', and those that are not. In the non-

state sector there are generally considered to be three terms which throughout the 

literature are seemingly deemed to be interchangeable; public schools, private schools and 

independent schools. However the perception of these terms varies from individual to 

individual and the literature indicates that the 'labels' public and private are more usually 

associated with the elitist, or famous old schools, such as Eton and Harrow. In contrast 

the term Independent is more generally attributed to those schools at the lower end of the 

sector, that is schools which are, for instance, not members of the Headmaster's 

Conference (HMC). These schools may belong to alternative organisations such as the 

Incorporated Association of Preparatory Schools (TAPS) and the Independent Schools 

Information Service (ISIS). In general they cater for those parents looking for an 

affordable alternative to the local state school for their children's education. There is, 

however, one attribute which all these types of school have in common irrespective of the 

term they use; they are all fee-paying schools, with the difference being in the level of fees 

levied, although Johnson (1987, p xii) argues that 

" The term 'public schools' is inappropriate for schools at which fees are charged. " 

The Department for Education and Employment (DfEE) defines independent schools 

as : 

" A registered independent school is any school at which full-time education is 

providedfor five or more pupils of compulsory school age and which is not a 

fcAoo/ Ay a /ocaZ awf/zonfy or a fcAoo/ 

education not maintained by a local education authority. " 

(DfEE Web site) 

For the purposes of clarification it should be noted that within this study it is the term 

'independent' which is applied to the preparatory schools under investigation since : 
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" m qpgM (jleAafe, Mow / ? r ^ r fo r ^ r fo 

fAe/MjeZvgj: ay m(%?gMdgMf fcAooZf, j'mg f/zg w/fcfg var/efy prov/ĵ foM fAaf zj 

orvaz/aA/e accor^fmg fo zWfvẑ f̂waZ regM/rgTMeMAy. " 

(Wal&rd, 1984, p2) 

and 

' M MOW f/ze êr/M, (zŷ wmê / 6y /Ag fcAoo/,y fo 6e /More 

j^ocW(y accgpfa6/e." 

(Rae 1981 mWam)rd(1991)pl5) 

Definition on its own cannot be considered as adequate when considering this field of 

research, and it is important to understand and clarify the characteristics which constitute 

the 'typical' independent preparatory school. 

" f r ^ w a f o / y ĵ cAooẐ  zm/aZZy ca^grmg/br fAg 7 - 73 agg raMgg, va/y f/zg 

we/Z gg'M^g(f gjgpgyiyzvg ygg(/gr fcAoo/fybr fAg yprgj-f/gzoz/f jc/zooZ.y, fo 

fAg &)WMngAf cAg(g? a/7(/ " 

(WalArd, 1984,p2) 

" The independent sector is diverse schools range from the large traditional 

j7w6Zzc ^ycAook, Zo vg/y ĵ /TzaZ/ gA'̂ aAZzf/z/Mgn̂ .̂ TTzg)/ /May cafgrybr aZZ aggĵ  2/J 

f/zroMgA fo 76/7^, or 6g j^rg-pr^amfoTy (aggf 2 - ^/"^arafo/y or/wnzor (bgg^ 

7 - 77+ or 7 j+), ĵ gMzor ĉAooZf (aggĵ  77+ or 7j+ fo 76 .̂ 

(DfEE web site) 

In her studies of small private schools in South Wales, Janis Griffiths (in Walford 1991, 

p84-97), identified a number of common characteristics among her sample as being, 

schools with a student population of between one hundred and twenty, and two hundred 

and seventy, a pupU-teacher ratio average of 1:11.75, and small class sizes matched by 

small classrooms; additionally few of these schools, if any, were surrounded by acres of 

private ground, and were generally "firmly located in the domestic buildings of the 

former middle classes. ". The background of the four schools investigated within this 

study are outlined in sections 1.4.2 to 1.4.5 inclusive, and all bear similar characteristics 

to those identified by Griffiths, and fit the general definitions propounded earlier. It is 
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therefore considered appropriate to view these schools as being typical of small 

independent preparatory schools. 

1.2 Statement of the problem 

" In Britain there is surprisingly little research on private schooling.... " so states 

Geoffrey Walford (1991, pi) in his introduction to his book 'Private Schooling: 

Tradition, Change and Diversity', and that this is primarily due to the perception that 

"fAg /zfgA gwaZffy o/pnvafe .yo gvzdIeMf fAo/ ^ " Given 

the previous section's definition of what 'private schooling' constitutes, it can be argued 

that there is in fact so little research on 'independent schooling' that this in itself is the 

problem for anyone wishing to conduct research in this specific field. What research there 

is has been mainly concerned with the question of parental choice (West, 1992; Falconer, 

1997; Foskett & Hemsley-Brown 2000) and the factors that parents consider when 

deciding on which school is most suited for their children's education. Foskett & 

Hemsley-Brown (2000, p6) identify four characteristics of the sector which have 

influenced this lack of research 

a. The competitive nature of the market has meant that collaboration on 

research has not been acceptable between schools. The desire to keep 

understandings of the market and research confidential 6om competitors has 

been strong. 

It is worth noting that this study has failed to find any viable research even 

where the schools, as in this case, are members of a common group. 

b. The overall trends in the independent school market in recent years have 

been towards growth in pupil numbers, and the demand for independent day 

school places in many localities exceeds supply. 

Within this study the pressure on the schools to increase pupil numbers has 

emerged as one outcome resulting from acquisition. 

c. Research had tended to be market research for individual schools, and hence 

confidential. In many cases it has also focused on specific issues (for 

example, sixth form entry) rather than seeking to provide wider pictures of 

the operation of the market place. 

This study investigates the impact of corporate acquisition on four schools, 

individually and as a group. 

d. Research is an expensive process. Without the pressure of specific issues to 
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address, schools feel that the use of resources in this field is not justified. 

None of the schools, nor the holding organization, have incurred any costs 

in the undertaking of this study. It has been fully funded by the researcher. 

There does not appear to be any rhyme or reason to this situation, and whilst, from the 

above findings, it could be argued that much of that which needs to be researched may be 

considered as commercially sensitive it does not bode well for gaining an academic 

understanding of the nature of this sector. There are two main organizations, as 

previously mentioned, within the UK who are associated with independent schools, ISIS 

and I APS, neither of which are apparently substantially involved in major research within 

the sector. Much of their work is in the promotion and marketing of their member 

schools to parents of potential pupils. One further organization which appears to take a 

more holistic view to the sector is the Independent Schools Council (ISC). Discussions 

with pro&ssionals working within these organisations suggest that the shape and 

structure of the sector is changing and that " the vast majority of preparatory schools 

atlAie same time " fAwang zj agyioiMHig 

interest" ( spokesperson I APS), whereas previously they were proprietor owned and run. 

Whilst it may be argued that economic forces have had little effect on the more 

prestigious public schools, there is much evidence to suggest this is not the case within 

the independent preparatory school sector. GrifSths (in Walford, 1991, p96) concluded 

that " Independent schools at the lower end of the market-place, particularly those run 

as a business, rather than enjoying the high financial benefits of being educational 

mfAm a oW arg vw/MgraA/g fo f o r 

schools, existence is precarious... During the 1990's it has been observed that one 

impact of these market fluctuations, is the number of these smaller schools which have 

been subject to corporate acquisition by groups such as Nord Anglia and Asquith Court. 

One of the outstanding issues which has yet to be addressed, is the question of whether 

this 'corporate' acquisition impinges upon the 'culture' of the school in any way, and it is 

this question which forms the focus of this study. 

1.3 Purpose of the study 

It is important here to understand the direction from which this study has been 

undertaken. The researcher is a parent of two children who attend, or have attended, an 

independent preparatory school which during their attendance was subject to corporate 

acquisition. As a result of this action it was quite discernible, to the researcher at least. 



that the 'culture' or 'climate', terms which are discussed later, of the school changed 

significantly from that of a family run to a more business like approach. Interest in this 

area has been further stimulated by an earlier small scale study undertaken as part of the 

taught element of the EdD, (Williams (1998)). Whilst that previous study was aimed 

primarily at questioning the ability, even desirability, of identifying school culture it 

transpires that it also formed the basis of a pilot study for this much wider investigation. 

Whilst much research has been undertaken into school culture ( Handy & Aitken 

(1984,1990); Glatter (1988); Hargreaves (1995); Prosser (1999)) this has generally been 

concerned with the management of change within the State education sector ( StoII & 

Fink (1996)). As discussed in the previous sections the definition, characteristics and 

nature of the independent preparatory school sector dictate that research undertaken in 

the state sector cannot be considered generic to all sectors of education. The value, and 

relevance, of this research within the context of this investigation is discussed in Chapter 

2. However, it should be noted that there appears to be very little evidence of this form of 

'cultural', or any other real research, in respect of the independent preparatory school 

sector. 

The initial pilot study was limited, looking at only a single school, within a group, and 

hence no comparisons or generalisations with other schools within, or outside, the group 

could be drawn. A fuller discussion of the pilot study and its findings can be found in 

Chapter 3. This new study proceeds much further and investigates the culture, and any 

cultural changes, as perceived by the staff, that may have occurred, as a result of 

corporate acquisition, within four independent preparatory schools which are owned and 

run by one of the UK's largest providers of independent education. The key research 

question this study addresses is 

Does corporate acquisition of small, independent preparatory schools precipitate a 

change in those schools' culture or climate as perceived by the head-teachers and their 

staff? 

In order to answer this question a number of secondary research questions are also 

addressed 

a) What is the 'culture' of each of the schools studied ? 

b) What, if any, are the similarities and differences between these 'cultures' ? 
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c) Have the staff or head-teachers perceived any 'cultural' changes since each school 

was acquired by the group ? 

d) Is there any perception by the staff or the head-teachers of the emergence of 

'corporate culture', or ' business climate', within the schools ? 

1.4 Background to the Schools and the Group 

As with all types of social sciences research two fundamental considerations must be 

taken into account by the researcher - those of confidentiality and the right to privacy. 

" M a/i ng/zf a W z/? /̂zgĵ  f/zaf f/ze zWzvzfiwa/ coMcerMgff 

/̂zoz/Z<̂  6kcz6/e w/zaf fAezr /'erjowz/ CŶZMZow, /za6% 

eccentricities, doubts and fears are to be communicated or withheld from 

o^/zgrf." 

(Anderson, 1996, p24) 

Additionally the researcher must also be aware that when investigating schools these 

should apply as much to the institutions involved as to the individuals themselves. 

Mindful of this it should be noted that whilst the study and findings are factual the names 

and identities of the schools, the staff, and the group are fictitious. 

1.4.1 Southern Schools Group Ltd 

As it was not the intention of the research undertaken to consider the culture of 

Southern Schools Group Ltd., it does not form part of the study. However it was 

deemed ethical and professional to approach the Chief Executive for permission to 

undertake the research. 

" Many barriers are placed in the way of those who would conduct field 

^fWzg& S'ome q/"f/zejg are q/fgM j'Mc/z oAfazMz/zg/zMa/zcW 

.ywRporfybr rgfearc/z aW Wmg pr̂ zvd ê/Mg/zf w/zgM m f/ze yzeZdl PFTzaf 

M ^ fAe mZe f/zg //zg OM /̂zonfy wAo 

graMAy or wzf/z/zoZdk /)gr/?zzĵ ẑoM /or /̂zg ĵ zfe, z» coMZroZZmg 
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ay a mgcAaMM/M focW coMfroZ over 

,ygvgraZ Âe rgj^earcA g/Z/orr. " 

(Rist (1975) in Popkewitz & Tabachnick, 1981, p264) 

After due consideration, permission was granted conditional to the agreement of 

the head-teachers, and staff, of the individual schools, who themselves would act 

as gatekeepers. 

Established in 1989, and based in the South of England, Southern Schools Group 

Ltd. is one of the UK's leading providers of independent education. Primarily 

active in 'nursery' or 'pre-school' provision, it has over the years acquired a small 

number of preparatory schools catering for children from five to thirteen years of 

age. By the end of 1999, following the acquisition of a competitive group of 

nursery schools, there were approximately ninety establishments within the 

organisation. Of this number only eight provide preparatory school education, for 

children within the age group specified previously. It is a sample of four of these 

latter schools that forms the foundation on which this study is based. Within the 

sample, the schools which have belonged to the group the longest, ten years, and 

the shortest, two years are included. For the purposes of this study the term 

Southern Schools will be used to identify the group. 

1.4.2 Oldest Preparatory School 

Founded in 1870, Oldest Preparatory School is an independent, selective school 

for some two hundred and sixty boys and girls aged two and a half to thirteen 

years. Located in a large, converted house, situated north of London it has been at 

its present site since the mid 1900's. It was acquired by Southern Schools in 1990, 

and over recent years, a programme of modernization and development of 

facilities has been undertaken. The current head was appointed at the time of 

acquisition, although he had been a member of the teaching staff for a number of 

years prior to this. For the three years immediately preceding the acquisition the 

school had seen four different headmasters, and, according to staff was 

'encountering low morale'. Teaching is based on the National Curriculum 

requirements plus those of the Common Entrance Examination to Independent 

Schools and the variances of Scholarship and Entrance Examinations required by 

individual, independent secondary schools. Excluding nursery school, and all 
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support staff, there are twenty one teaching staff in the preparatory school giving a 

staff: pupil ratio of 1:9. Boys and girls from a variety of cultural backgrounds, 

including children whose parents are diplomats from many parts of the world form 

the student body. The school is proud of its academic track record and of its 

success in securing places for its pupils at a wide range of senior schools, 

including Harrow, Mill Hill, and Westminster. 

1.4.3 Midway Preparatory School 

Founded in 1933, initially for boys only, Midway Preparatory School, which has 

admitted girls since 1978, occupies a large Victorian house on the edge of 

Midway, in the Home Counties North. Non-selective, it comprises a nursery 

department and a main school which together cater for children from the age of 

two and a half to eleven plus. With a total of one hundred and fifty five pupils, of 

which approximately one hundred and twenty are in the main school, and a 

teaching staff of twelve, classes are small with a staff: pupil ratio of 1:10. Midway 

was acquired by Southern Schools in 1994 following a period of declining pupil 

numbers and loss of confidence in the then proprietor/headmaster. The current 

head was appointed at the time of acquisition, prior to which she had worked for 

many years for Southern Schools within the nursery/pre-school sector. Of the four 

schools, Midway is the only one to have a female head-teacher. Furthermore, of 

the remaining staff only one is male. The curriculum is broadly based on the 

National Curriculum for England and Wales. However, since early foundations are 

laid for the basic skills, a high standard of literacy and numeracy is achieved well 

in advance of National Curriculum requirements. When questioned, staff in the 

school generally felt they deliver National Curriculum Plus in all subjects, covering 

the demands of entrance examinations to independent secondary schools at eleven 

plus. 

1.4.4 Nearby Preparatory School 

Founded in 1952 as a girls only school, with six pupils. Nearby moved to its 

present site and became co-educational in 1959. The school is non-selective and is 

contained within a large converted house located in the centre of Nearby town, 

conveniently situated in the Western Counties. It comprises a nursery and main 

school catering for children from the ages of three to thirteen. The school was 

- 8 -



acquired by Southern Schools in 1993 with the current head being appointed at 

the same time. As with all the schools in the study, classes are small with a staff 

population of fourteen and a typical staff: pupil ratio of 1 : 11. Similarly teaching 

is framed within the broad requirements, and the remit, of the National 

Curriculum, with pupils being prepared for entry to a variety of secondary schools 

in both the state and independent sectors. Nearby is proud of its academic 

achievements with many pupils going on to study at schools such as Cheltenham 

Ladies' College, and Millfield. 

1.4.5 Newest Preparatory School 

Newest Preparatory School was founded in 1940 as a boys only school for seven 

to thirteen year olds. During 1990/1991 it converted to co-education, and 

introduced a nursery department. Occupying a large converted house and some 

smaller outbuildings it has been located at its present site, west of London since 

foundation. Being selective, it comprises nursery, junior and senior departments 

catering for children from the ages of two to thirteen plus. With a staff of twenty 

one and a staff: pupil ratio of approximately 1 : 9 class sizes are small. The school 

is the most recent member of the group, having being acquired by Southern 

Schools in 1997. The current head has been a member of staff for over twenty five 

years and was appointed to the headship in 1988. Within the schools covered in 

the study, Newest is the only one not to have had a new head appointed at the 

time of acquisition. As with other schools within the group the curriculum is based 

upon the requirements of the National Curriculum and the Common Entrance, and 

Scholarship examinations to independent secondary schools. Additionally Newest 

has an outstanding reputation in the field of special educational needs, and attracts 

a high proportion of such pupils from its local catchment area. 

1.5 Limitations of the Study 

As previously outlined this research develops the work undertaken in the pilot study. 

However, it should still be considered as limited within its scope since it does not address 

the issues of the culture of schools not owned and administered by Southern Schools. 

Whilst the study may find that a similar culture exists within the schools studied it should 

not be assumed that such a culture prevails throughout the much larger independent 

preparatory school sector. Additionally it must be stressed that this study investigates 
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only the teachers' perception of whether there has been any change in the schools' 

culture, or climate, and not whether there has been any actual shift. 

1.6 Synopses of subsequent chapters 

The following sections are designed to give the reader a brief synopsis of each of the 

subsequent chapters. Without going into any depth this will allow specific areas of 

interest to be easily referenced. 

1.6.1 Chapter 2 - Organizational, Corporate or School Culture ? 

This chapter reviews the literature relevant to the study of organizational, 

corporate and school culture. In doing so the chapter discusses past research and 

asks the question whether there really is any difference between these terms. It is 

evident that these phrases are widely used and many researchers within the fields 

of study have proffered their own interpretations and definitions of them. The 

chapter considers a cross-section of these views and attempts to identify those 

deemed most appropriate for the purposes of the study. 

1.6.2 Chapter 3 - Design and Methodology 

This chapter critiques the methodology of the study in terms of the theoretical and 

practitioners' position on the usage of the methods adopted. The initial pilot study 

is discussed along with any recommended improvements proposed. The chapter 

proceeds to outline the strategy employed, the sampling technique, data collection, 

data recording, and data analysis methods utilised. Application of a multiple-site 

case study approach, the adaptation of the Cambridge tool (Hargreaves, 1995) for 

mapping 'school culture', and the use of semi-structured interviews are discussed 

in depth. The chapter fiirther discusses the ethical and practical dilemmas of 

undertaking such research within the environment of busy, small independent 

preparatory schools. 

1.6.3 Chapter 4 - Analysis and Interpretation 

Chapter 4 forms the main body of the study by presenting and analysing the data 

collected. In doing so the chapter discusses the identification of each school's 

individual culture, similarities and differences between these; the presence, or 

otherwise, of evidence to support the apparent emergence of a 'corporate culture' 
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across the schools, and the views of staff" within each school on the findings. 

1.6.4 Chapter 5 

Chapter 5 addresses the conclusions drawn from the study and makes a number of 

firm recommendations for further research in this field, and for organizations 

undertaking corporate acquisition of small independent preparatory schools. 
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<]i]HyGk/iPfi2:/iTri()]\LAJL. (:()]%]P(]HRLA:nE. oi !S(:]H[0()L (jiJiJTruKE: ? 

2.1 Introduction 

What purpose does culture serve and why should we be concerned with its presence ? 

Edgar Schein, probably the world's leading writer on the subject, argues (1999, p3) that 

" Culture matters. It matters because decisions made without awareness of the operative 

cw/Zz/Wyb/rgj" /way /Kzvg aW /raMg " In quoting this 

Schein is referring to the term 'corporate culture', but does not indicate whether the same 

applies to organizational and school culture, raising the question of whether either of 

these latter terms have any attributes which perhaps separate them from 'corporate 

culture'. The purpose of this chapter is to consider this issue and answer the question of 

whether there really is any difference between the terms 'organizational culture', 

'corporate culture' and 'school culture'? It sets out jGrstly to define culture, no easy task, 

and follows this by considering both the 'dimensions of culture' and 'types of culture' 

which have been identified as existing within organizations. In doing so it recognizes that 

schools are also organizations and may be treated as such provided due consideration is 

given to their 'employees' and 'customers', ie staff and children. It concludes by 

considering the notion of'business climate' within the school as an organization and 

argues that the term business is an inappropriate label to attach to independent 

preparatory schools. 

2.2 Culture defined 

In discussing culture it is generally accepted that we are referring to the way a particular 

society behaves in the eyes of the observer. The author and social researcher Gareth 

Morgan explores the idea that "organization is itself a cultural phenomenon" (Morgan, 

1986, p 112), hence introducing the notion that were it not for the existence of the 

organization then the term 'organizational culture' would not exist. If we are prepared to 

accept that organizations do exist, and therefore by default so does organizational 

culture, then we need to make a reasoned attempt at defining it. Given the multitudinous 

writings available to the reader on the subject of culture, be that organizational, corporate 

or school, the act of definition is one of the greatest dilemmas facing the researcher. It is 

tempting to simplify the meaning of culture as "the way we do things around here" 

( Deal & Kennedy, (1982)). However, Furnham (1997, p555) undertook what he 

describes as "an exhaustive historical examination of relevant literature", before he was 
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confident enough to claim he had found "one of the most complete definitions of culture 

which has been developed in recent years." 

"Culture consists ofpatterns, explicit and implicit, of and for behaviour acquired 

and transmitted by symbols, constituting the distinctive achievement of human 

groups, including their embodiment in artefacts; the essential core of culture 

f/Kzr aZ/acAgff cw/fwrg OM fAe OMg gf 

products of action, on the other as conditioning elements offurther action. " 

(Kroeber & Kluckholn, 1952, pi81) 

Many writers in the field of Organizational Behaviour (Wilson & Rosenfield (1990); 

Furnham (1997)) generally agree that the terms 'organizational culture' and 'corporate 

culture' may be considered as being synonymous, whilst the literature research reveals 

that it is the latter of these two terms which has been most widely acknowledged within 

management writings over the past twenty to twenty-five years. The concept of school 

culture is dealt with later in this chapter. 

The problem of definition has been fiirther exacerbated in that, almost without exception, 

academics and researchers in the field ( Deal & Kennedy (1982); Wilson & Rosenfield 

(1990); Frost (1991); Handy (1993); Hargreaves (1995); Schein (1997)) all undertook to 

develop their own definitions, whilst in doing so, accepting that there was already an 

abundance of alternatives in existence. In considering how these 'specialists' have 

understood the concept, Furnham (1997 p556) takes great pleasure in seeing it as "a 

somewhat pointless etymological exercise and accuses many of them of "muddying the 

waters, rather than clarifying the concept. " The following is a selection of these 

offerings, from which it is hoped it will be possible to judge whether there really is any 

significant variation in the proponents' definitions of the broad concept they call 

'corporate culture'. 

' ^ zAaf fAg growp Zgarngf/ if fo/vgf/ 

problems of external adaptation and internal integration, that has worked well 

gMOWgA fo 6g coMffcfgrg f̂ ^Agr^rg, fo 6g fawgAf fo Mgw /Mg/wAgr̂  af fAg 

correct way to perceive, think, and feel in relation to those problems. " 

(Schein, 1997, pl2) 
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Schein acknowledges that there are numerous meanings to 'culture' including language 

and rituals, but does not see them as the foundations of organizational culture. These, he 

believes, consist of the deeper attributes o f basic assumptions and beliefs'. This is highly 

indicative of how many of the authors, who have undertaken research into culture, 

perceive its form. 

fWzvWwaZ aW aye m /wore faMgzAZe 

ay aWy'wgoM, ckcom/WM 

aW TModlgj: q / a/MOMg ̂  " 

(Wilson & Rosenfeld, 1990, p229) 

A common thread among the writings of academics and practitioners is the importance 

they stress on the issue that culture does not exist in a void. In fact the opposite is true 

and they see culture as being created out of the intrinsic assumptions and beliefs of the 

members of the organization. However, the organization itself may well be subject to 

fragmentation and hence the evolution of sub-cultures from within. Most will agree that it 

is the responsibility of the 'leader' to ensure the appropriate culture for the organization 

is properly nurtured. 

' OrgaMfzaffOMaZ CM/fwrĝ y wg crgafg ;̂̂  m parf Ay /ea^/grf, OMg Âg 

decisive functions of leadership is the creation, the management, and sometimes 

even the destruction of culture one could argue that the only thing of real 

f/T^orfgMcg /gaJgrj^ ^ fo crgafg a W ywaMage CM/fwrg. " 

(Schein, 1997, p5) 

" orgaMfzaffOMaZ cz/Zfwrg /way 6g ^acgd^ af /gaĵ f m fo fAg ̂ wWgr^ fAg 

or f/zoâ g wAo jAopgcf m f/zg rgcgM^ " 

(Furnham, 1997, p553) 

" Agcaztyg o»g or morg ^grcgfvg f/zaf f/zg coor^fmafgef coMcgrfgc^ 

action of a number ofpeople can accomplish something that individual action 

caMMOf. ' 

(Frost, 1991, pi4) 
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How relevant these are within the context o f school culture' is explored in later sections 

of this study, but many of the writers on this sul^ect (Prosser, 1999) support the notion 

that: 

"jS'cAooZf are //zezr fAg joeop/e mf/zm f/zg/M. " 

(StoU&Fink, 1996, p83) 

Smircich (1983) argues that one of the m^or criticisms of cultural research, by theorists 

and practitioners, is the way the term 'culture' is used. She addresses this by raising what 

is seemingly a very simple question " cw/rwre or M 

something an organization has ? " This is considered further in some of the following 

sections. Sackmann (1989) (in Furnham (1997, p557)) supports this view and points out 

that "cw/fwrg a /Mea/irngj' ". From 

available evidence, however, it has become apparent that the majority of researchers and 

writers in the field of organizational behaviour are predominantly in agreement when it 

comes to defining corporate culture. 

How then, does the practitioner, manager or indeed researcher undertake the critical task 

of identifying organizational, or corporate, culture ? 

2.3 Dimensions of culture 

Two particular schools of thought, and ones which as we will see later, are perhaps most 

relevant to the concept of'school culture' are those which can perhaps best be termed as 

'dimensionalist' (Hofstede (1980); Bate (1984), Schein, (1990)) and 'typologist'(Deal & 

Kennedy (1982); Handy (1993); Pheysey (1993)). These have concentrated their research 

under the notion that corporate culture is not a single consideration but consists of either 

a number of sub-cultural 'dimensions' or 'types' which together determine the overall 

culture of the organization. Bate (1984) developed his six dimensions of organizational 

culture in an attempt to explain why some organizations were encountering unexpected 

difficulties in solving apparently simple problems. His findings concluded that 

organizations consisted of a number of characteristics which to varying degrees were 

partially responsible for a breakdown in communications and collaboration between 

individual members or groups within the organization. 

1. Unemotionality - avoid showing or sharing feelings or emotions. 
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2. Depersonalization of issues - never point the finger at anyone in particular. 

3. Subordination - never challenge those in authority and always wait for them 

to take the initiative in resolving your problems. 

4. Conservatism - better the devil you know. 

5. Isolation - do your own thing and avoid treading on other people's toes. 

6. Antipathy - on most things people will be opponents rather than allies. 

These findings support, and are supported by both Schein (1990), who identifies seven 

dimensions of organizational culture, and Hofstede (1990) who identifies five. Whilst the 

terminology of Bate, Schein and Hofstede differs, closer scrutiny leads to clearly 

definable links between the dimensions proffered. Each of Schein's (1990) dimensions 

advocates a question, or set of questions, which may be addressed in aiding identification 

of corporate culture. 

1 The organization's relation to its environment. 

"Does the organization perceive itself to be dominant, submissive, 

harmonizing, searching out a niche ?" 

2 The nature of human activity. 

"Is the 'correct' way for humans to behave to be dominant/proactive, 

harmonizing, or passive/fatalistic ?" 

3 The nature of reality/truth. 

"How do we define what is true and what is not true; and how is truth 

ultimately determined both in the physical and social world ?" 

4 The nature of time. 

"What is our basic orientation in terms of past, present, and future, and what 

kinds of time units are most relevant for the conduct of daily life ?" 

5 The nature of human nature. 

"Are humans basically good, neutral or evil, and is human nature perfectible 

or fixed ?" 

6 The nature of human relationships. 

"What is the 'correct' way for people to relate to each other, to distribute 

power and affection ? Is life competitive or cooperative ? Is this the best 

way to organize society on the basis of individualism or groupism ? Is the 

best authority system autocratic/paternalistic or collegial/participative ?" 

16-



7 Homogeneity versus diversity. 

"Is the group better off if it is highly diverse or if it is highly homogenous, 

and should individuals in a group be encouraged to innovate ?" 

Hofstede's (1980) original research identified four dimensions to national culture, and it 

was not until he revisited this research, (Hofstede(1990)) that he linked these national 

cultural dimensions with organizational culture. From this later work it is possible to see 

how these dimensions replicate many of those propounded by Schein. It is also worth 

noting that Hofstede (1991) applies his 'types' in the school environment, where he 

generally considers these from a teacher-student perspective and how the culture of the 

school affects these relationships. The focus of this study however, is based around the 

teachers' perspective of the school's culture. 

1. Uncertainty Avoidance (UA). 

The dimension by which the people within an organization, or indeed, the 

organization itself, are measured on their willingness to take risks. In low UA 

organizations risk is not seen as a major issue and is generally deemed acceptable. 

In strong UA organizations people inevitably feel threatened by uncertain 

situations, and experience stress and anxiety when faced with even a small degree 

of uncertainty. 

There is a distinctive correlation here with Schein's first dimension 'an 

organization's relation to its environment', since one can surmise that the more at 

ease an organization is with its environment the less fearful it will be of taking 

risks. 

2. Power Distance (PD) 

This dimension is concerned with how far the culture encourages superiors to 

exert power over their subordinates, and the level of acceptance by the 

subordinate to this. 

This relates very strongly to both Schein's second dimension - "the nature of 

human activity" and his sixth dimension - "the nature of human relationships", and 

Bate's subordination dimension. Each of these has an element of 

power/dominance within them, concentrated on the relationship and behaviour of 

superiors and subordinates to each other. No one ever challenges those in 

authority. 
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3. Individualism - Collectivism (IC) 

The IC dimension is the degree to which a culture encourages individual as 

opposed to collectivist or group concerns. 

Again there is definite reciprocity between this dimension and the sixth and 

seventh dimensions from Schein's list. All three are concerned with the role of the 

individual within the organization and the extent to which individualism verus 

groupism/collectivism is encouraged. Likewise similarities can be found with 

Bate's isolation dimension. 

4. Masculinity - Femininity (MF) 

At the 'masculine' end of this dimension the emphasis is on the achievement of 

tasks, winning rather than losing, with little consideration for the 'cost' of such. 

The 'feminine' end indicates concern for the whole process and focusses on ways 

of satis^ing the goals of many of the participants. 

Here too, it is possible to equate this dimension with that of Schein's fifth 

dimension dealing with the "nature of human nature" since both are concerned 

with what is good and the 'end justifying the means'. 

Between the publication of his works in 1980 and 1991 Hofstede found himself in a 

dilemma. Since he had constantly argued that culture was an important factor in 

determining the way people think, he realised that this must also affect the theories that 

academics and scholars, like himself, proposed. That is to say he realised his own culture 

must have been influencing his perceptions of other cultures. To address this apparent 

discrepancy he collaborated with a colleague of his, who at the time was living and 

working in Hong Kong, to undertake further research, but with an Asian emphasis. As a 

result of this work, a fifth. The Long-Term or Confucian Dynamism, dimension was 

identified. (Hofstede & Bond (1988)). 

5 Long-Term - Short-Term (LS) 

This fifth dimension advocates that within an organization a culture exists which is 

dependent upon the attitude of people to the long and short-term prospects for 

change. Cultures with a high LS score appear to take a long-term view of the need 

for change, whilst conversely those with a low LS score have the opposite view. 

This dimension relates very closely to "the nature of time", Schein's fifth 

dimension. Both deal with the issue of time and it is reasonable to assume that 
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when proposing this dimension Schein would have considered the issue of the 

organization's attitude to change, and the relevant time-scales involved. 

Whilst both Schein's and Hofstede's dimensions are detailed and cover many of the 

factors which influence the development of corporate culture they should not be 

considered exhaustive. Many writers and researchers still disagree with them, and it is 

unlikely that a definitive list will ever be forthcoming. Perhaps this is not surprising since 

we are all individuals and as such will continue to have our own views on what does, or 

does not constitute culture. Likewise it may be argued that all cultures are unique and 

hence one should not expect researchers and writers to concur. It raises the interesting 

question of whether or not two independent studies into the same organization would 

identify identical cultures ? 

2.4 Types of culture 

Much has been written about the need to classify, or categorize, corporate culture so that 

a starting point can be established prior to plotting and implementing change. It is the 

second school of thought, 'typist' which plays a much more proactive role in this 

exercise. Even so we shall see in the following discussion that many of these 'types' are 

intrinsically linked to the alternative, perhaps complementary, 'dimensionalist' school of 

thought. 

Deal & Kennedy (1982, pi07-108) identify four differing and recurring types in 

proposing their 'taxonomy of corporate culture' 

1. The tough guy, macho culture. 

"A world of individualists who regularly take high risks and get quick feedback on 

whether their actions were right or wrong." 

Frequently these are construction, management consultancy, venture capital, 

media, publishing, and sports organizations. 

We can see here some correlation between this 'type' and both Hofstede's and 

Schein's dimensional approach. All relate to an individualist element of 

organizational culture where risk taking is part of everyday life and the potential 

returns justify that risk. 

2. The work hard - play hard culture. 

Fun and action are the rule here, and employees take few risks, all with quick 
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feedback; to succeed the culture encourages them to maintain a high level of 

relatively low risk activity. 

Frequently these are estate agents, computer companies, vehicle distributors, 

door-to-door sale operators. They can get fooled by success because of little long-

term planning. 

It is more tenuous here to directly establish a link with Schein's dimensions, 

however much of this type of culture can be seen within the 'long-term, short-

term' dimension of Hofstede's work, where the culture of the organization is 

dependent upon its attitude to timed planning. From this we can extrapolate to see 

a loose fit with Schein's fourth dimension. 

3. The bet-your-company culture. 

This culture is one of high-risk and slow feedback where employees may have to 

wait years beAre they know whether decisions made have paid Types of 

organizations found to exhibit this culture are frequently banks, mining companies, 

large-system business, architectural firms, computer-design companies, and 

insurance companies. Organizations of this type are able to cope with long-term 

ambiguity, but are invariably exposed to short-term fluctuations and cash-flow 

problems. 

In terms of categorizing this type of organization, it could be classified using 

Hofstede's dimensions as weak UA, medium-large PD, medium-strong collective, 

strong masculinity, and medium-long term. 

4. The process culture. 

A world of little or no feedback where employees find it hard to measure what 

they do; instead they concentrate on how it's done. We have another name for this 

culture when the processes get out of control - bureaucracy ! 

Frequently government, local government, utilities, some banks and insurance 

companies, and heavily regulated industries. 

Both Handy (1988, pl88-196), and Pheysey (1993) similarly propound the idea that 

organizational culture can be categorized into 'types'. It is not the intention, nor is it 

within the scope of this study to detail all types here. Additionally the work of Handy 

(ibid) is well known in this field and hence it is deemed sufficient to simply outline his 

types and to indicate where conflict or agreement occurs between these authors. Handy's 

research identifies four cultural types : 
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1. The power culture. 

The basis of this 'type' is that organizations, and their structures, are perceived as 

web-like, where the power within the organization emanates from the centre. 

Characteristics of these types of organizations include strong, centralised 

leadership, with the ability to move swiftly and effectively when threatened. 

There are similarities between this and the 'tough guy, macho culture' advocated 

by Deal & Kennedy outlined previously. It is likely that Hofstede's Power 

Distance dimension will play a major part in defining culture in these 

organizations. 

2. The role culture. 

Based on the notion that the role, or function, of individuals within the 

organization is more important than the people who enact that role. Handy 

propounds that these organizations are reliant on an elite band of senior managers 

supported by the functional areas of the organization, which in turn are supported 

by the foundations on which the organization is built - trust, procedures, and rules. 

The presence of this role culture was also identified by Torrington & Weightman 

(1989) during their investigations into the role of deputy head-teachers in 

secondary schools. 

This type matches very closely to the 'process culture' of Deal & Kennedy, being 

highly bureaucratic, it is probable that Hofstede's Masculinity - Femininity 

dimension will be the defining factor in this type of culture. 

3. The task culture. 

Concentrates on 'getting the job' done. To facilitate this 'task completion' culture, 

the organization will do whatever is necessary to assemble the most appropriate 

resources. Knowledge or expertise is respected more than 'positional power' in 

achieving the common goal. Organizations which function on a 'matrix' structure 

are indicative of this 'type'. 

A more flexible variant of Deal & Kennedy's 'work-hard, play-hard' type which 

enables the organization to effectively modify its culture to meet the needs of the 

prevailing conditions. If things go wrong it may adopt a more 'role' or 'power' 

type culture, as necessary. Also matches very closely with Pheysey's (1993) 

achievement culture. 

4 The person culture. 

Handy describes these types of organizations as being of minimal structure, and 
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consisting of "a ga/axy " (pi95). 

High in Hofstede's Individualism - Collectivism dimension these are organizations 

which exist only for the benefit of the individuals within them. Individuals may 

cooperate to advance their own ambitions without much redress to the others. 

Matches very closely with Deal & Kennedy's 'tough guy, macho culture', and 

Pheysey's support culture. 

It should not be assumed that the similarities between these cultural types are mutually 

exclusive. Since culture is such a multi-faceted concept then it is probable that 

organizational culture will consist of a mixture of these types. For example Hofstede's 

Masculinity/Femininity type could be as relevant to organizations of a 'power' type 

culture as of a 'role' type. 

The preceding review highlights the relative homogeneity of research and writing in the 

field of organizational culture. Perhaps, this can best be pictured in terms of a 'merry-go-

round' with contributors to the subject adapting existing, but apparently adding little of 

real significance, to this body of knowledge. Interestingly none of the authors discuss or 

justify how they developed these classifications, but at least one can gain some 

confidence in their findings as a result of this accord. In essence it is probably a fair 

assumption that organizational culture exists in a number of forms and shapes, and that 

any particular form is highly dependent on the view the observer takes. Simplistically put 

'they are all the same - but different'. In the following section we will take a look at 

some of the research into school culture and attempt to identify any similarities between 

this and organizational culture. 

Whilst this review has considered both the dimensions and types of culture it should be 

noted that this study investigates the staff's perception of the type of culture present 

within their schools, and in particular the types identified by Hargreaves (1995) which 

are discussed in the following section. 

2.5 School Culture 

There has been much written in the area of school culture (Prosser, 1999) which 

revolves around the issue as to whether there is such a phenomenon as 'school culture', 

or whether it is more conceptual as opposed to tangible. In this section we will examine 

some of the more critical thinking behind the existence of school culture. However, prior 

to making any attempt at defining, identifying, and subsequently, categorizing school 

culture it is important to consider whether there is any similarity between organizations 
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and schools, and hence their cultural type ; 

' ..a JcAoo/ a/z orgwzfzafzoM, f/Kzf /eacAgff are j^eqp/e oiy ow feac/zerĵ , 

fAaf cAfZd!re» foo are wffA Z-pWe^', aZZ f/zg/r omz /Mof/vafzow, w/fA 

Âe ĵ a/Mg rgacfzoAiy fo growpf a/W fo aw/Aonfy ay f/zg q/̂ zty. " 

(Handy & Aitken, 1990, p7) 

Ten years following the publication of his original work on organizational culture Handy 

(1976), he collaborated with Aitken to investigate whether the four organizational 

culture types could be applied to schools (Handy & Aitken, 1986, 1990). Unsurprisingly, 

perhaps. Handy discovered that his cultural types could be applied to schools as equally 

as they could to organizations. It could be argued however, that this research was biased 

in that Handy may have subconsciously taken a forced-fit approach which would have 

made the outcome inevitable. If we accept the study at face value then the results allow 

us to link the culture of schools inextricably to that of organizations. It is not necessary 

here to discuss or outline the research in any depth. For the purposes of this study it is 

sufficient to summarise the findings. One fiirther point which needs to be highlighted is 

that Handy & Aitken's study was undertaken in state run primary and secondary schools. 

It will be of interest to this research in identifying whether this holds true in the 

independent preparatory school sector. What Handy & Aitken found was that the 

primary schools were, almost without exception, of the 'task culture' (Handy & Aitken, 

1990, p93) type in that they saw their sole purpose as one of getting the job done. In this 

case this referred to the need to prepare the children for the challenges that would face 

them when they moved up to the secondary school. The secondary schools were not so 

straight forward. Here Handy & Aitken found the 'role culture' type to be more 

dominant, although there was evidence that junior (new) teachers perceived the presence 

of a 'person' or 'task' culture, whilst the more mid-level teachers felt a 'club culture' 

was present on top of the role culture (Handy & Aitken, 1990, p93). 

We have already seen that Hofstede (1991) was able to apply his cultural dimensions to 

the school environment which further supports the work of Handy & Aitken (1990), 

hence strengthening the view that there is little distinction between organizational and 

school culture. 

This then raises the question of whether it is acceptable to assume that since 

organizational culture research appears to consist of Uke-minded writers that it naturally 
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follows the same is true of school culture research ? Available evidence suggests that this 

may not be the case : 

' .S'c/zoo/ m f/zrowgAowf f/ig 0̂/"/% a 

Ao/MogeMOMj' q/̂  Zf^erafwre. " 

(Prosser,1999, pi) 

If this really is the case then the question of definition is itself brought into doubt. If we 

are to believe that since the inception of research into school culture, all evidence 

suggests there to be no commonality then likewise it can be surmised that the term 

'school culture' has also been defined in many different ways. 

Prosser supports this view by questioning the validity of the term 'school culture' : 

"... M ojopropnafg f o a We/prgfa/zoM, appZzcaZfOM, 

(Prosser, 1999, pi) 

Whilst some may deem it inappropriate to propound a single definition, because perhaps, 

the interpretation of such is at the discretion of the definer and reader, it may be argued 

that to enable viable research to be undertaken, attempt at such a definition should be 

proffered. However, the issue of definition is further exacerbated by the inconsistent use 

of terms which are deemed to be synonymous, but in reality rarely are. Among these 

terms are 'culture', 'climate', 'atmosphere', 'tone' and 'ethos'. Torrington & Weightman 

attempt to draw a distinction between some of these terms hence : 

"The word 'culture' is more common in management circles whereas 'ethos' is 

used more often in education circles, particularly when referring to the children 

Torrington & Weightman (1989, pi8) 

Prosser's (1999) work attempts to differentiate between the ad hoc use of these terms 

and propounds a fi-amework within which researchers seemingly operate. 

-24-



"77;g a fgr/M &)gf MOf^//ow a jpaffem a/fAowg/z m fAe L/K 

gg»graZ/y ̂ ga^»g , 'c/fmafe' wj'gc/ 6); fc/zooZ gj^cffygMea^j' rgĵ earcAerĵ , 

CM/fwre' Ay JcAooZ f/y r̂ove/MeMf re^ewcAerj a W ^z/a/ffa^ve ĵ oczoZogzĵ f.y, a W 

'gfAof', 'a/ywojpAgrg' a W Yo/zg' <^A'cn6g gfAgygaZ g^wa/f̂ /ef q/^fcAooZf. " 

(Prosser, 1999, p5) 

He furthers this by criticising researchers' ineptitude in failing to justify their choice of 

term and believes that this, almost cavalier, approach has, in reality "impeded school 

culture research. " (Prosser, 1999, p5), much in the same way that Furnham (1997, 

p556) criticises occupational psychologists and organizational behaviour specialists of 

"muddying the water" in defining culture. For the purposes of this study the distinction 

between 'culture' and 'climate' needs to be clearly outlined. Accepting that culture at its 

basic level is seen as the way things are done, for example the rules and rituals, then it is 

perhaps possible to visualize , or conceptualize, 'climate' as the environment within 

which that culture functions. One of the questions this study sets out to answer is 

whether the staff in the four schools have perceived any change in the climate that exists 

within the schools. Whilst it may be that the no cultural change has been perceived it is 

also of interest to identify if the staff have any perception of any changes at all, and what 

those changes may be, for example they may perceive changes within the macro-

environment, or climate, surrounding the school. An analogy one could draw in 

attempting to clarify this difference would be to consider the cultural diversity which 

exists within the United Kingdom, irrespective of these cultural differences everyone 

lives under the same climatic conditions. 

In Chapter 1, section 1.3 the purpose of the study was outlined and the key research 

question idehtified, along with a number of secondary, supporting questions. It is 

apparent that this study is grounded in a qualitative approach and seeks to investigate the 

perception of the head-teachers and staff in respect of the culture of their schools. As 

such, it should be recognised that for the purposes of this study the tetm 'school culture' 

is deemed most appropriate. This approach is also supported by Torrington & 

Weightman (ibid) who argue that when investigating the adults within a school the term 

'culture' is more appropriate : 
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' ^ are vwfA cw/fwrg a W efAof Az/f o»(y m reWioM fo /Ae acAz/fâ  

m f/ze ĵ c/zooZ, aW we /Aer^rg MonMa//y ztyg fAe wor(/ 'cw/fwrg'. " 

(Torrington & Weightman, 1989, pi8) 

Having reached a stage where the term itself has been chosen, and justified, the next step 

is probably one of the most arduous and complex tasks faced by the researcher of school 

culture - that of definition, since " its meaning is mostly dependent on an author's 

discipline " (Prosser, 1999, p7). Stoll & Fink (1996, p81-83) approach the issue by 

posing, and attempting to answer, some salient questions regarding the role culture has 

to play in changing schools ; 'What is school culture and what does it do ?', 'What 

influences school culture ?', 'Is school culture fixed ?' However many of their responses 

to these questions are simply references to the broader definitions of culture and 

organizational culture as outlined in section 2.1 with the addition of observed instances 

to support their views. It is perhaps, therefore, more prudent to consider the 'concept' 

that is school culture rather than attempting to define the undefinable. Torrington & 

Weightman (1989, pi 8) see this in terms of " The history and traditions of a school tell 

one something of a school's culture because the cultural norms develop over a 

relatively long period.....The ethos of a school is a more self-conscious expression of 

specific types of objectives in relation to behaviour and values. " As Prosser (1999, p9) 

indicates 'yz/fz/re q / " A y reZfoMce 

on definitions and by placing greater emphasis on clarifying its meaning within the 

context of me. " He advances this stance by addressing the diversity of meaning in terms 

of the development of conceptual rather than theoretical fi-ameworks, which he sees "as 

or are loosely based on a theoretical stance which act as a vehicle for discussing school 

culture To facilitate this in practice he devised a model which uses four broad 

categories within which school culture could be discussed (Prosser (1991) in Prosser 

(1999, p7-9)): 

1. A wider culture 

Schools do not exist in a vacuum and national and local cultures are impregnated 

into and are part of all schools.... Studies that draw on the 'wider culture' 

emphasise the relationship between a nation's culture and the culture of its 

schools. 
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Within the independent preparatory school sector there are issues of the role that 

both national and local cultures play in its development. Johnson (1987) raised the 

question of whether " private education and public education in Britain 

a.; or 

systems ? " It can be argued that with the advent of the National Curriculum and 

its adoption by the schools investigated in this study there is evidence to support 

the notion that the preparatory school sector has become more interconnected 

with the state system. After all many of the children who attend independent 

preparatory schools do not necessarily continue in independent education but go 

on to study at state secondary schools, hence the necessity to ensure delivery of a 

common curriculum. However, there is also a further consideration worth noting 

here, and that is, that within the independent preparatory school sector the term 

'wider culture' could possibly be equally applied at the micro level, hence one of 

the aims of this study is to identify the presence, or otherwise, of the 'wider 

culture' of Southern Schools and the role it plays, or has played, in determining 

the culture of the individual schools within the group. 

2. AgaKdccWbrns 

Teacher folklore has it that 'all schools are the same but different'. Generic culture 

is used as a 'flag of convenience' to describe the similarities of schools in terms of 

norms, values, rituals and traditions, which constitute taken-for-granted schooling. 

Generic culture not only differentiates schools from other institutions such as 

hospitals, prisons etc., but also other educational institutions such as colleges, 

private/independent, high and elementary schools. 

One of the aims of this study is to identify the culture of each of the schools and to 

identify both similarities and differences between them. As part of this research 

there is a need to identify whether any changes in culture have been perceived by 

the staff since acquisition. This will necessitate the need to identify the culture pre 

and post acquisition. It will be interesting to discover whether the culture of the 

schools pre-acquisition were similar hence supporting this view that there is such a 

'generic independent preparatory school culture' and that other than each schools' 

unique features one independent preparatory school is much like another. 

3. A unique culture 

Since schools generally possess a degree of freedom of choice and ability to 

interpret and reinterpret generic culture then it follows that they are able to create 
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their own unique culture as an integrated element of the whole culture. This is 

supported by Handy's view (1990, p83) in that "each school is dif&rent from 

every other school." 

We have seen from previous sections and the work of Janis Griffiths (in Walford 

(1991)) that there is a degree of uniqueness attributable to independent schools, 

and in particular independent preparatory schools. The question of a unique 

culture follows on from the previous section and questions whether the individual 

schools within the study have a unique culture attributable to their ability to 

effectively do as they please. Within this study interest will lie in whether this 

flexibility was still present post-acquisition or whether the schools within Southern 

Schools found themselves engulfed in corporate/organizational culture and have 

effectively lost that element of'uniqueness'. 

4. A perceived culture 

This takes two forms; 'on-site perceived culture' which describes staff and the 

casual visitors' view of a school which reflects elements of its unique culture; and 

'off-site' perceived culture which describes an outsider's view of a school. 

Within this review we have considered the writings of a number of authors on the 

subject of culture (Hofstede (1980); Schein (1990), Handy (1993)), all of whom 

propound their 'perception' of culture. It could therefore be argued that all forms 

of culture are in fact perceived and that even within Prosser's works the 

identification of the wider, generic and unique cultures are in reality only other 

forms of perceived culture since their presence will rely on the perception of the 

observer ! It is this meaning of 'school culture' more than any which plays a 

pivotal role in the basis of this study, since it is the staffs' perception of a school's 

culture and whether that culture has changed through acquisition which is 

explored. 

The use of perception in identifying school culture has been applied by a number of 

authors and researchers, such as Hargreaves (1995), who devised a technique for 

mapping school culture. In the context of the technique, mapping is the process by which 

school staff are able to identify the existing culture, the position they would ideally like 

the school to be in and to chart the direction in which they perceive the culture to be 

actually moving Whilst the methodology involved in this technique is discussed at length 

in Chapter 3 it is important to outline and understand the 'types' of school culture it 

helps identify. 
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Based on the two dimensions of social cohesion (expressive domain) and social control 

or coercion (instrumental domain) respectively, and the degree (high to low) of each 

within the school, Hargreaves (ibid) identified four distinct cultural types as outlined 

below 

1 A formal school culture (Low, High) 

This type of school has high social control, with exceptional pressure on students 

to achieve learning goals, including exam performance, and perhaps athletic 

prowess, but with weak social cohesion between staff and students. School life is 

orderly, scheduled, disciplined. Within the work ethic no time is wasted : 

interference with instrumental goal achievement is ruthlessly excised. Homework 

is regularly set and marked ; tests are common. To those who succeed in the 

school's goals, there are prizes and prestige. Expectations are high, with low 

toleration for those who do not live up to them. To staff the head-teacher appears 

cold and distant, even authoritarian; to students, staff appear aloof, strict and 

unapproachable. Each side displays little warmth, whilst valuing institutional 

loyalty. Social support for students comes from informal peer groups that tend, 

because of students' socio-emotional isolation from teachers, to be strong and 

influential, whether pro-school or anti-school. The tone of the institution is 

custodial: in hard forms (a military academy) it could be described as coercive; in 

softer versions (the grammar school) as a 'tight ship' fostering 'traditional values', 

reflecting the institutional inheritance from the nineteenth century. 

In reading this highly descriptive outline it is possible to see strong correlation between 

this 'formal' culture and the 'role' culture propounded by Handy & Aitken (1990) which 

they found to be present in secondary schools. Both are concerned with position and 

status and the organization/school being very bureaucratic in its management style. 

2. A welfarist school culture (High, Low) 

The school is relaxed, carefree, cosy. It places high emphasis on informal, friendly 

teacher-student relations. The focus is on individual student development within a 

nurturing environment. The educational philosophy is child-centred and relations 

between head-teacher and staff are held to be 'democratic'. With the aversion to 

social controls, work pressure is low; academic goals are easily neglected and 

become displaced by social cohesion goals of social adjustment and life skills. In 

this undemanding climate of contentment, truancy and delinquency rates are low. 
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The 'child-centred' primary school or 'caring' inner-city secondary school with a 

strong pastoral system exempli^ this type: stafTask whether they are primarily a 

teacher concerned with the mastery of academic content, or primarily a social 

worker of sorts concerned with pastoral care. In this culture the students are 

happy at the time but in later life look back on their experience with resentment at 

the teachers' failure to drive them hard enough. 

Here too we can see some correlation, although perhaps not so strongly, between this 

type and Handy & Aitken's 'person' culture. Within the school environment the 

individual is the pupil and the structure and organization of the school is there to assist 

them with whatever resources are deemed appropriate. 

3. A hot-house school culture (High, High) 

In this culture the high instrumental and expressive emphasis creates a Irenetic 

school. All are under pressure to participate actively in the foil range of school life. 

Expectations of both work and personal development are high. Teachers are 

enthusiastic and committed, being pedagogical experimenters and innovators. In 

this pervasive intimacy, everyone seems to be under surveillance and control. 

Teachers and students experience anxiety about failing to achieve instrumental 

goals and about intrusions into privacy with a consequent reduction in 

independence, autonomy and individuality. It is a culture that is not coercive or 

tyrannical: social control is more likely to be exercised over members by challenge 

and emotional blackmail than by threat of punishment. Since such high control and 

high cohesion create a sense of institutional oppression, members sometimes feel 

like 'inmates'. 

This type appears to be highly indicative of the 'task' culture that Handy & Aitken 

(1990) attributed to secondary schools. Here too the goal is to get the job done, to 

achieve the instrumental goals as a team irrespective of rank or status. Knowledge and 

ability prevail. 

4. A survivalist school culture (Low, Low) 

This is a culture where both social control and social cohesion are exceptionally 

weak. For teachers and students the school is close to breakdown - a classic 'at 

risk' situation. Social relations are poor, teachers striving to maintain basic control 

and allowing pupils to avoid academic work in exchange for not engaging in 

misconduct. Lessons move at a leisurely pace; little time or effort is given to 

academic task. Teachers feel 'on their own', unsupported by the head-teacher and 

-30-



colleagues in curriculum planning and classroom control: they manage each lesson 

as best they can. Life is lived a day at a time. Many students feel alienated from 

their work which bores them , but there are no compensations in warm 

relationships with their teachers, who enjoy little professional satisfaction. 

Delinquency and truancy rates are high, as is staff absenteeism, especially of the 

occasional kind. The ethos is one of insecurity, hopelessness and low morale. 

There is little, if any, direct correspondence between this type and any of the four 

organizational types of Handy &Aitken (1990). Perhaps this is not surprising since one 

can assume that it would be difficult for any organization to exist under such conditions. 

The most obvious conclusion to reach is that under these circumstances organizational 

culture has broken down and whatever 'type' was present has now disappeared. 

From his work Hargreaves (1995) found that few, if any, schools were located at the 

extremes of these descriptions, and that if such extremes were used then it was the case 

that most teachers would avoid them as such and place their schools in a position 

between them, a central school culture whose attributes are not specifically defined. This 

outcome is of particular importance to the basis of this study due to the very nature of 

the research and the fact that it is being undertaken in the independent sector. This will 

enable a future comparison to be made between schools in the state and independent 

sectors to identify whether this holds true in both cases. Likewise, and despite their work 

pre-dating that of Hargreaves (ibid), Torrington & Weightman (1989) were able to 

identify different types of culture within the four schools they studied which fit very 

closely with these types. Although they did not attempt to categorize them there is 

sufficient evidence to suggest that Valley High (p20) is an example of a school with 

relatively high cohesion and control (hothouse); Summerfield High (p22) shows itself to 

be high in cohesion and low in control (welfarist); William Barnes (p24) is seen as low in 

cohesion and high in control (formal); whilst Ridley (p25) is clearly low both in terms of 

cohesion and control (survivalist). If we are prepared to accept the works of Hargreaves 

(ibid), Prosser (ibid), and Torrington & Weightman (ibid) then we must also accept that 

the culture of a school is not only unique but dynamic too, since there is reference to the 

management of change, hence cultural change. This concept introduces the need to 

question the 'broad-brush' approach in classifying school culture under Hargreaves' 

categories, a critique of this methodology can be found in chapter 3. 

Prosser (1999, pi 4)) summarises his review of the evolution of school culture research 

by implying that there is still much work to be done in order to gain a fiill understanding 
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of the role of culture within the school environment. In doing so he makes reference to 

Nias (1989, pi43) who outlined five developments which were considered to be essential 

if the understanding of school culture was to be advanced : 

1. A clearer definition of the term. 

2. Greater attention to the beliefs and values at the heart of all cultures. 

3. Detailed studies of particular school cultures and the creation of appropriate 

typologies. 

4. Empirical and conceptual accounts of school cultures which allow for micro-

political activity and internally initiated change. 

5. Detailed explorations of the links between particular cultures and macro-societal 

forces. 

The evidence so far indicates that in the period leading to the end of the twentieth 

century a substantial effort has been applied in addressing most of these developments, 

although we do not yet appear close to agreeing on definition. 

2.6 Business climate 

There is one further phrase which needs to be considered within the context of this study 

- 'business climate'. The word climate has been specifically introduced here to draw a 

distinction between the culture of a school and the climate which exists within it, or 

within which it exists. The use of appropriate terms has already been discussed as a 

major issue (p25) which, without justification of its selection, can lead to confusion. A 

problem here is whether, in general, independent preparatory schools are classifiable as 

businesses on a stand-alone basis ? To address this let us first consider how Longman's 

Dictionary of the English Language defines the term 'business' : 

Business - " a usually commercial activity engaged in as a means of livelihood.... 

a commercial or sometimes an industrial firm or enterprise. " 

Longman (1988) 

Handy and Aitken argue that: 

of a business it is what kind of organization it is". 

(Handy&Aitken, 1990, p45) 
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Some may argue that in saying this they are referring to schools within the state 

education sector and, by default, independent preparatory schools should be viewed 

separately. It is true that independent preparatory schools charge fees, and are the 

primary livelihood of the owners, however, it can be argued that to classify them as 

businesses is inappropriate for the following reasons 

1. Other than the proprietor, who is usually also the head-teacher, there are 

generally no other shareholders or investors in the school. That is not to say 

there are no other stakeholders. 

2. The proprietors/head-teachers do no themselves classify the school as a 

business, since they do not see the education of children as a business. Neither 

they or their staff refer to the pupils or parents as customers. 

3. Throughout the literature the term 'business' is seldom, if ever, used in 

describing such establishments. 

4. Both ISIS and I APS agree that the majority of these schools are run as 

charitable trusts. This status draws an important distinction between these 

schools and those investigated within this study. 

' f m a y a f cAooZ wAzcA Aof 

(Johnson, 1987, p79) 

5. Where 4 is not the case the schools can be considered as 'Not For Profit' 

(NFP) organizations, in that any excess of income over expenditure is re-

invested into the school, ie no dividends are paid to shareholders. 

What then of climate ? The Longman Dictionary of the English Language defines climate 

as : 

Climate - " the prevailing state of affairs or mood of a group or period. " 

Longman (1988) 

It therefore appears prudent to define the meaning under which the term 'business 

climate' is used throughout this study. 

q / " o r a coTW/MercW acfzv/fy.' 

This is important since one of the issues addressed in this study is whether independent 

preparatory schools which have been the subject of corporate acquisition have, as a 
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result of that acquisition, been exposed to influences more usually associated with the 

'business' world. Or perhaps to consider whether corporate involvement in the 

independent preparatory school sector demands that it now be classified as a business ? 

2.7 Conclusions 

Where then does this leave the researcher or practitioner in their quest to define, identify 

and categorize culture, be it individual, organizational, corporate, or school ? 

One of the most comprehensive set of conclusions uncovered by this review are probably 

those proffered by Mallory & Paton (1999, p 38-39) : 

® Culture is real: organizations differ in the cognitive, emotional and 

interpersonal orientations they expect from their members. These 

differences are often subtle, but values and beliefs and the way employees 

communicate and relate have a degree of coherence and persistence; and 

they can, to an extent, be explained by such circumstances as the nature 

of the work, the influence of founders, or particular events. 

» Culture is pervasive, but to a great extent implicit. We may be familiar 

with the culture of our organization yet not aware of it - just as we 

'know' our personalities but cannot easily describe them (and we may be 

mistaken in some respects). 

• Culture makes a difference - in the very practical sense it may be more or 

less appropriate to the work being undertaken. Culture can inhibit 

communication and problem-solving or convey values that are highly 

functional for performance. Likewise, some people will fit into a 

particular culture more easily than others. So managers (head-teachers) 

cannot just ignore culture. 

• Culture is not just 'out there', a characteristic of organizations; it is also 

'in hereit is how we, as members of an organization, deal with each 

other and think about our work. We reproduce the culture of our 

organization and perhaps also help it evolve by the way we conform to or 

adjust the unwritten rules. 

• Culture is 'multifaceted', and there is no best way to describe it. We have 

to try different approaches and models to see what insights each 

provides. 
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As we move on to the next chapter to consider the more practical difScuhies the 

researcher may encounter when undertaking school culture research we should perhaps 

spend a few minutes reflecting on the following thoughts : 

" Culture lies within the control of those who participate in them; leaders and 

the members together make their own school. " 

(Webb & VuUiamy, 1996, p456, quoting Mas; in Prosser, 1990, plO) 

" Schools are one of society's key devices for adapting to the future. " 

(Handy & Aitken, 1990, p31) 

" Education is not a preparation for life; education is life itself. " 

(John Dewey) 

" culture is not a substitute for life but a key to it. " 

(Anon) 
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3. ]VHCTnHCH)()lJ[)Cry 

3.1 Structure of chapter 

This third chapter critiques the methodology of the study in terms of the theoretical and 

practitioners' position on the usage of the methods adopted. Following a general 

introduction to designing a research project the pilot study is discussed along with any 

recommended improvements proposed. From this point, the chapter proceeds to outline 

the strategy employed, the sampling technique, data collection, data recording, and data 

analysis methods utilised. Application of a multiple-site case study approach, the 

adaptation of the Cambridge tool (Hargreaves, 1995) for mapping 'school culture', and 

the use of semi-structured interviews are discussed in depth. Finally the chapter discusses 

some of the ethical and practical dilemmas of undertaking such research within the 

environment of busy, small independent preparatory schools. 

3.2 Introduction to research design 

One of the many questions which needs to be addressed when designing a research 

project is in relation to the type of research and data to be explored; is it to be 

quantitative, qualitative or perhaps a combination of both? For many years there has 

been the assumption that these two methods are opposites and hence may not be used as 

part of the same study. However, Hammersley (1992) argues that this is no longer the 

case and that the two methods can be, and are, used within the same investigation. To 

support this he outlines a number of ways in which the differentiation between qualitative 

and quantitative methods have been shown to be of minimal value, even resulting in 

disingenuous conclusions :-

1. Both qualitative and quantitative researchers use terms which relate to 

numbers. 

2. Claims of the qualitative researchers regarding perceived falseness of 

quantitative data are ill-founded, in that both methods involve a degree of 

artificiabiess as a result of the settings under which the research is 

conducted. His argument is that both types of researchers are responsible 

for 'setting-up' the environment for data collection. 

3. He challenges the belief that qualitative researchers are only concerned 

with meaning, and that quantitative researchers are only concerned with 

behaviour, by arguing that in reality they are not mutually exclusive. 
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<4. lie further argues lAiatlboth quaUtatrve arKlî iumdtatrve reseafctusrsiise 

each others methods to a greater or lesser degree. He believes that even 

the most hardened 'natural science' researcher adopts an element of the 

'social scientist', and vice-versa. 

He furthers this by arguing that "one of the principal differences between qualitative 

Aove a Ma/wraZ gMg/yj'e /Agfr ckrfa /More ze /Aty 

move ,yf7?zp/e e7Mpfr;ca/ geMeraZMaffoM a W OM fo f/zeo/y. " 

Whereas "QrwoM/z/a/Yvg reĵ eorcAgr̂  are /Morg z/fmg a /ogzca/ rwZg.y fo 

<jle(A/cg f / z a / j p g c i / ? c coMc/wf/ow w?// Ma/wraZ/xyb/Zoif. ' 

It win become evident during this chapter that the chosen research methodologies lie 

within the qualitative approach although an element of quantitative research is also 

present. 

One of the more critical stages in any research project, whatever the scale or scope of 

the research, is to ensure that the whole process is designed and planned in advance of 

any research activities being undertaken. Most marketers will immediately recognize the 

simple mnemonic known as 'The Seven P's ' - Product Price Place Promotion People 

Process and Physical evidence, this researcher has adapted this mnemonic for ensuring 

that adequate and appropriate planning is performed well in advance of any research 

being undertaken 

'Proper Planning and Preparation Prevents Potentially Poor Performance.' 

The sensitivity of undertaking research within the independent preparatory school sector 

dictates that such an approach be adhered to. Research, however, can mean many 

different things to diverse groups of people depending upon its context and the discipline 

under which it is performed, eg scientific, technical, marketing, educational etc. Whilst 

meaning may be implicit by the very nature of the research it should also be explicitly 

defined to ensure that no misunderstanding or misinterpretation is inherent in the design 

of the methodology. 

"Rgĵ garcA M 6gjf coMCg/vgc/ (W fAg /?rocgff OTTfvmg af <jgpgWa6/g Ww/zo/iy fo 

problems through the planned and systematic collection, analysis and 

interpretation of data." 

(Mouly, 1978 in Cohen & Manion, 1996, p40) 
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"Research in education is a disciplined attempt to address questions or solve 

/ArowgA fAe coZZecffOM a W ybr fAg o / 

dk%M:r%Dfzof% e;g?/a??af70/% 

(Anderson 1998, p4) 

These definitions imply that success in educational research lies to a great extent in the 

ability of researchers to discipline themselves when undertaking data collection and 

analysis, hence supporting the need to implement a seven P's approach. In order to 

achieve this success it is of critical importance to undertake an extensive examination of 

the techniques for data collection that are available and to select the method(s) most 

appropriate, based upon the needs of the research and the resources which can be 

allocated. In support of this, Gill & Johnson (1997, pi 3-16), identi^ six key areas of 

concern: 

1. Access 

The question of access to the research base needs a high degree of 

consideration, particularly where that research base is located in the 

domain of a group of working schools. The problem of access may vary 

depending upon the position of the researcher within the context of the 

unit to be researched. An insider may gain easier access but the outsider 

is likely to gain a higher degree of trust due to their perceived impartiality 

by the participants. Within this study access did not present any major 

barriers to the research by ensuring that the 'gatekeepers', as discussed 

previously, were kept fully aware at all times of the purpose and progress 

of the research. 

2. Achievable in the time available 

As with any research there is an inevitable need to complete the project 

within a pre-determined time limit, more often than not this translates to 

sooner rather than later. One of the major failings in achieving this goal 

is a tendency to underestimate the time required to complete the project. 

Writers on the subject of research methodology generally identity time as 

being the variable which if overlooked can lead to the build up of 

unnecessary pressures during the life-span of the research. 
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m zfj' /(wf wAe/i gve/yfAzMg Aay fo 6e 

6ro«gAf foge^Aer a W Ay a (A/e akzfe - M0f0rf0M (̂y a 

6wĵ zMeĵ , a w ; ^ w f ggf f/zrowg/z zf wzfAow^ gjiQDgngMcmg q/̂  

(fgjpazX j)aMzc, acwfg amrzefy, or fear& " 

(Orna & Stevens, 1997, p74) 

Much of this is self-induced by the researcher neglecting to take into 

account the complexities of undertaking research and the numerous 

stages that must be gone through. 

f/Wfef are ygqpw(/zzg(f Z i y f o recogMfze aZZ vorzozty 

steps required and by not allocating time and resources to accommodate 

these requirements." 

(Anderson, 1996, p76) 

This study was allocated a minimum period of two years for the 

completion of all stages of the research process including data collection, 

data analysis and the final writing up of the findings, and was considered 

to be adequate by the researcher. 

3. Symmetry of potential outcomes 

It is also important for the researcher to recognize and accept that 

whatever the outcomes of their research the results will be of equal value, 

that is to say that even if the research question is not answered in the 

positive, that in itself will constitute a contribution to the field of study; 

this is known as symmetry of potential outcomes. Given the lack of 

research in the area covered by this study it is the belief of the researcher 

that even should this occur the project will demonstrate a degree of 

symmetry in its outcomes by virtue of the research undertaken. 

4. Student capabilities and interest 

Whilst this may at first sight appear to be somewhat obvious it is one of 

the major reasons why many research projects fail to reach completion. 

Students who elect to study areas of research outside their capability and 

interest are likely to find it difficult to sustain the motivation necessary 
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to complete such a project. It is essential therefore for the student to pay 

particular attention to their own abilities and interests to ensure they 

complement the proposed research topic. 

5. Financial support 

Financial support can be of the greatest concern in research studies, such 

as this, where the researcher is acting independently of any sponsoring 

organization. It is a limiting factor, both in terms of the cost of 

undertaking research and the need to dedicate quality time to it. By 

definition it is likely to restrict many aspects of the research project since 

the lack of sufBcient funds to cover travelling and day-to-day expenses 

may be detrimental to the success of the study. Within this study the 

major expense incurred was that of the course fees, fifty percent of these 

were paid for by the researcher's employer with the remaining fifty 

percent and all sundry expenses paid out of pocket. This did not have any 

adverse affect on the ability of the researcher to carry out the study. 

6. Value and scope of the research 

This is an area of concern which cannot be addressed until completion of 

the project and the undertaking of some form of assessment to judge the 

value of the outcomes. However, it is important for the researcher to be 

aware of this concern and to ensure that they are not deterred from 

undertaking the project simply because they do not believe it has any 

value or scope. The extent to which this applies wiU rely heavily on the 

reason for undertaking the research. As Gill & Johnson state ; 

may usually he judged primarily by its suitability in demonstrating 

c r z f g r f a f A e cowrie. For AzgAer (fegree 6)/ 

research both problem-solving ability and research competence are 

knowledge - without necessarily being of value to the community at 

Zarge." 

(Gill & Johnson, 1997, pi5) 
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One recognized method of assessing these concerns and hence the viability of proceeding 

with the research is 5)r the researcher to plan and inclement a small-scale, pilot study. 

The benefits and purpose of such a study are well documented enabling the researcher to 

concentrate on the research objectives whilst simultaneously evaluating the methodology 

without the need to commit large amounts of both financial and time resources. The 

outcomes of the pilot study can then be used to modify the methodology, where 

appropriate, prior to undertaking the full-scale research study. 

3.3 The pilot study 

As previously stated the pilot study forms an important and integral part of the research 

process allowing the researcher to test the validity of the research questions and the 

methodology employed. The pilot was undertaken as part of the taught element 

assessment of the research degree for which this thesis has been submitted. At the time 

of its undertaking it had not been specifically planned as a pilot and was not considered 

as such until the main topic of this thesis had been developed. In fact it was the pilot 

study that stimulated the interest in the area and led to the development of the full study. 

This did not cause any problems since the study had been performed as a potential pilot 

study on the advice of the faculty responsible for the assessment. Its original purpose 

was an attempt to identify and categorize the culture of a small, independent school as 

perceived by the teaching staff Whilst the school formed part of Southern Schools 

Group Ltd it was chosen more for its convenience and accessibility. The pilot study was 

undertaken during December 1997 and an outline account is reproduced below. The 

resultant paper from the study remains unpublished but readers wishing to make 

reference to the study should consult 'Institutional Culture in an Independent School - a 

case study' (Williams, 1998, University of Southampton). 

3.3.1 Very Close School 

Very Close School is a medium-size, independent, co-educational day school 

catering for approximately five hundred pupils between the age of three and 

sixteen. Founded in 1953 it has been at its present location situated in a village on 

the south coast of England since 1983. It was acquired by Southern Schools in 

1991 and the present headmaster was appointed shortly after. The school is 

unique within Southern Schools in that it is the only school that consists of both 

junior and senior departments. It also includes a pre-school, or kindergarten, but 
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as with the other schools this did not from part of the study. 

3.3.2 Study methodology 

For the purposes of this study the techniques utilised were based upon ease of use 

and took into account that the researcher would not be present during the study. 

Hence it was important that the sample undertaking the study clearly understood 

the requirements. To this end a technique from Mapping Change in Schools - The 

Cambridge Manual of Research Techniques (Hargreaves, 1995) was adopted as 

being a suitable tool with which to undertake the research. In parallel with this 

and to support, or otherwise, the outcomes of the study a number of photographs 

were taken in and about the school. 

Access to the school was limited and although it was originally envisaged that a 

number of follow-up interviews with staff would take place it was not possible to 

do so within the time allocated to the study. 

To facilitate access the headmaster of the school was approached with a request 

to use the school as a pilot project for a possible future longer term study in the 

field of institutional culture. A meeting between the headmaster and the 

researcher was arranged and the purpose of the study and its implementation 

were discussed and agreed. It was also agreed that the staff would be briefed and 

their cooperation asked for during their regular staff meetings with the 

headmaster. In the case of the secondary school these were at 08:45 on Monday, 

with the primary school meeting at the same time on Tuesday. The headmaster 

felt it would not be possible for the study to be undertaken during the school day 

with the researcher present and that the best alternative was to leave the cards 

etc. with the staff for them to complete in their own time. Although this was not 

totally satisfactory since it removed any form of control and allowed possible 

collusion between staff it was deemed, for the purposes of the pilot scheme, to be 

acceptable. 

The researcher visited the school on the Monday and Tuesday of a week during 

December 1997. The purpose of the study and the rationale behind the techniques 

were outlined to the staff and their participation in the study sought. It was 

agreed that staff could complete the grids and return them via the head of either 

the primary or secondary school by the following Monday and Tuesday. It was 

during the researcher's return visit to the school to collect the results that the 
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photographs were taken. 

Given the small size of the school it was considered appropriate to undertake a 

one hundred percent sample of the teaching staff. Accordingly eighteen sets of 

cards and individual record sheets were distributed to senior school staff, and 

seventeen sets distributed to junior school staff Given the nature of the study and 

the researcher's knowledge of the school a high response rate was anticipated and 

achieved, eighty-three percent from the senior department, eighty-eight percent 

from the junior department. This relates to three and two non-returns 

respectively. There was no apparent reason for the non-returns although the 

researcher suspects this was due to staff mislaying the packs. No staff had shown 

any apprehension to participating in the study. 

Given the small scale and specific objectives of this study, data collection was 

limited to the returned individual record sheets which form part of the 

methodology used. Since there was no intention of a comparative analysis 

between schools, other than between the junior and senior departments within the 

school no secondary data collection was undertaken. 

The individual record sheets were collected, counted and sorted to enable data 

from the junior and senior departments to be analysed independently prior to 

combining them. The present and future positions of the both departments were 

transposed from each individual sheet on to a group aggregate sheet for each 

department. A further group aggregate sheet was completed which was a 

combination of the two departments. This strategy allowed the researcher the 

opportunity to identify and categorize the culture of both departments individually 

prior to identifying and categorizing the overall school culture. It also allowed for 

a comparison of the culture between the junior and senior departments to be 

made. Photographs of areas of the school were taken in order to help support, or 

refute, the findings of the study. 

Data analysis was achieved by categorizing the departments, and the combined 

school, in accordance with the five quadrants outlined within Hargreaves' (1995) 

methodology (full descriptions of these categories can be found in Appendix 5 

whilst a critique of the method is undertaken later in this chapter), namely :-
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Formal 

A 'tight ship' Astering 'traditional values'. Exceptional pressures on 

students to achieve learning goals etc. The old 'grammar school'. 

Hothouse 

A frenetic school where staff and students alike are under pressure to 

participate fully in all aspects of school life. High control and cohesion 

creates a sense of institutional oppression, members sometimes feel like 

'inmates' 

Welfarist 

School is relaxed, carefree, and cosy. High emphasis on informal, friendly 

teacher-student relations. Child centred and relations between staff and 

headmaster are democratic. 

Survivalist 

Social control and cohesion are weak. Both teachers and students feel the 

school is close to breakdown. Ethos of insecurity, hopelessness and low 

morale. 

Central 

Reality, where most teachers will place their school as opposed to taking 

one of the extreme positions outlined above. 

Further analysis was undertaken in two ways - by considering the findings within 

the context and definitions of the typologies of culture identified within the 

literature review, and by relating the photographs taken to the views expressed by 

the staff when completing the grids. 

3.3.3 Outcomes and Recommendations 

As a result of this study it was possible to determine the culture of not only the 

whole school but of the different cultures that existed between the primary and 

secondary departments. Whilst the primary department was found to be in the 

centre of the grid the senior department was predominantly of the 'formal 
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culture'. For the future direction of the departments there was significant shift 

identified with the junior department looking to become more 'hothouse' and the 

senior department wanting to move to a more 'central' position. There may of 

course have been numerous reasons as to why these results were obtained, and it 

would have been useful for this to have been followed up to further investigate 

likely causes. One potential cause could have been because many staff in the 

junior department had been newly appointed and one consideration is that they 

had insufficient exposure to the culture to be able to make a reasoned judgement. 

There are also a number of weaknesses with the use of the Hargreaves' tool 

which could have led to the results. Firstly the quadrant descriptors are quite 

extreme and hence some of the staff may have had difficulty in locating the 

culture, or perhaps were not prepared to accept, that their department fitted into 

such neat boxes. Secondly a number of staff from both departments commented 

afterwards that they felt the grid was too coarse with some staff unable to 

indicate precisely enough their preferences. It seems that these two criticisms are 

linked and some adjustment to the grid could be made in order to alleviate these 

concerns. In order to substantiate the findings some attempt was made at 

supporting, or refuting, the findings by the use of visual research. The rationale 

behind this approach is well documented as evidenced in the work of Michael Ball 

participation in, and observation of, socio-cultural arrangements and 

out, it is embedded in an environment which is powerfully visual, and 

programmatic argument fashioned...is that an ethnographic variant 

(Ball in Prosser, 1998, pl31) 

A number of photographs eg of the trophy cabinet, notice boards, and procedures 

were taken to include visual representation of both the formal and pastoral 
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culture of the school. However, on reflection, these were considered to be 

insufBcient and hence the study Endings were not fully triangulated. The 6ilure of 

this approach can be partially attributed to the growing concern among the 

population regarding photographic images being taken of children within school 

by people from outside the school staff Whilst disappointing this was not seen as 

too great a problem since the study did serve as a very good pilot scheme on 

which to build for a future, fijller research project. As a direct result of the pilot 

study a number of improvements and modifications have been identified 

1. Undertake a fuller briefing of staff to ensure their complete 

understanding of the purpose of the study and the processes 

involved. 

2. Refine the Hargreaves instrument from an eight by eight matrix to a 

sixteen by sixteen matrix. This is aimed at overcoming the problems 

identified by the staff and will hopefully allow respondents the 

opportunity to define more closely the present, ideal and future 

cultures 

3. Follow-up the initial findings through interview, either in small 

groups of like-minded respondents, or on an individual one-to-one 

basis, with a view to obtaining verbal confirmation of the findings. 

4. Reconsider the appropriateness of the use of visual research within 

the school environment. 

The results of the pilot project played an intrinsic part in the decision to proceed with a 

full study covering a number of other schools within the group, and in developing and 

implementing the appropriate research strategy to be employed. 

3.4 Strategy employed 

3.4.1 Dilemmas in choosing method and strategy 

One of the many dilemmas facing the social science or educational researcher is 

the decision regarding which of the plethora of research methods and strategies 

they should employ. Whilst some will argue that " it is perfectly possible to carry 

out a worthwhile investigation without having detailed knowledge of the various 

approaches to or styles of educational research. " (Bell, 1999, p7) others wiU 

argue that at doctoral level " m a refearcA, mev/faA/y 

m MatzMg aw area 
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interest researchable. " (Gill & Johnson, 1997, pi28). These two views differ in 

that Bell sees the method and strategy as secondary to the research, whilst Gill & 

Johnson imply that unless the method and strategy are fully understood then 

valuable and valid research, particularly at doctoral level, is improbable. Although 

there is apparent disagreement on the depth of understanding required they, along 

with others, all agree that: 

and has to make strategic decisions about which to choose. " 

(Denscombe, 1999, p3) 

There is no right or wrong in this decision since each piece of research will differ 

and hence the importance lies in the ability of the researcher to select, and justify, 

the most appropriate method and strategy based upon their defining of the unit of 

research. 

" the crucial thing for good research is that the choices are reasonable 

(Denscombe, 1999, p3) 

Similar dilemmas are to be found in the type of data or information to be 

collected, and the researcher must consider this when selecting and implementing 

their strategy. 

' maw a W 

most fully and economically in different ways, and the problem under 

j^czgMfzfff' fooZf fo w/zzc/z /ze fwr/M fo /zW f/zg /Mgf/zo66 

techniques most useful to the problem at hand. " 

(Trow, 1957, p33 in Gill & Johnson, 1997, pi34) 

It is not within the realms of this study to debate the strengths and weaknesses of 

these arguments since there are sufficient texts available which undertake this task 

far more competently and comprehensively than is possible here. However, it is 
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important to have an understanding of the philosophical, social, political and 

practical influences on the researcher's conceptualization of the research problem 

and hence their selection of appropriate methods and strategy. Gill and Johnson 

(1997, pi52) summarize their findings, reproduced in figure 3.1 below which 

enhances the discussion on their six key considerations discussed previously in 

section 3.2. 

Researcher's 
Philosophical 

assumptions regarding 
human behaviour e.g. 

etic vs. emic 

Researcher's 
understanding of 

resource constraints 
upon his/her research 

Researcher's 
understanding of the 
political context of 
the research and its 

contingencies 

Researcher's 
Philosophical 

assumptions regarding 
what consitutes 

warranted knowledge 

Researcher's code of 
ethics 

The impact of 
unforeseen 

contingencies during 
research (opportunity or 

constraint) 

Researcher's prior exposure to, and socialisation into, particular 
intellectual and social traditions, mores, norms and values 

Researcher's conceptualisation of the research 
problem and research context and his/her 
selection, design and implementation of a 

research strategy, and the subsequent findings 
of research 

Fig 3.1 : The impact upon research of philosophical, social, political and practical dilemmas 

This diagram further highlights the dilemmas facing the researcher in their choice 

of method and strategy, &om a practical, rather than simply a theoretical context. 

. This is further reinforced by the view that 

" are fo /bwW af aZZ Zevg/f f/ze rgfearcA 

" (McGrath, 1982 in Gill & Johnson, 1997, pi54). 

There is no simple solution, no single method or strategy which can be said to be 

the correct and proper way of conducting research. As Morgan (1983, p380) 

states " we a// refearcA (W fo q^r. .. " 

That is not to say that anything goes but implies that the researcher should be 
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looking to employ more than one method to ensure reliability and validity of the 

research findings. 

Many of these concerns have already been addressed elsewhere within this, and 

previous chapters, including the understanding of the resource constraints and 

unforeseen contingencies. This study has been planned taking into account all of 

the factors raised by Gill & Johnson and the success of this planning can be 

evidenced within the findings of the research. From their research Gill and 

Johnson reached the conclusion that the consensus between writers was to 

recommend a 'multimethod' approach : 

" multimethod we imply a strategy that requires not only a 

methods of study but also debate about the contribution of each 

(Gill & Johnson, 1997, pi56) 

In an attempt to alleviate the dilemma and to illustrate the possible choices 

available to the researcher Gill & Johnson devised a matrix, see figure 3.2 below, 

where they 'fit' four strategies into the quadrants and the axes represent their 

findings derived fi-om the literature. 

Prescriptive 
Deductive 
Obtrusive 
'from the outside' 

Descriptive 
Inductive 
Unobtrusive 
from the inside' 

/ II 
ANALYTICAL ACTION RESEARCH 
SURVEYS AND 
EXPERIMENTAL 
RESEARCH DESIGN 
(concerned with (concerned with 
precision) utlization) 

III IV 
DESCRIPTIVE ETHNOGRAPHY 
SURVEY RESEARCH 
DESIGN 
(concerned with (concerned with 
generality) character of 

context 

General 
Extensive 

Particular 
Intensive 

Fis 3.2 : Choosing research strategies 
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' 7%e MAfMre yacecf 6)/ fAe re^garcAgr M fAer^re c/ear, 

ybr //ze experfmeMW rgj^earcAer ff coMcerMê f ̂ nmorz^ mfA precmoM, 

f/ze ĵ Mrvey 7Mef/zo(/o/ogz f̂ WfA gg/igra/ffy, f/ze efAMOgrf^Agr Wf/z f/zg 

c/zaracfe/" q/̂  fAe j^arfzcw/ar coM êx̂  aMĉ  f/ze acrzon rgĵ garcAgr mfA ẑ ŵgĵ  

q / wfz/zzafzoM." 

(Gill & Johnson, 1997, pi 55) 

It is also worth noting the words of Becker (1965, p602-603) quoted by Gill & 

Johnson, which still hold true to this day : 

" As every researcher knows there is more to doing research than is 

(^gamf ZM /?AzZofqp/zzgf fczg»cg, awcf fgxff ZM /Mĝ /zocfoZogy 

a/m^grf To OM(y a^acfzo/z fAg /?ro6/g/Mf OMg g/zcowMfgrĵ . TTzg 6gf^ Zazff 

rgj^garcA n/M wp agaz/wf wf^rgj^gg/z co»fz»ggMczgf ZM fAg coZ/gcfzoM 

and analysis of data; the data one collects may prove to have little to do 

mfA /Ag A%po/Aĝ M owe fgAy oz/̂  fo fg^f; wMgxpgg^g^ /̂zWrngf zmpzrg »gw 

zf^ay. jVb TMaf/gr Aow car^Z/y OMg /)Zaw m â fvoMCg, rgĵ gwcA ^ 

(jĝ zgMg(f ZM fAg coz/fj^g zf̂  gxgcwfzoM. TTzg /zMZfAĝ Z ZMOMOgropA M fAg 

rgĵ z/Zf q/Az/M6&'gdk q/̂  (Zgczfzo/ẑ , Zargg a W ĵ /MaZZ, //zâ Zg wAzZg fAg 

fgfgwcA M z/Wgr aW oz/r ffaM^ZwtZ ^gxff &; Mof gzvg z^ /?rocg(Zz/rg.y 

aWfgcA/zzg'wg^yby 7»aAzMg fAojg (Zgcmo»f....A zf jpoffzAZg, q/?gr aZZ, fo 

reflect on one's difficulties and inspirations and see how they could be 

handled more rationally the next time around. In short one can be 

ZMĝ AofZoZogzcaZ a6oMf Moffgrf fAaf garZzgr AacZ Agg/z Z ^ cAa»cg a W 

f/7^rov/fa^zo» a/z(Z /Az^ cz/f /Ag arga q/^g«gfjiwrA: ' 

(Gill & Johnson, 1997, pi54) 

It is apparent that this study falls within the fourth (IV) quadrant and is concerned 

with the specifics of a single group of'case schools', but what is it about the 

study aims that made the use of a case study approach most suitable ? 

3.4.2 Use of the Case Study 

In addressing this last question it is perhaps worthwhile re-iterating the aims of 

this study in order to put the use of a case study approach into context: 
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1. What is the 'culture' of each of the schools studied ? 

2. What, if any, are the similarities and difkrences between these 'cultures' ? 

3. Have the staff or head-teachers perceived any 'cultural' changes since each 

school was acquired by the group ? 

4. Is there any perception by the staff or the head-teachers of the emergence of 

'corporate culture' or 'business climate', within the schools ? 

These aims imply that in order to examine them sufficiently the research will 

necessitate the adoption of a case study approach by virtue of the need to 

examine each aim independently of the others and in depth. This stance is further 

supported by Stake (1995, p4) who argues that: 

MWgz-ffaW owe cofg. ' 

Denscombe (1999, p32) argues that the aims of case study research in 

conjunction with the research strategy employed should characteristically 

emphasize 

1. The depth of study rather than the breadth of study 

The aims of the study are quite specific and their intentions are to gain a 

unique insight into the culture of each of the schools as perceived by the 

staff. By adopting a case study approach the research was able to be far 

more probing than would have been possible if a wider sample survey had 

been undertaken. 

2. The particular rather than the general 

The adoption of a case study approach has allowed the research to focus 

on a few instances (4) of a particular phenomenon with a view to 

providing an in-depth account of events, relationships, experiences or 

processes occurring in those particular instances. 

3. Relationships and processes rather than outcomes and end-products 

In order to understand the final aim of the study it is firstly necessary to 

understand the preceding aims and then to understand how they are all 
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linked. Here, the question is not only whether a corporate or business 

culture has developed in the schools, but also to identify what events 

have occurred which have led to that development, or not. 

4. An holistic view rather than isolated factors 

This follows on from the previous point in that it is not possible, nor 

desirable to consider culture in isolation, an issue which we have already 

discussed in previous chapters. The case study approach allows the 

researcher to deal with the case as a whole and to perhaps identify for 

example how corporate acquisition - a single factor - has affected school 

culture. 

5. Natural settings rather than artificial situations 

The schools exist, the culture whatever it may be is there, nothing has 

been generated for the specific purposes of the study. It was there before 

the research, and will still be there long after the study is completed. 

6. Multiple sources rather than one research method. 

There has already been discussion of the benefits of the use of multiple 

sources and methods in the previous section (3.3.1). One of the strengths 

of a case study approach is the flexibility it gives the researcher in 

identifying the most appropriate methods for conducting the research. 

Within this project the adoption of a case study approach has facilitated 

the complementary use of the Hargreaves' (1995) tool along with one-to-

one interviews. 

One further driver of the decision to adopt a case study approach in this project 

was the success, albeit limited, of the pilot study. The pilot itself took the form of 

a single-site case study and it therefore seemed appropriate to extend this 

approach and adopt a multiple-site case study. To justify this fiirther we need to 

consider what a case study involves : 

phenomenon within its real-life context, when the boundaries between 

the phenomenon and context are not clearly evident, and in which 

TMw/AipZg are " 

(^T^ 1994,p23) 
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Within the field of social science and educational research the case study 

approach has become more widely used and is recognized as being " ..something 

of a boom industry... " (Cohen & Manion, 1996, p i 07). 

" Education is a process and there is need for research methods which 

a W evo/vmg confexf. f o r fAg 

study method is often appropriate. " 

( Anderson, 1996, pi57) 

research, particularly with small-scale research When researchers opt 

ybr a caj:e approach fAey Awy Wo a fc/ggf aW 

wA/cA, wAeM co/M6mec( gh;e f/ze /Ay 

(Denscombe, 1999, p30) 

Denscombe (1999, p33) propounds that there are a number of ways in which the 

case study can be used within educational research, and that the selection of cases 

can be made in several ways : 

1. Selection on the basis of 'suitability' 

by arguing that the particular case selected is suitable for the 

q / fAe re^garcA, aW /Agre are 

growMdk OM wAfcA fAw ca/i 6g " 

Typical instance - selection based on the principal that 

the case is typical of any other case that may have been 

selected for the purposes of the research, and hence the 

findings fi-om the research may be generalized. It has 

already been outlined that this is not the scenario within 

this study. Whilst the schools themselves may be typical 

of other independent preparatory schools there is 

insufficient evidence to support the group of schools as 
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being typical of other groups. 

Extreme instance - based on the assumption that the case 

is in fact not typical, that for some reason it is outside 

what may usually be called normal. As for the above 

there is insufficient evidence to suggest that this specific 

case study was selected on the basis of being atypical. 

Test-site for theory - applicable where the case study is 

to be used for the purpose of theory-testing as well as 

theory-building. Enables the researcher to predict the 

outcomes. Not the reason for adopting a case study 

approach here. 

Least likely instance - the case is selected for the 

purpose of testing the validity of the theory on the 

premise that it occurs in a case where it may be least 

expected. As for the previous basis this study has no 

stated aim 6)r testing or validating theory. 

2. Selection on a 'pragmatic basis' 

" TTzere are vv/zeM .y/wcyzgf are f / o r reayow wA/c/z 

.ygg/M fo AfgA rg^eorcA. TTze 

fo rg^garcA ^Aow/cf 6g vyarnggf rgZymg OM an}/ 

such pragmatic reasons as the principal or the sole criterion for 

a caâ g. /favmg faztf fAzf, m fAg rga/ worZff q/a^ocza/ 

rgj'garcA fAgrg arg q/fg/? gZg/MgMfj q/"fwcA jcragTMafẑ y/M wAfcA ga» 

6g (jg/gg/gfif6g»gafA fAg vg»ggr q/"j-c/gMfz/fCyw f̂z/zcafzoM. TTzg}; 

are in the background and, as such deserve some attention. " 

a. A matter of convenience - " in the practical world of 

rgfgarcA, wẑ A zff fo fzmg aM<̂  rĝ oẑ rcĝ , fAg 

selection of cases is quite likely to include a 

consideration of convenience. " 

The issues of time and finance have already been 

covered, as has that of access, and it is the latter of these 

considerations which played a major role in the selection 

-54-



process. Whilst travel and sundry expenses were of some 

concern these were deemed irrelevant if access to the 

research base could not be achieved, 

b. Intrinsically interesting - " if a case is intrinsically 

interesting then it can prove an attractive proposition. 

expengMce." 

Likewise we have already discussed the role that the 

researcher's interest and motivation plays in the success 

or otherwise of a research project. The fact that the 

study was initiated as a direct result of the researcher's 

own interest in the area also played a major role in the 

selection process. Prior to finalising the area to be 

researched a number of alternative projects had been 

considered and eliminated on a comparison basis where 

the criteria included interest and resources. 

3 Selection on the basis of 'no real choice' 

' On /"gĵ garcAgrf cfo Mof rga/^y Am;g a grgo/ (fgaZ 

cAozcg w/zg» coTMgf fo /Ag fg/gc/70M ybr 

inclusion in the investigation. The choice is more or less dictated 

by circumstances beyond their control. 

Not really the case here, since there was some choice initially as to 

which schools could or should be included in the study, although 

the final sample was eventually dictated by the unavailability or 

unwillingness of two schools to participate. 

To summarise the basis on which selection was made it is apparent that this was 

primarily founded on a pragmatic basis with a degree of 'no real, or rather limited 

choice.' 

Both Denscombe (1999, p31) and Anderson (1996, pi 60) agree that one of the 

major benefits of opting for a case study approach is the opportunity to make use 

of multiple sources of data and methods, including, documentation, file data, 

interviews, site visits, direct observation and physical artefacts for this purpose. 
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Cohen and Manion (1996, pi 23) adapt a summary of the advantages propounded 

by Adelman et al (1980) which they believe enables even the most ardent anti-

case study researchers to accept their relevance and appropriateness to 

educational research: 

1. if rgddffy 'i&wf 

reality' but susceptible to ready organization. This strength in 

holding, in harmony with the reader's own experience, and thus 

provide a 'natural' basis for generalization. " 

2. " Coje a/Zoiv e/f/zgr an zw/aMce or 

from an instance to a class. Their peculiar strength lies in their 

attention to the subtlety and complexity of the case in its own 

rzgM " 

3. ' Cafe ffWzef recogMzze f/ze aW ' q/̂  

CAM r^rgfgMf fo/Mgf/zmg fAe (iRfcr̂ aMczeĵ  or co/^fcf^ 

between the viewpoints held by participants. The best case studies 

are cqpa6/g q / oj^rzMg ̂ o;»e fwppor^ fo aZfgr»affve 

interpretations. " 

4. " Case studies, considered as products, may form an archive of 

akjcr^/fvg /MoferW ^ r z c / z fo W/Mzf 

reinterpretation. Given the variety and complexity of educational 

purposes and environments, there is an obvious value in having a 

f owrce /or rea^earc/zerf aw/ z/.yerf wAo-ye j9w/yofef /way 6e 

different from our own. " 

5. " Caâ e arg a fo acffoMTTzgy 6egzM m a wor/ô  q/̂  

action and contribute to it. Their insights may be directly 

mfg7prgfg(f aw/ fo wj:e,\/br or ;W;W(/waZ fg(/̂ (/eve/qp7MeMf, 

for within-institutional feedback; for formative evaluation; and in 

educational policy making." 

6. ' Ca^e f j ? r g j ^ e M ^ rgĵ earcA or eva/MaffOM (/afa m a TMore 

«̂6Z%c(y a c c e ^ f f / z a M o/Aer AzwZy q/"rgj^earcA r^orf , 

aZfAowgA //zff Wr̂ we ô ĵ o/Mg 6owg/ẑ  af fAe eji[ye?wg q/̂ fAezr 
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TTze ZaMgMage a W fAe f/zg /̂ rĝ ygMfafzoM M Aqp^Z/y 

Zgĵâ  gj'ofgnc Zef (%)eM6kMf o» ^gcm/zzecf mfg/prgfafioM f/zaw 

coMvewfzoMa/ re^earcA r^orf f . 7%e ca^e fcqpa6/g q/̂  

j^grvmg TMwZffpZe aWfgMce& 7/ rg^A/cej' fAg (%?eWeMce q/̂  fAe 

reader upon unstated implicit assumptions...and makes the 

rgj^earcA /̂ roce .̂y ffje//̂ acceĵ a^f6Ze. Ca^g f̂wcy/ej', /^Aer^re, 

coM/rzAwfe fowargk //zg We/wocraffzafzoM' q/̂ ĉ gcwzoM-Twâ Mg (b/ifif 

ATZoWê ĵ e /ff Aea'A ^Aey aZ/ow reaf/erj^ foyw^i^e fAe 

implications of a study for themselves. " 

It would be somewhat biased to consider only the advantages of a case study 

approach when it is apparent that there are also some disadvantages. Denscombe 

(1999, p40 - 41) identiGes a number of disadvantages of the use of the case study 

approach : 

1. ' TTzg ̂ ozMf af w/zzcA /Ae c<zye f̂wcfx o^roacA M TMOĵf vw/MeT-â Ze fo 

cnZfc/jm M m rgW/oM fAe crg f̂fA/Zzfy q/geMeraZzzaffOTM' 

from its findings. The case study researcher needs to be 

particularly careful to allay suspicions and to demonstrate the 

gxfgMf fo wAfcA fAg cayg ^ fo, or coM/rajfwzfA, ofAgz-ĵ  q/̂  

z/j' (xpg." 

Within this study great care has been taken to highlight the 

limitations of the research and to clearly state that no 

generalizations should be drawn from the study and applied to 

other groups of independent preparatory schools. 

2. " Unwarranted though it may be, case studies are often 'perceived 

Of /7ro(Zwcmg ,yq/?' TTzg <%proacA ggff a c c w f q / ^ ZactzMg Âg 

(Zggrgg q/^ngoMr gA^ggfeeZq/^ocW refgwcA.. .C^fg/i, caye 

arg rggardgf/ ay aZZ ngAf m fgr/wĵ  q / ( ^ ^ g r z p f f v g 

accounts of the situation but rather ill-suited to analyses or 

gva/wa^fow. 7Vb»g q / ^ M yztyZf/zg(( 6%/̂  a 

/;rggo»g^ffo» wAzcA fAg cofg rg^garcAgr Mggdk Zo 6g mvarg 

of and one which needs to be challenged by careful attention to 

ngowr m Âg wfg q/̂ fAg apy?roacA. " 
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Within this study this is clearly not the case. Considerable effort has 

been applied to the data collection and data analysis to ensure that 

the case study provides findings appropriate to the rigour expected 

of educational research at doctoral level. 

Other disadvantages identified by Denscombe (ibid) include the difficulty in 

deciding which data to include and which to exclude, negotiating access to the 

study base, and the potential for the researcher to influence the investigations by 

virtue of their presence. All these factors have been addressed in previous 

chapters of this study. In conclusion it would be a fair assessment to state that 

within this specific research project the benefits of the case study approach 

generally outweigh the disadvantages. 

3.5 Sampling Technique 

Whilst we have previously acknowledged that " Case study research is not sampling 

" (Stake, 1995, p4) we must still recognize that within a multiple-site case 

study approach there exists a need to undertake some form of sampling in deciding on 

who or what is to be studied. As outlined earlier, time is a limiting factor and it is this 

which generally leads to the need for some form of sampling. In an ideal world it would 

be desirable to undertake a one hundred percent sample, however, in reality this is 

seldom possible. There are generally considered to be five broad approaches to sampling 

- purposeful, random, systematic, theoretic and opportunistic. It is not considered 

feasible nor desirable within the scope of this study to discuss in detail the strengths and 

weakness of each of these types since much has already been written on this topic, (see 

Cohen and Manion (1996, p86-92), Bell (1999, pi26-127), Anderson (1996, pi96-201) 

and Denscombe (1999, pi 1-19)). More important is to outline and justify the chosen 

methods. Within this study there were two stages of sampling for consideration. The first 

stage was to identify and select which schools to investigate. The second stage could not 

be implemented until completion of the initial phase of the research study and involved 

selecting which staff should be approached for the purposes of follow up interview. 

3.5.1 Selecting the schools 

The first consideration when planning the study was to define precisely the 'target 

population'. In this instance this was determined as a direct result of the pilot 

project since it was seen as a natural extension. At the time of the study Southern 
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Schools consisted of approximately nineteen schools of which seven were 

preparatory, with the remainder being within the nursery or pre-school sector. 

The study was to form an investigation into the effects of corporate acquisition 

on the culture of the seven preparatory schools owned and operated by Southern 

Schools. 

This definition of the target population is critical since it clearly identifies what is 

to be investigated and makes it quite explicit that the study should not be 

generalized to the independent preparatory school sector as a whole. 

For reasons previously outlined Very Close School was excluded 6om the main 

study, this left six schools which were deemed suitable for inclusion. The issue of 

how typical of the schools within the group these were has been discussed 

previously, hence the question of including non-typical schools did not arise. The 

use here is of purposefiil sampling where the study sets out to learn about specific 

issues deemed essential to the investigation. Its use is justified on the grounds that 

the study was aimed at a specific group of schools and was not intended to imply 

that the findings would be held true across the sector. To ensure a representative 

sample is investigated the researcher must address the question of what 

constitutes an adequate size for the sample. A simple question, but one which 

does not have a corresponding simple answer. Two major factors which generally 

influence the decision on sample size are those of resources, in terms of time and 

finance, and the level of accuracy required fi-om the study. The impact of these 

limitations on the research has already been discussed in previous sections. With 

these limitations in mind it was initially envisaged that all six schools, ie a one 

hundred percent sample, could contribute to the study, since this was a relatively 

small number and the schools were not too geographically distributed. However, 

due to a number of reasons two of the schools declined to participate. This was 

not seen to be problematic since within the target group a sixty-six percent 

sample was considered adequate. Whilst it would be possible to perform a 

mathematical calculation to justify this stance this is not deemed appropriate here 

since: 

" In practice, the complexity of the competing factors of resources and 
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mathematical formula." 

(Hoinville et al, 1978 in Denscombe, 1999, p23) 

Hence the four schools outlined in Chapter 1 effectively self-selected themselves 

by agreeing to participate in the study. 

3.5.2 Selecting staff for follow-up interview 

Since the study entailed investigating the perception of the staff it was vital that 

following completion of the first stage of data collection (see 3.6) it was 

necessary to identify a sample of staff from each school for the purposes of 

interview. Whilst the number of staff per school is relatively small it would not 

have been possible, due to time and resource constraints, to interview them all. It 

was however, considered essential that the head-teachers of the schools were 

included in the interview sample. The issue of sample size is one which often 

causes concern among researchers, but as in the broader issue of sampling 

technique, it can be addressed from a time and resource perspective. A further 

consideration here, due to the nature of the study, was the availability of staff 

during the normal working day, and the need not to be seen to be 'getting under 

people's feet'. The criteria for the staff interviews was thus set on a time based 

limit, allocating forty minutes to the head-teacher interview, and twenty minutes 

to each staff interview. When setting sample size it is also important to consider 

response rates since too small a sample coupled with a low response rate can lead 

to findings which may be highly skewed. The response rates from the initial phase 

were greater than seventy percent which allowed for the second stage to be 

appropriately undertaken. The plan was to ensure that all interviews in a school 

would be completed within the course of a normal working day, allowing for 

teaching periods and breaks etc. With this in mind the decision was made that in 

addition to the head-teacher, three members of staff from each school would be 

interviewed, giving a sample size of approximately thirty three percent of initial 

respondents. Having determined the sample size one further question had to be 

addressed - other than the head-teacher who else should be interviewed ? The 

very nature of the study and the need to maintain confidentiality and anonymity 

necessitated a random sample approach. A random sample is where each member 

of the survey group has an equal opportunity of being selected. There are 
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different ways in which this may be accomplished but, in this case, each member 

of staff had previously been allocated a computer generated number which 

identified them and their school. On completion of the first stage of data 

collection the master list containing these numbers was updated to remove staff 

who had not responded to the initial survey. From this updated list staff were 

selected randomly without any reference to their response, this ensured that no 

bias could be introduced by selecting members of staff who had responded in a 

particular way. 

The two important factors that emerge fi-om the complexities of undertaking sampling, 

are those of the validity and reliability of the sampling methods. There is no prescribed 

way in which sampling should be implemented, it is at the discretion of the researcher. 

However, responsibility for ensuring the appropriateness of the method(s) chosen lies 

solely with the researcher who needs to be fiilly aware of the limitations of the sampling 

and the implications this will have on the outcomes of the study. Considered and justified 

selection of the sample and methods is essential since these will dictate to a large extent 

the validity and reliability of the data collected through them. Even though we have 

argued that a case study does not constitute a sample survey we must still bear in mind 

that within the schools which form this project a sample survey of staff has been 

undertaken and hence it seems appropriate to consider the following : 

"The main pitfall with sample surveys is that many researchers forget what they 

are (/ga/mg wzfA OMcf Aove M 

it " 

(Anderson, 1996, p205) 

3.6 Data Collection 

3.6.1 Introduction 

One of the key success factors of any research project is that it is only as good as 

the data collected, since the collection of inappropriate or irrelevant data will 

inevitably lead to incorrect analysis and hence ill-founded conclusions. Research 

data can be divided into two main categories - 'primary data', which is original 

research data collected by the researcher, and 'secondary data', which is data 

already collected and available. Within the context of this study the data collected 

-61-



from the schools during both stages of the study is primary data, whilst the 

literature and other sourced data is considered as secondary data. Secondary data 

is usually sub-divided into two, dependent upon where the source of the data lies. 

Internal data is data that is available from within the organization, an example 

here would be the prospectus for each of the schools contained within the study. 

External data is data that is available from outside the organization, here this may 

be regarded as reference to previous publications and research available from 

libraries and other such sources. It is usual to undertake secondary data collection 

prior to designing and planning the collection of primary data. Each source of 

secondary data has its strengths and weaknesses. They are generally easier to 

obtain, or access, and will involve minimum financial resource, which in turn leads 

to savings in time and money. However, secondary data may not be able to 

directly address the research questions being asked, and much of it is likely to be 

historical and hence of limited value. Primary data collection has the distinct 

advantage of being specifically designed for and therefore aimed at seeking 

answers to some clearly defined research questions. Within educational research 

this may very often be the only way in which the research questions can be 

answered. However, primary data collection inevitably requires the commitment 

of both financial and time resources. An important issue in respect of data 

collection is the need to be aware that prior to deciding on the method of 

collection it is critical to identify the information needs, ie what information is 

needed and why ? It is only possible to approach the questions of where the 

information can be found, how it can be collected and what to do with it once 

collected afterwards. It should also be noted that it is neither likely nor desirable 

that only one method, or type, of data collection will be undertaken, since they 

are not mutually exclusive. 

There are a number of influencing factors which need to be taken into 

consideration with respect to data collection. Firstly there is the question of what 

'constraints' are present which may affect the extent of data collection possible, 

and the potential impact these may have on the 'reliability' and 'validity' of the 

data collected. Whatever the constraints it is of vital importance that every effort 

is made to ensure the reliability and validity of the data are not brought into 

question, and that appropriate 'triangulation' of the data is evident. This is 

particularly relevant where the use of a case study approach has been initiated. 
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' TTze q/"a paz-ffcz/Zar fec/zMzgwe /or coZ/ecfrng ' 

accoMMff q/̂ an eve/if -/rmMgwW/oM- fAow/c/ 6g 7%/f M f/zg 

heart of the intention of the case study worker to respond to the 

mwZf̂ Zzc/fy pgyjpgg^zvg^ /^rg^gn/ m a ^ocW fẑ wa/zoM. ẐZ accowMfâ  org 

coMj:z(/gre(f ZM /?arf 6g gjgprĝ fzvg q/̂ //ze ôczaZ zfzo/z q/̂ gac/z 

z?^r/Ma»A Cofg »gg(6 fo r^rg^g/zf, r^rgj^gMfyazrZy, f/zĝ yg 

f̂ẑ rZMg a W ĵ O/MgfZTMgf CO/̂ ZCfZMg vzgMpozMf& " 

(Adelman et al, 1990 in Cohen and Manion, 1996, p241) 

The following sections outline and discuss the data collection methods, secondary 

and primary, implemented in the undertaking of this study, and the steps taken to 

ensure triangulation of the primary research data. It should be recognized here 

that the study set out to investigate the perceptions of staff in respect of the 

culture and climate changes which may have taken place within their schools since 

acquisition, and as such no attempt was made to undertake any objective 

measurement of school culture. 

3.6.2 Secondary data collection 

Secondary data collection was undertaken through a number of different sources. 

Prior to an intensive literature search it was deemed necessary to obtain 

information regarding the four schools which were to form the subject of the 

study. To facilitate this, a copy of each school's prospectus, and a staff list, was 

obtained at the time of the initial visits (see 3.5.3). This data enabled an overview 

of the schools to be drawn including an understanding of the size, history and 

more recent developments. From this data it was also possible to determine the 

level of primary research which would be necessary. Part of the secondary data 

collection was to identify any existing research which had taken place in the same 

field. Whilst data was found on cultural research within the state education 

system there was very little evidence of similar research in the independent 

preparatory school sector. The search was therefore widened to attempt to 

identify any parallel research data to which a proxy could be drawn, again this 

search proved fruitless. This was rather unexpected, although not disappointing, 

since it gave rise to the opportunity to undertake research in an area not 

apparently previously investigated. This may have been as a direct result of the 
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relative newness of the growth of corporate acquisition in the sector, and/or a 

lack of interest in this area by educational researchers and writers. 

A further purpose of secondary data collection is to facilitate the background 

reading necessary to identify the relevant theoretical underpinning in support of 

the research area. This form of data collection can be widely undertaken making 

appropriate use of the tools of research available today. This may include 

university libraries, city libraries and the potential plethora of data available 

through the Internet. This form of data collection can seem straightforward but it 

is necessary to be aware of the pitfalls waiting for the inexperienced researcher to 

fall into. One of the most common faults with secondary data collection is the 

quality and relevance of the data collected, it is easy to collect data - but not to 

collect good data. Whilst assessing the relevance of data is naturally quite 

subjective it is an essential part of the data collection process, which when 

performed correctly can alleviate many of the problems, eg data overload, 

associated with it. The results of this part of the secondary data collection process 

are evidenced and illustrated in the quality and relevance of the literature review 

which forms part of this volume. It should not be assumed however that 

secondary data collection is only undertaken at the outset of the research project. 

Whilst it is acknowledged that the majority of this data wiU be collected ahead of 

primary data collection, it is essential to understand that secondary data collection 

is an iterative process and is likely to continue well into the primary data 

collection phase, and probably, beyond. 

3.6.3 Primary data collection 

Throughout this chapter the need to plan carefully has been continually stressed, 

this is never more so than prior to undertaking primary data collection and the 

requirement to define what will be done, when will it be done, and how will it be 

done? This is particularly so where the methodology and strategy is case study 

based. 

data collection should ideally be phased so that the researcher is present 

ay occwr. " 

(Anderson, 1996, pl61) 
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It is important to understand that whilst the secondary research, and hence the 

literature review examined both the dimensions and types of culture, the primary 

research focused solely on types of culture. Given this and the need to adopt the 

recommendation resulting from the pilot study to follow up the identification of 

each schools' culture with interviews, the primary data collection process was 

planned and implemented in two distinct phases. However before either phase 

could be undertaken it was necessary to obtain approval from Southern Schools 

(previously discussed), and the agreement of individual head-teachers to their 

school's participation. To facilitate this a personalised letter was sent (October 

1998) to the head-teachers of the six preparatory schools giving a very brief 

overview of the research area and requesting a meeting for the purposes of a 

fuller discussion. The letters were followed up one week later with a telephone 

call to the head-teachers with a view to arranging a firm appointment. The 

response was very good with four of the six agreeing to and confirming a 

convenient appointment to visit the school, these four meetings took place 

between 21^ October and 11"' November 1998. The rationale for these initial 

visits was to allow the head-teachers to gain a deeper understanding of the 

research area and the role the school, the staff and they would play in it, should 

they agree to participate. The outcome of these meetings was very pleasing with 

all the head-teachers agreeing in principle to participation, subject to the 

agreement of their staff. It was agreed that the head-teachers would introduce the 

topic at the next staff meeting and that a further telephone call should be made to 

ascertain the outcome. Due to the closeness of the end-of-term it was deemed 

sensible that the next visits would not take place until the commencement of the 

spring term in January 1999 at the earliest. A reasonable interval between the 

visits was also seen as necessary to allow for adequate planning and preparation 

of the initial phase of data collection. 

3.6.3.1 The initial phase 

As a result of the pilot study the initial phase of primary research was 

planned around the adaptation and application of Hargreaves' (1995) 

technique for identifying school culture types. This technique 

concentrates on staff'perception and requires participants to indicate on 

an Individual Record Sheet (IRS) in the form of an eight by eight, 
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adapted to a sixteen by sixteen, matrix (see appendix 2), where they 

perceive the school's present culture, ideal culture, and the direction in 

which it is moving, to be located based on four descriptions. A full 

outline of these descriptors, which were also allocated colours to allow 

easy identiGcation, are included in appendix 3. 

However, prior to undertaking the second visits to the schools it was 

necessary to assemble individual information packs for each member of 

staff. The questions of confidentiality and anonymity were addressed by 

allocating each staff member a unique, computer generated, number 

which made no reference to schools or individuals. A master record was 

maintained thus enabling identification of returned responses to be made. 

The number allocation was such that in the event of a member of staff 

finding another's response they would be unable to identify that person. 

The contents of the pack included a letter (see Appendix 1) thanking the 

member of staff for agreeing to participate and giving contact details and 

instructions; a copy of the IRS; the sheet describing the four types of 

school culture, and a stamped addressed envelope to facilitate return on 

completion. The packs were sealed and individually addressed to each 

member of staff ensuring that their personal number would not be known 

until they opened their pack. On completion of this preparation the head-

teachers of the schools were contacted to arrange a mutually convenient 

time for a briefing of their staff. These second visits took place between 

4^ January and 12^ February 1999. To facilitate as full as possible 

understanding of the rationale behind the study these meetings took the 

form of a formal briefing outlining the research and the use of the 

method. Overhead transparencies of both the IRS and the descriptions of 

the culture were prepared in advance and used during the briefings to 

illustrate their purpose. Any questions, concerns or doubts regarding the 

study, including those of confidentiality, anonymity, impartiality and 

sponsorship were also addressed. Generally this was not a problem 

although there was some suspicion among a group of staff at Newest 

Preparatory School that there were ulterior motives and that the findings 

would be used by Southern Schools to implement changes. 

The members of the meeting were shown the IRS with the corners 
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highlighted in yellow, green, blue or red to relate to the description 

cards. The four descriptions of school culture were read out and it was 

explained that they were being asked to indicate on the IRS where they 

perceived the culture of the school to be presently, ideally and the 

direction in which it was actually going. It was stressed that when 

undertaking this activity they should consider the four descriptions very 

carefully and indicate the positions accordingly, bearing in mind that the 

more extreme the culture was, the closer to the corners it should be 

placed. At the end of the briefing the packs were distributed to the staff 

with a request that it be returned, as soon as possible, but preferably no 

later than the half-term break. This was considered important since the 

requirements would be fresh in their minds and hence a more valid 

response. A further request was that even if they did not wish to 

participate, the return should still be made, giving as high a response rate 

as possible, and to enable a full analysis to be undertaken. The question 

of what constitutes an acceptable response rate is dependent upon the 

type of survey method employed, the composition of the respondents 

and the issues being researched. Market researchers will tell you that it is 

not unusual for the response rate to be as low as fifteen to twenty 

percent if a postal questionnaire has been used, whereas personal 

interviews give a response rate of one hundred percent. Too low a 

response rate will result in a lack of confidence in the accuracy and 

reliability of the data collected, and the findings may not be truly 

representative of the population under investigation .There are a number 

of actions the researcher can undertake to ensure as high a response rate 

as possible. Within this study a reminder letter was sent to individual 

staff members two weeks after the briefing. A further two weeks 

beyond, and following the receipt of a few outstanding responses, no 

further action was taken and it was accepted that no additional responses 

would be received. The response rates achieved were 

Midway Preparatory School 92% (11/12) 

Nearby Preparatory School 79% (11/14) 

Oldest Preparatory School 77% (16/21) 

Newest Preparatory School 72% (15/21) 
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No incomplete IRS's were returned therefore the rates correspond to 

one, three, five and six non-returns respectively. If we accept that the 

method used was a form of postal survey then we can see that these 

response rates were extremely high and hence facilitated a full and 

representative analysis. 

To enable a comprehensive analysis of the data collected in the initial 

phase and to provide suflHcient time and resources for the next phase to 

be properly planned, it was decided that follow-up interviews would not 

be undertaken until the beginning of the autumn term of the 1999 school 

year. There was some concern that by the time these took place some 

respondents may have forgotten their responses, whilst others may have 

left the school. However, it was felt this would be a risk which would 

have to be accepted rather than making a hurried and possibly inaccurate 

analysis of the first phase data. 

3.6.3.2 The second phase 

With the analysis of the first phase complete (see chapter 4) it was now 

possible to progress to planning and conducting the second phase. The 

purpose of the second phase was two-fold; firstly there was a need to 

triangulate the findings from the first phase, and secondly to obtain 

further original, primary data in order to answer the research objectives. 

As previously discussed, this second phase entailed undertaking a 

number of follow-up interviews with the head-teachers and members of 

their staff The importance of the need to triangulate, and the method for 

achieving such, are clear since : 

"there is no absolute guarantee that a number of data sources that 

interpretations, validations is achieved when others, particularly the 

wary 

this is for the researcher to write out his/her analysis for the subjects 
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their reactions to it. This is known as respondent validation. " 

(McCormick & James, 1983 in Cohen & Manion, 1996, p 241) 

Analysis of the first phase data gave rise to a number of questions which 

needed to be addressed, both in terms of triangulation and development 

of the study (see appendix 4). 

The advantages of interviews eg. depth of information obtainable, 

flexibility to modify structure or line of enquiry are well documented, as 

are the disadvantages or areas of concern eg. time consuming in terms of 

planning, conducting, transcribing and analysis, so it is of extreme 

importance to take all necessary steps to ensure their success. Bearing in 

mind the complexities of setting up the interviews and with the 

information needed clearly defined a number of factors had to be 

considered and appropriate decisions made : 

Who was to be interviewed ? 

The sample method has been discussed previously ( see 3.4.2) so the 

issue here was one of gaining the permission and willingness to be 

interviewed from the selected staff. The head-teachers had agreed to be 

interviewed during the second visit which meant that it was only now 

necessary to approach the individual members of staff. The question of 

anonymity needed to be addressed here since this could not be done 

without the head-teachers' knowledge as it would be necessary to 

conduct the interviews during school time. The decision was taken to 

contact the head-teachers with the names of those selected asking them 

to approach staff and seek their agreement to interview. The risk here 

was that some of those approached by the head-teachers may have 

declined to be interviewed as their anonymity was no longer valid. It was 

stressed that staff had been selected randomly and that nothing should be 

assumed as to any specific criteria for interview being applied. 

Additionally it was guaranteed that the content of the interviews would 

remain confidential and that no direct reference to respondents would be 

made in the study. A reserve list of staff was formulated as a back-up 

should any member of staff still decline the interview, fortunately this 
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was not required with a one hundred percent acceptance from the 

original sample. 

How would the interviews be structured ? 

The use of interviews is widely acknowledged by researchers and writers 

alike (Anderson (1996); Cohen & Manion (1996); Scott & Usher 

(1996); Denscombe (1999)) as one of the most appropriate methods of 

data collection in educational research. Anderson (p223) identifies two 

basic types of interviews, 'normative' for use where collected data is 

classified and analysed statistically, and 'elite' where the respondent has 

specific knowledge or experience about the area of research. Denscombe 

(pi 12 - 115) identifies six types of interviews and propounds that the 

decision as to which should be used is dependent upon the degree of 

control the researcher requires over the interview, and the length of 

responses allowed by the respondent. Within these types he identifies, 

and draws a distinction between interviews that are structured, involving 

tight control over the questions and answers, or semi-structured allowing 

a degree of flexibility both in the way the questions are offered and the 

responses given. For the purposes of this study, taking into account the 

information sought and the use of'elite', one-to-one interviews, the use 

of a semi-structured approach was deemed most appropriate. 

How would the interviews be recorded ? 

One of the most difficult tasks facing the researcher when conducting 

interviews is the question as to the most appropriate method for 

recording the data. The two most common methods are the use of 

written notes, and audio tapes. The decision will depend heavily on the 

ability of the interviewer to listen and write simultaneously, equipment 

availability and reliability, and the agreement of the interviewee. The 

latter of these has a major influence since a conversation recorded on 

tape is a permanent record, and that which has been said cannot be un-

said. The type of interview employed also influences the data recording 

method since the level of flexibility and hence opportunity for the 

interviewee to respond as they wish will help define the choice. 
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One further factor needed to be considered, the analysis of the 

qualitative data collected by the interviews. A fiiUer discussion on this 

factor is undertaken later in this section. Taking account of all these 

factors it was decided that, subject to interviewees agreement, an audio 

recording of the interviews would be made. To avoid the necessity to 

carry unwieldy equipment two small Dictaphones, plus a supply of blank 

tapes and batteries were acquired. The second machine was seen as a 

back-up contingency in the event of failure of the first. 

How would the interviews be conducted ? 

The success or failure of an interview relies heavily on the way in which 

it is conducted. Poorly planned and executed interviews due to the lack 

of question preparation, insufficient time allocation etc., invariably lead 

to the collection of poor or inappropriate data. The type of interview and 

the questions to be raised have already been determined and justified, the 

issue now was one of how best to approach the interviewees to ensure 

their full cooperation. Prior to this it was important to decide on the 

order in which the interviews should take place, whilst it was appropriate 

for the head-teachers' to be interviewed first the order of the staff 

interviews was pre-determined by timetable and availability constraints. 

Following the initial introductions and formalities it was considered 

important that the purpose of the study and the follow-up interview be 

re-established. Interviewees were reassured of the confidentiality of the 

interview and their agreement to tape the conversation sought, in doing 

this they were advised that once the tape had been transcribed it would 

be wiped clean. As expected many of the interviewees could not 

remember, due to the time lapse, how they had responded during the 

initial phase of the research, and it was therefore necessary to allow them 

time to review their Individual Record Sheet. Following this they were 

shown the correlated results for their school identifying it within one of 

the four types of school culture, 'hothouse', 'welfarist', 'formal', or 

'survivalist', as propounded by Hargreaves (1995)(see appendix 5). The 

next step required the interviewee to read the descriptions of these four 

types, paying particular attention to the type related to their school. The 
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interview questions (see appendix 4) were not shown to the interviewees 

but used as prompts to elicit and develop responses. One weakness of 

this approach was a tendency for some interviewees to use the interview 

as a means of getting 'things off their chest'. This was interesting in that 

it identified issues, such as low morale and general grievances, but was 

also time consuming and not always directly relevant to the study. It was 

necessary in some instances to break the flow of conversation in order to 

re-establish and re-focus the interview. It is inevitable that each interview 

will be different Irom the others, part of the interviewer's skill in 

conducting interviews is to be able to introduce issues raised in previous 

interviews into the current discussions. This allows for further 

triangulation and helps identify a consensus view among the 

interviewees. 

This was evidenced where unprompted comments regarding the 

changing role of staff were voiced during several interviews not only in 

the same school but also in other schools within the study. 

On completion of the interview the interviewee was thanked for their 

time and cooperation, and at the end of the visit when all interviews had 

been completed, a small gift was presented to the staff common room as 

a sign of gratitude. Since no mention of the giA had been made prior to 

any of the research being undertaken this action could not be considered 

unethical, in practice the use of a small reward for this purpose is 

considered usual. 

Where would the interviews take place ? 

The environment within which the interview takes place can have a 

major impact on its success or otherwise. Using a room which is open to 

easy access or constant interruptions will destroy the fluency of the 

interview and possibly undermine the interviewee's confidence and 

willingness to be open in their views, this removed the potential to hold 

the interviews in the classrooms, staff common room or the school 

office. Likewise a room or setting in which the interviewee may feel 

intimidated can have similar effects, this removed the head-teacher's 

study from potential locations, other than for the head-teachers 
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themselves. Also of importance is the layout of the room and the 

furniture available, the more comfortable the surroundings are the more 

relaxing will be the interview. Preferably there should be no physical 

barrier eg a large desk or table, between the interviewer and their 

subject. There is a need for a suitable work surface on which to place 

equipment and material to be used during the course of the interview. 

Mindful of these restrictions it was agreed with the head-teachers that 

their interviews would take place in their study, whilst a suitable room 

would be found and allocated for the purposes of the staff interviews. 

Whilst some of the locations were not ideal aU were quite adequate and 

allowed the interviews to be conducted appropriately. 

When would the interviews take place ? 

It had originally been planned for the interviews to take place during the 

early part of the autumn term of the 1999 school year. However due to a 

number of reasons and the unavailability of some staff it was not possible 

to arrange these until later, as a result the interviews took place between 

the 2P' October and 24* November 1999. Each set of interviews were 

allocated a flill day to allow for travel to and from the school and to 

ensure that all staff selected for interview would be available. The 

precise time for each interview was at the discretion of the head-teacher 

and the staff member subject to their timetable and other duties. The 

length of the interviews had been pre-determined although a break 

between each was included to allow for over-run and the need for 

additional verbal notes to be made on the tape at the end of each 

interview. 

Finally it is worth noting that planning interviews is time-consuming and 

arduous work, but without which they will add very little in terms of 

valid data collection. If the interviews have been meticulously organised 

and executed then the benefits and rewards of the experience will be 

evidenced in the resultant analysis. 

3.6.4 Ethical and practical considerations 

The growth in social sciences research, and in particular educational research, has 
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resulted in the need for researchers to be aware of the ethical dilemmas they are 

likely to encounter, not only in the topic of their research, but also in the way they 

choose to undertake that research. By its very nature educational research 

necessitates the need to study the behavioural patterns of the subject (in this case 

teachers), and the environment (schools) in which they operate. To this end it is 

critical that the researcher has a real understanding, not only of the issues 

involved, but also of the numerous guidelines which have been developed to help 

them address the issues. It is neither practical nor feasible here to outline these in 

depth since there are an abundance of sources available eg. The British 

Educational Research Association, University of Southampton Research and 

Graduate School of Education (ROSE) Ethical Guidelines for Research, to which 

reference can be made. It is important, however, to consider those ethical issues 

most relevant to this speciGc study. The Erst of these is the principle of 'informed 

consent' whereby the subjects or participants must be informed of the purpose of 

the research and they must consent to inclusion in the study without any form of 

'incentive' or coercion. How this was addressed has been discussed in some 

depth in previous sections, but it is worth reiterating that following agreement 

from the head-teachers a fiiU briefing was given to the staff and their permission 

to participate obtained with guaranteed anonymity. This is linked intrinsically to 

the needs for 'confidentiality' and the 'right to privacy', both of which were 

addressed in chapter one of this study. This was a particular issue within this 

study which arose from the taped interviews where respondents were happy to 

volunteer information and comment which they stressed was confidential, even 

though they knew the conversation was being recorded 'live'. In one particular 

instance the respondent, without any prompting said " I shouldn't be telling you 

this, it's very confidential, but " and proceeded to discuss another member of 

staflf who was going to be interviewed later. This caused problems of being in 

possession of knowledge concerning a respondent who were themselves not 

aware of the situation. Curiosity can also be a dilemma which needs to be 

curtailed when undertaking educational research, not only from the viewpoint of 

the researcher but also from the participants in the research. This links back to the 

need to constantly bear in mind factors relating to confidentiality. One of the 

interview questions put to the staff and to the head-teachers concerned the role 

of the head in developing the school culture. In all four schools the heads where 
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very interested to know how the staff had responded, to divulge this information 

would have been a breach of conGdentiality and would have led to a loss of 

confidence in the impartiality of the study. One further issue which arose and 

required a considered approach was that of a 'vulnerable population' where there 

is the potential to damage or upset segments of the research base due to their age 

or other such factors. This was of significant importance within the context of this 

study since the research was conducted within schools where the age of the 

children ranged from two and half to thirteen years. It was crucial to be 

constantly aware of the surroundings and consider the needs of the children and 

their approach to a 'stranger' in the school. Initially the use of visual evidence in 

the form of photographs taken within the schools had been considered as part of 

the research methodology. However, given the small size of the schools and the 

presence of a very intimate atmosphere it was deemed that taking photographs 

within a school full of very young children could be misinterpreted, even though 

the head-teachers had all agreed to the initial request. Additionally it was felt that 

the inclusion of photographic evidence within the research report could lead to 

identification of the schools and hence be a breach of anonymity. No guidelines or 

code of practice can make allowance for the diversity of ethical dilemmas the 

researcher may encounter. However, it is the researcher's responsibility to ensure 

they conduct their research in an ethical way at all times whilst considering the 

needs of the study : 

" we live in a relative universe and it has been said that relativity seeks 

M m a 

(Okakura, 1991 in Cohen & Manion, 1996, p381-382) 

ybr f/ze arf ef/zzca/ " 

(Cohen & Manion, 1996, p382) 

3.7 Data Analysis Method 

3.7.1 Introduction 

Data analysis is perhaps the key to the success or failure of a study to answer the 

research questions identiSed. The previous section discussed and stressed the 

need to undertake detailed planning of the data collection, yet few researchers, if 
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any, apparently apply the same level of commitment to data analysis. Most will 

allocate considerable resources to data collection without the slightest reference 

or thought as to what they will do with all the data once they have it. Whereas in 

reality it should form a central element of the research process. 

rgfgarcA; raf/zer, M a dkrfa 

f/zgM, f/zg /ayf q / fAe rg '̂garcA ̂ rocgf& A f 6g ^gg/z 

fAe rgfgwc/z akfzgM aW dbfa coZ/gcfzoM. TTzg /"efgarcA ̂ mcgfq/^w/zzcA 

M OMg fwpgc/, w a cyc/zcaZ o/zg. " 

( Coffey & Atkinson, 1996, p6) 

The above quote is a key point and it was essential to ensure that reflection 

played a major role in determining subsequent stages of data collection emanating 

from the preceding data analysis. Within this study an example of this can be 

found in the conduct of the interviews with the staff. Although planned as being 

unstructured the interviews relied on a set of pre-determined questions which 

needed to be addressed. However, it was found that the questions were being 

continuously modified between interviews in the same school and, consequently, 

between each set of interviews. This was attributable directly to responses given 

by the staff and head-teachers which had not been anticipated when designing the 

initial set of interview questions, for example the question referring to the role of 

the head. Following the first set of interviews this was rephrased to enquire as to 

whether that role was perceived to be one of a 'business manager' or a 'head-

teacher'. 

A further problem in the analysis of qualitative data is displaying the data in a 

format that will be recognized and understood by the reader : 

" Js the data are analysed, they must be displayed in ways that will 

coAzvey fo f/zg readlgr w/zaf /zaf 6ggM (f^covgrgfi ^mcg row (Wa wg 

rarely presented, the data must be classified and grouped into tables 

yzgz/rgĵ . TTzzf foo, M z/y^orfanf, z/"fz/Mg-co?M«7Mz»g " 

(Anderson, 1996, p82) 
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" aW rgj^earcA / W A a f do 

r/zg (&3fa /MeaM'? TTzg Mgygr jpeaA:fAemyg/vgf. ;$̂ o/»e /zMywaM 

vo/ce ar^fcwWe w/zaf coZ/ecfe^f rgjpec^ fo ĵ o?»g 

AwTMaM " 

(Popkewitz & Tabachnick, 1981, pl81) 

Within the context of this study and considering that data collection took place 

over two phases it is reasonable to discuss data analysis methods in a similar style. 

3.7.2 Initial phase data 

" A school is a beehive of activity, exhibiting patterns of behaviour that 

ewM a cofMa/ o6.yg/Ter ca» recogMzzg. Ceffazn wz f̂zdk a W wzove/zzgMf 

yb//ow f/ze /"ZMgzfzg q/6gZZ& TeacAerf z/̂ g f/ze a ^ a / M e a g a m a W 

agazM, a W f/zgĵ e are yb/Zoweaf Ay jz7?zz/w fgjpowgf^o/M ' 

(Popkewitz & Tabachnick, 1981, p29) 

At this stage the purpose of the data analysis was to attempt to identify the 

culture of each of the schools as perceived by the staff in their use of the 

Hargreaves (1995) tool. Responses to the initial phase of data collection were 

received in the form of completed Individual Record Sheets, an example of one of 

these can be tbund in Appendix 6. In his work Hargreaves advises that at this 

level the analysis should be kept fairly basic by simply producing a sheet showing 

the collated responses from the individual sheets (see Appendix 7). Likewise he 

advocates only transposing the individual spots (for the locations of actual 

culture) and the stars (for the ideal culture), since it would be too confusing to 

also include the arrows (for direction culture is perceived to be moving in) on the 

same sheet. With this completed the problem now was what sense to make of the 

responses. There were a number of statistical methods that could have been 

adopted, however it was deemed adequate to follow the procedure as outlined by 

Hargreaves to simply calculate the proportion of staff falling into each of the 

quadrants 

Formal quadrant - the sixty four squares forming the 'pink' corner. 

Hothouse quadrant - the sixty four squares forming the 'green' corner. 
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\V\:UzuistigiKHirarA - the sixty fbiarsKiLu%n:s;R)rniHig the ';yelk)w' 

comer. 

Survivalist quadrant - the sixty four squares forming the 'blue' corner. 

Central quadrant - the sixty four squares forming the centre of the 

grid. 

It is important to note here that there is over-lap between the four 'type' 

quadrants and the central quadrant. Hargreaves does not explain this but it does 

enable the notion of uncertainty to be considered where the respondent is perhaps 

unwilling, or unable, to precisely define the positions of present and ideal culture. 

With this complete it was a relatively straight-forward exercise to determine the 

present and ideal cultures of the school. In the example shown in Appendix 7, 

which relates to Oldest Preparatory School, the following analysis can be seen :-

Present Ideal 

Î Drmal 094 (X̂ o 

\VeUarbt 21%o 14%o 

Survivalist 0% 0% 

Below are the percentages of responses that fell into the central quadrant:-

7%D 29%D 

It should be noted that whilst the grid had been refined to allow a more precise 

judgement to be made, no attempt at dividing the findings into more than the five 

categories was undertaken. This decision was based on the need for this stage to 

simply identify the staffs perception of their school's culture. These figures in 

themselves are of no significant value since they do not provide any sense, 

evidence or justification to support the outcomes of this phase of the study, hence 

the necessity to undertake Allow-up interviews as discussed in previous sections. 

The fiill outcomes and resultant analysis from this phase of the data collection are 

discussed in Chapter 4. 

3.7.3 Second phase data 

Second phase data collection took the form of individual interviews with the 

head-teachers and a sample of their staff 6om each of the four schools. These 

interviews were recorded on to audio tapes with additional commentary added on 

completion of each set of interviews. The greatest task in the use of taped 
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interviews is that of transcription 

" ^ /wore f/yMg-coww/Mmg fAaw 

acfwaZ coZ/gcffO» q / ^ " 

(Denscombe, 1998, pi28) 

" Tra^ycr^/fOM ^ a /MgcAa/izcaZ /)rocejDW/Z/Mg fape-rgcorckf^ 

Wo feM^e»ce& TTza WA: wgeak fo 6g 'W/gcf wp' a 

little to put it in a format on the written page that is understandable to 

fAe reaAkr. /»gvffa6AK, ff Zoĵ gĵ  fomg awfAgwfzcffy fAmz/gA fAw /^rocgj^f. " 

(Denscombe, 1998, pi32) 

Whilst accepting that transcription is both labour intensive and valuable, 

Denscombe (ibid) also identifies three distinct problems the researcher faces when 

undertaking the task:-

1. The recorded talk is not always easy to hear - external noise, poor 

recording, simultaneous speaking of the interviewer and 

interviewee, can all make the transcribing of the tape very difficult, 

and raise questions as to which parts of the interview can be 

excluded without jeopardising the validity of the transcription 

2. People do not always speak with nice finite sentences -

necessitating the need to 'tidy-up' the interviews so that sense can 

be made of them by the reader not present during the original 

recording. 

3. Intonation, emphasis and accents used in speech are hard to depict 

on a transcript - to include these is often too time consuming and 

hence results in some loss in the meaning of the words which for 

example may have been 'stressed' during the interview. 

In addressing these problem areas Denscombe advocates the need to undertake a 

number of 'checks' to ensure the validity of the data. These include checking the 

transcript with the informant to gain agreement on the accuracy and interpretation 

of the interview discussion, checking the data with other sources hence ensuring 
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triangulation has been undertaken, and checking the plausibility of the data to 

ensure the interviewee had the necessary experience or expertise to discuss the 

topic of the interview. Further to this Denscombe recommends that any emerging, 

common themes from the interviews be identified, giving the findings substance 

rather than being reliant on perhaps a single respondent's view. 

In support of this approach Cohen & Manion (1996, p293 -296) make reference 

to the work of Hycner (1985) who developed a set of fifteen guidelines for the 

analysis of interview data. Whilst not all of these are seen as relevant to this study 

the following are worthy of inclusion 

Transcription : having the interview tape transcribed, noting not only the 

literal statements but also non-verbal and paraUnguistic communication. 

/o mfg/T/gwybr a fAe vyAo/g : this involves 

listening to the entire tape several times in order to provide a context for 

the emergence of specific units of meaning and themes later on. 

Delineating units of general meaning : this entails a thorough scrutiny 

of both verbal and non-verbal gestures to elicit the participant's meaning. 

Delineating units of meaning relevant to the research question(s) : once 

the units of general meaning have been noted, they are then reduced to 

units of meaning relevant to the research question(s). 

Writing a summary of each individual interview : it is useful at this point 

to go back to the interview transcription and write up a summary of the 

interview incorporating the themes that have been elicited from the data. 

Composite summary : it is useful to write up a composite summary of all 

the interviews which accurately captures the essence of the phenomenon 

being investigated. 

The value of such an approach must not be underestimated since the analysis of 

the interview data is likely to rely heavily on the accuracy and reliability of the 

transcribed data and the meaning and interpretation attributed to it by the 

researcher. Since it is unlikely that a fiill transcription of each interview will be 

included in a study report the issue of the use of interview extracts must also be 

addressed. Extracts from the interviews play a major role in this study since they 

allow the reader to effectively hear what was said whilst providing supporting 
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evidence for the respondents identification and placing of their school's culture. 

However, it must also be recognized that such extracts should not be considered 

as absolute proof of a point since they are inevitably quoted out of context, and 

are selected as being appropriate for inclusion using the 'categorisation of 

content' approach. In particular it was important when transcribing the tapes to 

identify key words or phrases used by the interviewees which supported their 

perceived changes in culture or climate. It was anticipated that the use of words 

'business' or 'business like' would be evident when discussing how they have 

perceived the climate to have changed. This is an important factor when 

attempting to identify common themes across the interviews. An example of this 

can be seen in the responses given by interviewees N3 (see p94 ) " The culture of 

like " and M4 (see pi01 ) " There's been money spent.....there's a much 

more business approach to the staff. " This was important not only within the 

interviews held in each school, but also across all interviews, since it would 

enable any themes or relationships to be identified as the tapes were being 

transcribed. This is seen as "a vital part of the reflections undertaken by the 

qualitative researcher. " (Miles & Huberman, 1994, p9) The use of extracts in 

the discussion of the findings of this study contained in Chapter 4 have been 

subject to close scrutiny to ensure that both the confidentiality and anonymity of 

the respondent have been maintained at aU times. To give substance to the 

transcriptions some background details of respondents are included eg length of 

service, and, where considered critical to the discussion, extracted quotes have 

been included verbatim. 
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4 ^U\4J^ySISiMKlINTnEBJ%lElVlTICM\ 

4.1 Introduction 

This chapter deals with the analysis and interpretation of the data collected in both 

phases of the data collection stage. In doing so it addresses the secondary research 

questions of identifying 

1. What is the 'culture' of each of the schools studied ? 

2. What, if any, are the similarities and differences between these 

'cultures' ? 

3. Have the staff or head-teachers perceived any 'cultural' changes since 

each school was acquired by the group ? 

4. Is there any perception by the staff or the head-teachers of the 

emergence of 'corporate culture' or 'business climate',within the 

schools ? 

It begins by analysing and interpreting the data for each of the schools in turn, and 

follows this by undertaking a comparative analysis between all four schools. Finally it 

identifies a number of common themes which have emerged as a result of the study 

making reference to the supporting evidence. It is presented in such a way so as to allow 

the reader to appreciate the situation of individual schools. The outcomes of the 

perceived culture as identified by staff using the Hargreaves (1995) tool are illustrated in 

the form of a matrix showing the proportion of staff that positioned the school in each of 

the four quadrants. The fifth or central quadrant has little influence on the outcomes and 

hence for the purpose of clarity no figures for this quadrant are illustrated. The matrix 

shows percentages for each quadrant of staff that perceived the present culture to be in 

that quadrant, would ideally like the culture to be in that quadrant, and feel the culture is 

moving, or being driven, towards that quadrant. Whilst we should be prepared to accept 

these classifications we must also acknowledge their limitations in identifying school 

culture. The major drawback of this type of classification is that it effectively categorizes 

different schools in the same quadrant, and makes no allowances for the uniqueness of 

each particular school's culture. A further adaptation to the use of grids could be made to 

facilitate the ability to include the degree to which staff perceive the culture. An element 

of this is implicit in that it is assumed that the closer to the corner the more the emphasis 

on that description. This however does not carry over when the individual responses are 

collated onto the aggregate sheet. The simplicity of indicating the percentage of staff that 
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positioned the school within an area of the matrix takes no account of the extreme of that 

positioning. Ef&ctively this means that no distinction can be drawn between two schools 

where for example seventy percent of stafTin both cases positioned their school in the 

same quadrant, but where in one school these were very much towards the extreme of the 

quadrant, and in other the positioning was less so. Some form of computational 

calculation would need to be devised to address this weakness, which in turn would 

reduce the simplicity and effectiveness of using the tool. At this point the reader may 

wish to revisit the Hargreaves (1995) descriptors outlined in Appendix 5. 

The results of the interviews are presented in the form of transcribed responses to the 

interview questions. In most cases the interviews really followed the format of an open 

discussion with the questions (see appendix 4) being used to prompt respondents as 

necessary. It has not always been possible to separate responses and attribute them 

directly to the questions asked, since many of the respondents covered the issues at 

different stages of the interviews. It is neither feasible nor desirable to include complete 

transcriptions from all the interviews since, as with any interview, some of the discussion 

is not relevant to the study. Likewise information which the respondent felt was too 

personal and should remain confidential has been excluded. To maintain anonymity the 

respondents within each section are identified by the letters 'O', for Oldest, 'N' for 

Nearby, 'M' for Midway, and 'Ne' for Newest followed by a number indicating the 

order in which they were interviewed. The conclusion to each section takes the form of 

an overall summary of the findings for each school. The schools are presented in 

chronological order based on the year they were acquired by Southern Schools. This 

approach may allow the reader to quickly identify whether length of corporate ownership 

has played any role in determining the culture of the school. 

4.2 Oldest Preparatory School 

Table 4.1 overleaf illustrates the collated responses of the head-teacher and those staff 

from the school who returned completed individual record sheets. The overall response 

rate from the staff was seventy-seven percent and the figures within the table are the 

percentage of respondents who positioned the culture accordingly. 
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School Position Hothouse Welfarist Formal Survivalist 

Oldest 

Present 79% 21% 0% 0% 

Oldest Ideal 86% 14% 0% 0% Oldest 

Towards 50% 29% 14% 7% 

Table 4.1 : Collated Responses from Oldest Preparatory School 

In this instance it illustrates that seventy-nine percent of staff have located the school's 

present culture in the hothouse quadrant, with the remaining twenty-one percent locating 

it as welfarist. In positioning the ideal culture there is a seven percent increase to eighty-

six percent who have opted for the hothouse quadrant, matched by a seven percent 

decrease to fourteen percent for the welfarist quadrant. Whether this is the same seven 

percent is not apparent. In essence the school is currently perceived as strongly hothouse 

with an even greater majority looking for it to remain there. An interesting outcome from 

this data concerns the direction the school is seen to be moving in with only fifty percent 

of the staff believing it is moving toward hothouse, twenty-nine percent towards 

welfarist, fourteen percent have identified a move towards a more formal school, and 

seven percent clearly showing concern in believing that the school is entering a 

survivalist cuhure. 

This rather wide disagreement between staff on the perceived direction of movement 

may indicate a lack of firm guidance from the head since it appears that half the school 

cannot agree on the direction in which it is being driven. Hargreaves (1995) suggests 

that when de-briefing takes place there may be some surprise or even shock at the 

collated responses, both in relation to the placements of the present and ideal cultures as 

well as to the amount of agreement on present and ideal, as well as the distance between 

them. Evidenced in Oldest Preparatory School by the close proximity of the present and 

ideal cultures. How then did the head-teacher and staff respond to these initial 

findings? Each person to be interviewed was given time to review the collated results 

and to read the four culture descriptors as outlined previously. The following is a partial 

transcription of the interviews interspersed, where necessary, with the questions poised 

to facilitate the response. As background information 01 has been at Oldest Preparatory 

School for fifteen years, nine of them as head-teacher, 02 has been with the school only 

two years, 0 3 five years and 04 for more than twenty years, part-time and full-time. 
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Question 1 Why did you place the present position of the school as you did ? 

01 " To be honest I can't remember...." 

02 "Don't know really...it seemed right at the time." 

0 3 " It was such a long time ago...I have to say that 1 can't 

remember." 

04 " Good question - but I'm afraid I can't remember." 

Question 2 How much of the description do you agree with ? 

01 "I would agree that people are under pressure to participate. I 

don't want anyone in the school who's along just for the ride. I 

would expect anyone who comes here to be fully involved in the 

school I would agree that teachers are enthusiastic and 

committed.... I find the culture interesting. 

I agree that we are between hothouse and welfarist....maybe people 

feel they want tighter lines of control in the school - more guidance, 

I don't know". 

0 2 " It's a very relaxed place to work at, we ail get on very well 

socially, even between the staff and the students.... The students 

seem to be happy, they're happy children and don't seem to be 

stressed about social relationships, and they're not afraid to talk to 

the teachers...." 

0 3 " I suppose most private schools are concerned with exam 

performance, not always to the advantage of the students." 

04 " There's tremendous pressure from the parents...This is not a 

particularly academic school, most of the children are just above 

average, but the parents want the top academic schools....All the 

parents want their children to go to the top secondary schools." 

Question 3 What role/part do you consider you have played in developing the 

culture of the school ? 

01 " I suppose every head has their own style of leadership which 

controls how the school is going to be....I'm trying to create an 

environment where children enjoy coming here and learning and the 

staff enjoy working. The two dovetail in together, if the staff enjoy 

-85-



what they're doing that enthusiasm rubs off on the children and 

they take that back to the parents. If the parents can see that their 

children are learning and having a good time then everybody's 

happy There are restrictions in this - salary always comes into 

it, we would like to pay people more than you actually can. I 'm not 

totally convinced that by just paying people more you're going to 

get more out of them. People will always complain, people will 

always say the grass is greener on the other side This is one of 

the restrictions that frustrate me, along with the lack of space. 

Everyone who comes here will say the same thing and it frustrates 

the stafT as well. 

People seem very happy to come and see me and I also try and get 

round the school once a day if it's possible to get into every 

classroom so that I see all the children It shows them that I am 

just an ordinary person and not some chap that just sits behind a 

desk that they never see at all and it gives them the confidence to 

come and talk to me as well, and I think that gives the right 

impression to the parents.... I think that's one of the big strengths 

of the school. Obviously everybody may not feel the same as I do 

about that but hopefiiUy people can see what the school is trying to 

do.'' 

02 " It's a very, very small school and we're all working in very small 

spaces and we're all very close to each other, forcing us to get on 

well. If we didn't get on well there would be a huge problem 

because of the working environment....I fitted in with what was 

here already, but that actually is very much along the lines of my 

own personality...I naturally adapted to the culture." 

0 3 " I believe I have played a role in the development of the school 

culture both formally and informally." 

04 " I don't know if I've really played a role in the way the school 

culture has developed....I've seen a lot of heads." 

Question 4 What role do you consider the head/staff has played in developing 

the culture of the school ? 
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01 " Hopefully the staff are trying to do the same thing that I'm doing. 

They certainly work jolly hard and I 'm not aware of any concerns 

about expecting them to work hard because we get very good 

holidays in this job My philosophy is that while they're in school 

I expect them to work damn hard." 

02 " The head is very, very accessible, both to staff and children. In 

assemblies he's quite casual, very relaxed...It is not always a good 

thing, he can be a bit too informal." 

03 "I 've seen two heads - the new head tries to communicate with 

everybody, he's quite informal in his approach, I think maybe there 

could be more formality with overall procedures within the school. 

The movement of children around the school needs an overall 

policy, which I chatted to him about. He's very good with the 

parents, encourages them to come into the school. I don't think the 

academic side has changed that much, I think it's still oriented to 

the exam system but then that's part of the private school culture as 

well Yes there has been cultural change with the change in 

heads, the present head is more concerned with staff welfare, the 

previous head was more concerned about the image of the school." 

04 " When Southern Schools took over there was a feeling of get rid 

of all the staff that were here then, it was too inendly....We had 

four heads in three years and I felt I couldn't go and talk to 

them...The culture did change, we had a head who got things much 

happier and I think things now are much happier and I can say 

things to the head now. He may not take any notice of me, but at 

least I can say it...I find it hard to envisage that cultures just 

happen, when they don't....Obviously it's influenced by all members 

of the staff, and the head influences that because he chooses the 

staff... Although many of the staff here now are left over from the 

previous head, I think the staff are very young.... that may be a 

financial thing. 

Question 5 Do you consider that Southern Schools has influenced the 

development of the school's culture ? 
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01 " Each school develops its own culture and that culture is largely 

developed by the character who is the head of that school. 

Southern Schools may play a minor role in it in that they control 

the finances and that inevitably has restrictions on what you can and 

cannot do in the school....So to that extent they may play a part in 

it, but the culture of the school is determined by the head and 

through the rest of the staff.... As a group they do not have a great 

deal of input into the day-to-day running of the school, and that in 

my opinion is what really creates the culture..We have an open 

forum once a term where parents are invited into the school and 

can ask any questions they want to. Once a year one of the 

governors attends. We've done that on 3 occasions and on the first 

one there were a lot of question about Southern Schools, since then 

there have been very few, they are more interested in how this 

school runs. 

0 2 " We all band together against them. There is an anti-Southern 

Schools culture building within the school...We're all paid like crap 

and none of us are valued for the fact that we're actual teachers and 

we work our arse's off in really bad conditions, so there's a 

common enemy....It's almost as if they don't exist - it's like God -

we never see them we don't know anything about them. If the head 

walked in here I wouldn't know them from a bar of soap. If any 

members of the board walked in I wouldn't know them from 

Adam, yet they run the school. It's like head office... 

The headmaster has to go along with what they say. I'd hate to be 

in his position... I don't think he has any option at all and that is 

influencing the culture of the school. Southern Schools doesn't take 

into consideration that they are dealing with people's lives and not 

just running a business... And, it's children's lives I'm talking about 

and they are influencing children's lives, and we are influencing 

children's lives, the pressure that's put on us 6om outside....Bums 

on seats....The culture in the school is despite of Southern Schools 

not because of... Since I've been here the attitude in the staff room 

has changed, it's become a lot more negative, frustrated.... I see it 
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drifting towards the survivalist." 

03 " I think they have a sort of background role, they control the 

finance and the senior appointments within the school...! don't 

think there's enough of an overall Southern Schools culture. I 'm 

surprised that with the number of schools they control that there 

isn't a sort of Southern Schools culture. Every school seems to 

have its own individual way of doing things, I think that's a little bit 

surprising in some ways. Maybe they feel that's the best way to do 

it...There is some evidence of corporate culture but I don't think 

there's a form of school culture revolving around the school 

directly from Southern Schools We're not given that and 

expected to maintain it , which is a bit surprising really. I see a role 

for corporate culture, there could be more sharing." 

04 " When they first took over I was much, much more aware of them 

as a presence, whilst now I'm not aware of them at all... certainly 

parents are not aware of them, they're more interested in the 

school." 

Question 6 Do you know anything about the culture of the other three schools 

participating in this study ? 

01 " I've been to all the schools, I guess I know Newest best and I 

know the head very well....Not very much about the others." 

0 2 ''No." 

03 " We don't have much to do with the other schools other than 

playing sports against each other." 

04 "Sorry - no." 

Question 7 Do you see similarities between the culture of your school and the 

others ? 

01 " That's a very difficult question to answer...I've met the heads but 

haven't really met the children. The feeling in Nearby is very similar 

to here, it's a happy lively school. Newest is, I guess, the same but 

I haven't been around the classrooms to be able to judge....Don't 

know enough to comment on the others....Midway and Nearby are 
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similar to Oldest in that they are small... Newest is in my opinion 

the ideal size for a prep school. 

03 " We're all joined together, yet separate." 

What then does this tell us about the culture of the school, the level of agreement 

between staff on its positioning, the changes that have occurred since acquisition, and 

the influence of that acquisition on the school and its culture ? Firstly we must be 

prepared to accept that the delay in returning to the school has had some detrimental 

effect on the ability of respondents to recall their rationale for positioning the school, as 

a result of these responses the decision was made to delete this first question for the 

interviews in the other three schools. However, it does not necessarily follow that this 

invalidates or detracts from the responses to questions two through seven. In responding 

to question two the interviewees are considering the overall positioning of the school in 

the 'hothouse' quadrant. From this we can see that there is general agreement in that 

they perceive the school's culture to be somewhere between hothouse and welfarist, 

whilst acknowledging that the degree to which it is in a particular quadrant varies. This 

latter point is quite important since if we combine the hothouse and welfarist responses 

we are faced with the position that one hundred percent of respondents either perceive 

the culture to be there or would ideally like it to be, perhaps indicating that things are 

really quite good in the school and the head is getting it right. The concern would be that 

twenty-one percent see it moving away from that position. The responses to questions 

three and four need to be analysed together since they concern the role of the head and 

the staff in developing the school's culture. It is apparent from these responses that the 

head and staff see his role in developing the culture as central to the philosophy of the 

school. This is not surprising and is supported by the view that " The only thing of real 

importance that leaders do is to create and manage culture. " (Schein, 1985, p2). With 

regards to staff involvement in developing the culture there again appears to be general 

consensus that all were involved, although the degree of involvement varied dependent 

on length of service. Interestingly the member of staff with the longest service felt they 

had not really participated, this however, may be attributable to the fact that a lot of that 

time has been on a part-time basis. The responses to question five are rather more 

surprising - there are clearly a number of differing views present. At the one extreme the 

head is very forceful in seeing Southern Schools has having a predominately background 

role, with the culture of the school being determined primarily by himself albeit with the 
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aid of his staff. At the other extreme is the reaction to the question of respondent 02, 

v/holmsordy tx%:n at die schwaol for fWM) yearsL. TTieyafei^iute adkmiant diat diere is an 

anti-group culture within the school, and that the academic culture is there despite 

Southern Schools. This respondent was particularly aggressive towards Southern 

Schools and the way they saw the school being driven, with the head having little choice 

other than to follow policy. In this response we also see the first emergence of a view of 

the school as being run as a business. This is in part supported by both the head and 0 3 

who make a point of highlighting the control over the finances of the school held by 

Southern Schools. It was this development that led to the inclusion of the question 

regarding the role of the head as a head-teacher or as a business manager. Respondent 

03 also raises the issue of corporate culture and voices surprise that there is only minor 

evidence that it exists, as such, within the school, for example by the inclusion of the 

Southern Schools name on letterheads. Questions six and seven combine to give an 

assessment of how well the head and staff know the other three schools and whether 

they perceive any similarities in the cultures. Other than the head there was no real feel 

for the other schools and respondents generally felt unable to answer this particular 

question. In summary the findings for Oldest school indicate a general consensus as to 

the type of culture which exists, it is also apparent that Southern Schools has had, 

through the head, an influence on the development of that culture, and that the school 

operates within a 'business climate'. 

4.3 Nearby Preparatory School 

Table 4.2 below illustrates the collated responses of the head-teacher and those staff 

from the school who returned completed individual record sheets. The overall response 

rate from the school was seventy-nine percent and the figures within the table are the 

percentage of respondents who positioned the culture accordingly. 

School Position Hothouse Welfarist Formal Survivalist 

Nearby 

Present 64% 0% 18% 18% 

Nearby Ideal 82% 18% 0% 0% Nearby 

Towards 46% 0% 36% 18% 

Table 4.2 : Collated Responses from Nearby Preparatory School 
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In this instance it illustrates that sixty-four percent of staff have located the school's 

actual culture in the hothouse quadrant, eighteen percent locating it as formal, eighteen 

percent as survivalist, whilst none felt it lay in the welfarist quadrant. In positioning the 

ideal culture there is an eighteen percent increase to eighty-two percent who have opted 

for the hothouse quadrant, coupled with an eighteen percent option for the welfarist 

quadrant, whilst both the formal and survivalist have fallen to zero. In essence the 

school is currently perceived as fairly strongly hothouse with an even greater majority 

looking for it to remain there. Also of interest here is data concerning the direction the 

school is seen to be moving in with only forty-six percent of the staff believing it is 

moving toward hothouse, thirty-six percent perceive it moving toward formal, with a 

concerning eighteen percent having identified a move towards a survivalist school 

culture. Combining the hothouse/welfarist and formal/survivalist responses as we did for 

the previous school identifies an interesting development. In Nearby we find that sixty-

four percent perceive the culture to be in the hothouse/welfarist quadrants, whilst one 

hundred percent would ideally like it to be positioned there, a significant shift. Of 

concern here is that more than half the school, fifty-four percent, believe the culture to 

be actually moving away Irom that ideal state. The responses to the questions posed 

during the interviews give a detailed insight into the school's culture and the role of 

Southern Schools. N1 has been at the school for seven years since their appointment as 

head at the time the school was acquired by Southern Schools ; N2 has been a member 

of staff for ten years, and N3 for fourteen years. It is interesting to note here that both 

these members of staff were at the school before, during, and after acquisition and so 

have experience of the changes since. 

Question 1 How much of the description do you agree with ? 

N1 " I think first of all it isn't a frenetic place. I think there are those 

amongst my staff who perceive it as such. Because we have had to 

bring about a cultural change in a school which in its previous life 

was a very different school fi-om that which it now is. Different in 

the sense that the demand made of staff were significantly below 

those we have felt it proper to make. To the point where one of my 

staff was moved to comment to me some years ago that I have 

made her a full-time teacher when she really regarded her role with 

the school as being a fairly part-time one....We are teachers, that's 
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what we're here for, teachers are committed and 

enthusiastic... Many of them are required to be more autonomous, 

and many of them find that difficult - they prefer to have something 

which is clearly delineated. 

I have had to be the proactive element and others have been 

prepared in their different capacities to aid and help. A number of 

my staff say that it is the happiest school they have worked in...The 

old culture would have come very much in the red, formal, very 

formal, area." 

N2 " I would say it's about seventy-five percent true, I think it's a 

fi-enetic school because we're under pressure rather than running 

about. It's not the everyday teaching it's the extras, all the clubs 

and things. Teachers are enthusiastic and committed, we do give all 

of the time, the problem is we're always asked for a little bit more. 

Last year's extras become this year's norm. It's a gradual on-going 

thing and by the end of the term you realise how much you've 

done. I don't feel threatened by surveillance - it's there but I'm not 

anxious about it." 

N3 " I feel there's a tremendous amount of pressure, and the minute 

you fulfil one goal, before you've almost reached it, you've got 

more to live up to. The general feeling is the more you do the more 

is expected. I can never catch up, there is very little time, there is so 

much to do. It shouldn't be that way after you've taught for many, 

many years. Because of the whole situation of having to write 

everything down you don't have the same time to be so innovative. 

Things are not discussed, they're a fait accompli. You wonder 

sometimes if you've been heard." 

Question 2 What role/part do you consider you have played in developing the 

culture of the school ? 

N1 " The school was very prescriptive in that staff were required to 

follow a very clearly defined curriculum pattern, and in many cases 

were happy to do so because some were not particularly innovative 

or inventive, creative teachers and it suited them well to have laid 
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down for them a very tight timetable. I think that significant 

cultural change did not sit easily with a lot of people. Now its 

residue is still in the minds of some, it's been expunged from the 

minds of many others. A far greater number of the staff now were 

appointed by me and therefore have little, if any, knowledge of the 

previous regime.... What one actually sees over a period of time is 

the fairly consistent erosion of a former culture, which only hangs 

on in its vestiges as a legacy of a time past. But as a head you are 

aware that you haven't always got a happy ship." 

N2 " I've gone with the flow, but I've changed some of my teaching 

attitudes - you had to change. I'd quite like to think I played a 

minor role in the change of the culture." 

N3 " I have learnt a lot..No matter what school you are at you have to 

go along with what the head wants, after all you're part of a team." 

Question 3 What role do you consider the head/staff has played in developing 

the culture of the school ? 

N1 " Many of the stafFhave been committed in their support of the 

changes I have made, not always to their liking, but in many ways 

have supported and helped in that cultural change. Perhaps by 

making me reappraise my own ideas etc....In terms of age the 

balance of the staff is very much towards the upper end of range. 

Quite a number of the staff are over 50, quite a number are 

probably between 40 - 50, and significantly a smaller number of 

staff are under 40, and there is only 1 who is under 30. So that in 

itself is a part of the culture of the school, because people of that 

age are not often exceptionally amenable to change." 

N2 " The culture of the school has changed and the head has played a 

major role in that - it's more relaxed, less formal. The old school 

fell more into the formal quadrant. Now it's a much more modern 

approach than it used to be." 

N3 " The academic goals haven't changed, my feeling is that we were 

trusted more by people.. The head has really driven the culture 

change. The change has been of the best intentions and I think it is 
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a very difficult position for the head, since he is answerable to 

Southern Schools and he has got to do what they say, so he's not a 

free man either." 

Question 4 Do you consider that Southern Schools has influenced the 

development of the school's culture ? 

N1 " The change happened as a consequence of the acquisition, it 

couldn't afford to happen naturally because it was too pressing a 

requirement. The school previously had concerned itself with 

primarily ensuring the pupils were prepared for their selective 

examinations in secondary schools..In terms of the corporate role, 

Southern Schools has played a limited role in the cultural change, it 

has been a supportive role rather than anything else. Its interest is 

not only an educational one but also a financial one. I don't think in 

terms of developing a culture which is distinctly Southern Schools 

it has played any significant role. I truthfully don't believe there is 

any corporate culture. I think there are elements of corporate 

culture but these are not unique to Southern Schools." 

N2 " Southern Schools has played a financial role, they're willing to 

listen to more modern ideas. The culture has been developed the 

way the head wants it, but he is always accountable to Southern 

Schools for his actions. I personally think the head and Southern 

Schools see eye-to-eye." 

N3 " The culture of the school has changed, it's more pressurised. I 

think that there is such a consciousness of how much things cost 

that sometimes that comes before the needs of the children, and 

that to me is not right. Since the change it's become much more 

business like, it's become much more money orientated. An awful 

lot of money has been spent on the school property but not in the 

school. There are many more children being helped now, the 

academic ability of the children has certainly gone down. But, this 

is not necessarily as a direct result of Southern Schools but in 

response to government. I think the school is looking for the 

parents who have the money to pay and it needs to ensure it has the 
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things they want. The parents are much more demanding now than 

they ever were, they're less trusting. 

Question 5 Do you see yoursell7the head as a head-teacher or a business 

manager ? 

N1 " I would like to think of myself still as a head-teacher, and that my 

staff also see me the same way. I still teach classes, but perhaps 

don't have as much time as I used to." 

N2 " It's difficult to say whether the head is a school man or a 

company man, his first thought is always to the children, but again 

when he's working he is accountable to Southern Schools and that 

must influence him." 

N3 " I think the head would see himself as a school man, but my own 

feeling is that although he tries to listen he doesn't actually seem to 

hear." 

Question 6 Do you know anything about the culture of the other three schools 

participating in this study 7' 

N1 " I would expect the other schools in some respects to be quite 

similar. There are common characteristics but I would think these 

are as much to do with the like mindedness of the people running 

the schools as to any input which is discernibly Southern Schools." 

N2 " No I'm afraid I don't know anything about them." 

N3 "No." 

Question 7 Do you see similarities between the culture of your school and the 

others ? 

N1 " They're all the same, but different. I would think Midway is not 

dissimilar to us. Newest falls between hothouse and the formal, and 

Oldest I would think probably falls closer to the hothouse than the 

formal. 

N2 " I'm not sure I can answer this question, but I would imagine them 

to be a bit like us." 

N3 " Can't help you - sorry." 
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What then does this tell us about the culture of the school, the level of agreement 

between staff on its positioning, the changes that have occurred since acquisition, and the 

influence of that acquisition on the school and its culture ? The responses to the first 

question indicate a clear difference between the culture of the school as perceived by the 

head and the staff, with the head being of a differing view to the other three respondents. 

The head goes to some lengths to justify this by inferring that the staff had it much easier 

prior to his appointment and are now simply performing to normal expectations. There is 

agreement however that the school has become far less formal and that this has had a 

positive effect on the culture. Responses to questions two and three indicate that the 

culture has been driven, almost to the point of exclusivity, by the head and that the staff 

have had to go along with the changes resulting in the residue being " expunged from the 

minds of many". There is general agreement in responses to question four that the culture 

has changed as a consequence of the acquisition, although the role played in that by 

Southern Schools is accepted by the majority to be one of financial. However, there is 

also implicit suggestions that the school has become more cost conscious whilst N3 

believes "it's become much more business like, it's become much more money 

orientated." From this is can be concluded that an element of business climate now exists 

within the school where previously this was not perceived to have been the case. In 

conjunction with question five responses we can surmise that the head sees his role as 

head slightly diminished whilst the staff apparently perceive it to be more so. The staff 

responses to questions six and seven are interesting from the perspective that although 

Nearby forms part of a group of schools there is very little knowledge of the other 

schools present. In summary the findings for Nearby school indicate a general consensus 

as to the hothouse culture which exists, that Southern Schools has had, through the head, 

an influence on the development of that culture, and that the school operates within a 

more discernible 'business climate'. There is a degree of unrest in the staff with the 

school perceived to be moving away from its ideal positioning, indicating a need for the 

head to perhaps 'go back to the floor'. 

4.4 Midway Preparatory School 

Table 4.3 overleaf illustrates the collated responses of the head-teacher and those staff 

from the school who returned completed individual record sheets. The overall response 

rate from the school was ninety-two percent and the figures within the table are the 

percentage of respondents who positioned the culture accordingly. 
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School Position Hothouse Welfarist Formal Survivalist 

Midway 

Present 64% 27% 9% 0% 

Midway Ideal 55% 36% 9% 0% Midway 

Towards 36% 36% 28% 0% 

Table 4.3 : Collated Responses from Midway Preparatory School 

In this instance it illustrates that sixty-four percent of staffhave located the school's 

present culture in the hothouse quadrant, twenty-seven percent locating it as weharist, 

nine percent as formal, whilst none felt it lay in the survivalist quadrant. In positioning the 

ideal culture there is a nine percent decrease to fifty-five percent who have opted for the 

hothouse quadrant, matched with a nine percent increase for the welfarist quadrant, with 

the formal remaining at nine percent, and the survivalist at zero. In essence the school is 

currently perceived as quite strongly hothouse but, perhaps surprisingly, a smaller 

majority looking for it to remain there. The data concerning the direction the school is 

seen to be moving in shows that thirty-six percent of the staff believe it is moving toward 

hothouse, thirty-six percent perceive it moving toward formal, and twenty-eight percent 

having identified a move towards a more formal school culture. This may be indicative of 

a school where the leadership is perhaps not as strong as it could be leading to a sense of 

loss of direction and confusion as to where the school is trying to go. At least the school 

is not perceived as having reached the stage where it begins to move towards a survivalist 

culture. Combining the hothouse/welfarist and formal/survivalist responses as we have 

done for the previous schools identifies that in Midway ninety-one percent perceive the 

culture to be in the hothouse/welfarist quadrants, with the same ninety-one percent ideally 

liking it to remain positioned there, and seventy-six percent believe it is moving that way. 

The responses to the questions posed during the interviews give a detailed insight into the 

school's culture and the role of Southern Schools. At the time of the interviews Ml had 

been at the school for five years since their appointment as head at the time the school 

was acquired by Southern Schools ; M2 has also been a member of staff for five years 

arriving at the same time as the head, M3 has been there for only one year, whilst M4 is 

the longest serving member of staff with twenty-four years at the school and therefore has 

experienced the culture before, during, and after acquisition, and any subsequent changes. 

-98-



Question 1 How much of the description do you agree with ? 

Ml " Expectations of work and personal development are high -

'yes', I see it more as everybody with quite firmly set goals. 

Had I been given these descriptions I don't think I would have 

placed the school so far to the green (hothouse). On reflection I 

might have moved a bit more towards the yellow (welfarist), 

maybe the staff are right. We don't have any selection 

procedures, and that's quite important. We're prepared to take on 

'different' children and that pushes us a little more towards the 

welfarist. We have children coming to us at 8 or 9 who have 

never really been taught to read and that would push me to the 

welfarist view rather than the hothouse view. A school as I 

perceive as being a hothouse would have no place for the 

'different' children, and we do have quite a number of 

them...Educational philosophy is child-centred and decisions are 

democratic, I would like to think I would never be seen as a not 

invented here person. 

Frenetic - perhaps yes, we're always busy, as soon as we've done 

something then we've got something else to do. I don't think it's 

all bad, we don't have great cultural deserts when we're not 

teaching. Parents are paying us to get their children ready for 

whatever comes next so we mustn't lose sight of that." 

M2 " We're definitely under pressure, there's no doubt about it, we 

couldn't work any other way. Pressure partly comes from the 

people who own the school because there are basics like the need 

to undertake other duties. Although we're bringing in the money, 

which is what the company wants, they're not putting it all back 

in. They rely on the good nature of the staff." 

M3 " We're constantly under pressure to get things done. We sit 

around in the staff room going arrgh !!!!! By half-term we 

certainly all felt we needed it. I'm not surprised at the culture 

since we all talk and we all feel the same. It's a mixture of the 

children and the culture of the school, there's not much space so 

it's all a bit frenetic." 
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M4 " Yes -1 would say that's largely true, I think we are under 

pressure. In any private school I've always felt that if people are 

paying money they've got higher expectations. I've always felt 

this has been the culture of a private school, although I've never 

regarded myself as a 'hothouse' teacher. Perhaps it's because we 

get so many children here who cannot read. Hothouse is not a 

word I would use, I would say forced flowers." 

Question 2 What role/part do you consider you have played in developing 

the culture of the school ? 

Ml " I actually think that 'it's my school' and the reason for that is 

that as Southern Schools took it over there were forty-three 

children here, this term we've got one hundred and fifty-five. 

Most of that is down to me, I've filled up the school. People 

come and see it the way it is and they like it. I can't put my finger 

on what it is that people feel when they come, but the number of 

people when they walk into the building say 'oh isn't it nice', 

they feel comfortable, it feels like a home with people living in it. I 

hope I have developed the school to give that feeling. I'm not 

saying it didn't exist before I came but I hope that's what I foster. 

The children will come and show me things, they know who I 

am. That sort of family - yes I suppose it's a family thing -1 want 

engendered." 

M2 " I really don't know that I've played any part in it." 

M3 " Generally I've fitted in with what is here - it's where I saw 

myself going." 

M4 " I've always laid a great emphasis on sports and cultural 

activities and I've always seen that as my role to make the school 

part of the culture of the community - school is part of the 

society." 

Question 3 What role do you consider the head/staff has played in 

developing the culture of the school ? 

Ml " Quite a lot of the staff are here because I appointed them. So 
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my most successful staff I look at as being pretty much in my 

mould. " 

M2 " She has driven the culture to some extent but you cannot do it 

without the staff commitment. If you did it in a small school 

where the staff did not pull together it wouldn't work." 

M3 " The head has a fair amount of input but there's not a lot she can 

do about it." 

M4 " The head has succeeded in building up the numbers. The school 

is a happy, loving, friendly school - it always has been, it's got 

that kind of reputation here and I think she's done very well in 

that respect. I think she's taken the culture that was here and has 

developed it, giving the staff a sense of their worth. You have to 

be prepared to turn your hand to anything here, and muck in. I 

think the culture of a school and its attitudes are with the head 

teacher, I've always felt that, and the head teacher gives the lead 

and sets the trend and sets the mood and the atmosphere." 

Question 4 Do you consider that Southern Schools has influenced the 

development of the school's culture ? 

Ml " I don't think Southern Schools have had any role in the 

development of the school culture. As an example the Chief 

Executive was sat with income sheets in front him and he said " I 

don't care about this, which is income. I don't care about this, 

which is expenditure. I only care about this, which is the bottom 

line." That's their theme, they are educationalists and recognise that 

delivery of education is what parents are paying for. I wouldn't ask 

any of them for educational advice. Southern Schools are just the 

holders of the purse-strings. 1 don't know whether the school 

culture has changed since the takeover. I would hope that external 

factors are not influencing the culture of the school. Parents come 

because of the school culture and not the other way round. They 

come on my terms and I wouldn't want it any other way." 

M2 " Southern Schools do not have a say in the culture of the school -

they just provide the money. The school only works the way it 
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works because of the commitment of the staff. We carry on making 

it work despite what they do." 

M3 " Southern Schools affect the culture of the school indirectly by 

setting the number of children in the school and the number of staff. 

I don't really know how much say they have had in the decisions of 

the head." 

M4 " There's been money spent - the school has changed structurally. I 

don't think we feel as much part of the group as we might. I think 

sometimes we're out on a wing, we're doing very well in a small 

environment. I think we feel we're of a group but I don't think we 

feel we're of a corporate culture. There's a much more business 

approach to the staff etc." 

Question 5 Do you see yourselfthe head as a head-teacher or a business 

manager ? 

Ml " I've only ever considered myself as a head." 

M2 " Oh definitely a head." 

M4 " I don't think she's anything other than the head." 

Question 6 Do you know anything about the culture of the other three schools 

participating in this study ?" 

Ml " I know something about them from the regular meetings I have 

with the other heads. Not a lot of detail though." 

M2 " No not really -1 know of them, but that's all." 

M3 " No - I've not been with the school long enough to get to know 

the others." 

M4 " A little, but only because we play sports against them." 

Question 7 Do you see similarities between the culture of your school and the 

others ? 

Ml "The network it provides is very useful, I know that I can phone 

other heads if I need to. I think the other schools are different, the 

heads are similar in a number of ways but we are not all the same. I 

would think the predominant factor is the situation of the schools 
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and the staff. I don't see any evidence of corporate culture within 

the group, whether it has happened by default since they appointed 

all the heads, I don't know. It maybe they set out to appoint staff in 

their mould much as I do. I think there are schools which are more 

formal then here. I think Oldest's culture is very indicative of the 

head's leadership. I am really surprised at Nearby's culture, similar 

problems - restricted site, small school, small staff Again I'm 

surprised that anybody would put it in the survivalist area. I think 

'hothouse' has to be indicative of any prep school since parents are 

paying us to get a result. They don't pay us to get them into the 

good secondary schools, they would go somewhere more formal, 

regimented, and we can't offer that because we have 'different' 

children." 

M2 " This school is unique, people in the locality know what it is. 

Things will stick to a small independent that wouldn't in a state 

school." 

M4 " I don't think the other schools are much to do with us. I actually 

don't believe we're like any of the others, and they're not like us. 

What then does this tell us about the culture of the school, the level of agreement 

between staff on its positioning, the changes that have occurred since acquisition, and the 

influence of that acquisition on the school and its culture ? There appears to be some 

contradiction in the head's response to the first question in her statement that "perhaps 

the staff are right". It is clear from her later acknowledgement that the school is frenetic, 

whilst Table 4.3 and the staff responses both indicate that the school is perceived as being 

a hothouse, although M4 prefers to relate to this as "forced flowers". The head's initial 

response to question two "1 actually think that it's my school" is supported by the her 

own responses to question three and to her staffs responses to both questions. The staff 

strongly believe that the school's culture has been driven and developed by the head, 

whilst they have generally gone with the flow, although there is some concession to their 

role in it. The appointment of staff 'in her mould' has obviously played a part in making it 

"a happy, loving, friendly school", "it's a sort of family thing", much more indicative of a 

welfarist school than hothouse. Perhaps this explains why the ideal positioning shows a 

desire to move more toward the welfarist and become less hothouse ? The implications 
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of the responses to question four require some further analysis. Unlike the previous two 

schools there is a definite consensus here that Southern Schools has played no part in the 

development of the school culture, other than their financial involvement. What is unique 

about this finding is that whilst the heads of Oldest and Nearby were appointed at the 

time of acquisition, they were fi-om outside the group. In Midway's case the head was 

already in the employment of Southern Schools at the time of acquisition and hence could 

possibly be considered as a company-person, hence allowing them a greater degree of say 

in what goes on. This is further supported by the responses to question five which clearly 

indicate the head is a head and always has been. Responses to questions six and seven are 

supportive of the view that there appears to be little interaction between the schools other 

than at head-teacher level. The staff have very little to do with their counterparts, other 

than the occasional sporting fixture. Even this has its drawbacks since one member of 

staff commented during a coffee break that "we always lose to the other schools - they 

are that much bigger". In summary the findings for Midway school indicate a general 

consensus as to the hothouse culture which exists, that Southern Schools has had little, if 

any, influence on the development of that culture, and that there is no evidence, or 

perception, of a discernible 'business climate'. This school appears to present a happy 

family and may be indicative of the head's style of leadership. 

4.5 Newest Preparatory School 

Table 4.4 below illustrates the collated responses of the head-teacher and those staff from 

the school who returned completed individual record sheets. The overall response rate 

from the school was seventy-two percent and the figures within the table are the 

percentage of respondents who positioned the culture accordingly. 

School Position Hothouse Welfarist Formal Survival ist 

Newest 

Present 61% 0% 33% 6% 

Newest Ideal 61% 22% 17% 0% Newest 

Towards 38% 6% 28% 28% 

Table 4.4 : Collated Responses from Newest Preparatory School 

In this instance it illustrates that sixty-one percent of staff have located the school's 

present culture in the hothouse quadrant, thirty-three percent locating it as formal, six 
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percent as survivalist, whilst none felt it lay in the welfarist quadrant. In positioning the 

ideal culture there is no change in the hothouse quadrant with a sixty-one percent placing, 

however twenty-two percent have opted for the welfarist quadrant, seventeen percent for 

formal, and none for survivalist. In essence the school is currently perceived as quite 

strongly hothouse with the same majority looking for it to remain there. The data relating 

to the direction the school is seen to be moving in is of some interest and shows that only 

thirty-eight percent of the staff believe it is moving toward hothouse, whilst twenty eight 

percent perceive it moving toward formal, twenty-eight percent have indicated a move 

towards a survivalist culture, with a minority of six percent of staff perceiving a move 

towards a more welfarist culture. As for Midway, this may be indicative of a school 

where the leadership is perhaps not as strong as it could be leading to a sense of loss of 

direction and confusion as to where the school is trying to go. However, of far greater 

concern is the situation where a substantial number of staff see the school headii^ 6)r a 

survivalist scenario. Combining the hothouse/welfarist and formal/survivalist responses as 

we have done for the previous schools identifies that in Newest sixty-one percent 

perceive the culture to be in the hothouse/welfarist quadrants, with eighty-three percent 

ideally liking it to be positioned there. Overall fifty-six percent believe it is moving away 

from that position. The responses to the questions posed during the interviews give a 

detailed insight into the school's culture and the role of Southern Schools. At the time of 

the interviews Nel had been at the school for twenty-seven years, eleven them as 

headmaster, and has remained in-post for two years since the school was acquired by 

Southern Schools. Ne2 has been a member of staff for ten years, Ne3 for four years, and 

Ne4 for nine years. All have therefore served under the head before, during and post 

acquisition. 

Question 1 How much of the description do you agree with ? 

Nel " Not really surprised by the findings - I would be very surprised if 

we fell into the welfarist or the survivalist, or if there was any 

significant number in there. I think this spread between the 

hothouse and the formal is about right. We have gone through quite 

a change here at Newest and I think some of the feelings the staff 

have may be prejudiced because of the quite different style that 

Southern Schools have in comparison to the previous owners. The 

previous owners lived on the site and were present, and seen to be 
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present, and took an interest in the school which wasn't just lip 

service. It was a genuine interest because the previous owners were 

the family of the founder of the school, so there was quite naturally 

an interest in what was going own. They would take an interest in 

you as a person as well as a professional. Now moving into an 

organization such as Southern Schools, that personal touch 

diminishes, not because of any deliberate intent but because it is 

bigger, well it is a large organization. The structure of the school in 

terms of those who make the decision has been almost turned 

upside down, and that has certainly unsettled the staff. We do 

believe we have a very frenetic school - it could be the timing of the 

timetable, a practical thing, it certainly has to do with the number of 

activities we want to supply for the children. We don't have sets of 

rules, we tend to say this is what you do rather than what you don't 

do. I think the hothouse culture is probably typical of any 

independent prep school. In the state system you might get totally 

different results depending on the location of the school, a deprived 

area school would be a lot different from a more affluent area." 

Ne2 " A lot of work we are doing in running the school is done on a 

day-day basis, there's seems there is no planning going on. There 

are so many things coming in that you feel it is a hothouse. It is a 

frenetic school and we are all under pressure, I don't think the staff 

are enthusiastic and committed, we are committed but the 

enthusiasm has gone down. We haven't any time for experiment 

and innovation because there's hardly any time to think about these 

things. When parents complain it is always us that are wrong. It's 

always what we have done badly rather than what good things we 

do. We are teachers, and there's the headmaster, who has the 

ultimate control. We feel as if we have no say." 

Ne3 " I think there's too much freedom as to what staff can do in the 

classroom. I've no doubt the staff are committed and enthusiastic. I 

think it's a real mix between the hothouse and the survivalist. 

Looking at this now I would much rather go for the welfarist than 

the hothouse. I certainly feel we're going more towards the 
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survivalist in that we're a business, it feels very much like a 

business sometimes. You do feel the situation when somebody's 

away ill for the day. You do feel you're working from day-day." 

Ne4 " I put it in hothouse basically because this was the direction I felt 

we were in, but we were going back slightly to survivalist. 

Originally this was a small caring school, it was a family school, so 

the focus was predominantly on the child. The staff all knew 

everybody, parents knew the staff, where now it seems we're going 

more business, commercial." 

Question 2 What role/part do you consider you have played in developing the 

culture of the school ? 

Nel "A headmaster, in any case, is going to have an influence on the 

culture of the school. If the headmaster doesn't take much notice 

of the relationships between pupils and staff, pupils and pupils, and 

staff and staff, then you're not going to get a good working team. 

It will never be perfect since you will never get all the staff working 

in the same direction at the same time. I would hope that I have 

certainly had an influence in driving the school forward as a caring 

school where firstly and foremost we look out for each other and 

care for each other. The original owners would have had the major 

drive in the culture of the school. There is always a direction in 

which you want to take the school which is different from the 

previous head. Had I felt the culture was so different from my own 

I would not have taken on the post of head, however I did feel the 

school could move in a slightly different way in some areas. I think 

the school is responding to what the parent's want. I would like the 

school to be something different from what it is, but if I try to do 

that we wouldn't get the children in. I would like parents to be 

committed to independent education, we have a trickle out after the 

nursery, we have an exit at eleven plus to the grammar schools, and 

then at thirteen plus to the state system. Therefore the culture of 

the school is not quite what I would Mke it to be, but I cannot 

influence the culture this way." 
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Ne2 " I don't think I have played and active role in developing the 

school culture." 

Ne3 " I was happy when I first came just to fit in, it's my first teaching 

post." 

Question 3 What role do you consider the head/staff has played in developing 

the culture of the school ? 

Nel " The staff have been fairly stable for some time with only one or 

two moving per year, I would prefer it to have been three or four, 

to bring in new blood. Interestingly this year we do have four new 

staff. 

The staff have had active input in policy documents, not just in 

academic documents, eg the bullying document. I would actually 

like a greater input from staff, but some staff feel they don't need to 

or don't want to. Those that wish to make a contribution have had 

the opportunity to do so. It came through from all the staff that it 

was difficult to accept one, and one only, culture. There is always 

going to be an element in the Staff Common Room along the 

disaffected line, perhaps disaffected is too strong but you get the 

feeling for what I mean." 

Ne2 " The school is going away from an open ear, of listening to one 

another, to saying this is what I tell you to do, and you do it." 

Ne3 " He is the authorative figure at the end of the day. There isn't the 

same relationship between head and staff as there is between staff 

and children. Whereas we praise the children the head is sometimes 

slow to praise - it's always been like that, I was amazed. You feel 

sometimes like the naughty boy in front of the headmaster's desk, 

it's a room, it's a desk, it's a distance. There's all these things, and 

you get a feeling that cock-ups will be remembered, and not the 

good things. Yes there's a distance which I feel shouldn't be there -

I don't feel him very accessible, he agreed this was a failing and put 

it down to pressures from Southern Schools and he was dealing 

with that, he wasn't around." 

Ne4 " I think the head has changed with the demands of the 
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environment for filling the school. At one time his role was as a 

headmaster where he was in contact with the children and the staff, 

and now he's becoming management. I feel that's been brought 

about by the acquisition. In a small school like this the headmaster 

plays an important role, because he can be the culture. I feel that as 

a result of the acquisition he's changing and hence the culture as 

well." 

Question 4 Do you consider that Southern Schools has influenced the 

development of the school's culture ? 

Nel " Do I think it's changed or do I perceive it's changed ? I think 

both. I think the culture has changed and it has been perceived to 

have changed, even though the perception may be wrong. The staff 

and I feel that the personal touch has been lost in the transfer, but 

we've tried hard to replace it with its proper replacement, and of 

course the time we've been with Southern Schools hasn't enabled 

us to reach that optimum situation yet. Now I think I'm further 

down the road than the staff are because I have more contact with 

the governors, and therein lies a statement of course that the 

governors need to make contact with the staff and the staff with the 

governors. We've got to get them together more. We would then 

have the staff feeling that the governors were for them, which they 

clearly are, but has that message been sent ? Has that message been 

received ? It is all to do with perception and fact. 

Southern Schools are absolutely not doing anything to change the 

culture of the school. All that is happening is as a result of a 

different method of operation, it is not through anybody's 

deliberate attempt. 

There is corporateness as a concept floating around but it's to do 

with statements made outside the culture of the school. I do believe 

that Southern Schools want to have a corporate image both in 

terms of the education it delivers and therefore the perception of 

the parents who look at the school. But also from the perception of 

the staff, how do the staff view their lords and masters in that 
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sense. Far be it from me to tell them how to do their job, but I think 

they should be doing it from within rather from outside. Statements 

are made which don't necessarily fit. There are many other external 

factors which affect the school, eg instability of support staff, we 

are going through a change of type of school. Over the last eight or 

nine years we've moved from a single sex, boys' school age seven 

to thirteen, to a co-educational age two to thirteen." 

Ne2 " I don't think the school culture has changed as a result of the 

Southern Schools' takeover. There is no influence, this is what I 

see as the negative side because in the sense of being purchased by 

Southern Schools they have done the outside, this is a facade, and 

is more or less a facade trimming exercise. We haven't been able to 

speak to anyone, they haven't actually reacted to us, it just seems 

that we are bought - part of the school - and that's it. They deal 

with the headmaster, maybe it's their culture not to interfere with 

the staff, but on the other hand we don't see ourselves as part of 

Southern Schools at all. With the previous owners we always felt 

part of them, but Southern Schools have not even talked to us." 

Ne3 " Culturally since Southern Schools took over I don't think there 

have been any changes, none at all. I think we might have seen the 

head a bit more under pressure, but is hasn't affected the children. 

No evidence of corporate culture, there's things like print at the 

bottom of letters etc. I think they've got the balance about right at 

present. At the end of the day why are Southern Schools in it ? Is it 

for the benefit of education because that's the way they believe it 

should be, or is it just because it's a good job and they get paid a 

lot of money for doing it ? They keep saying that we're going to be 

more selective, take in more academic children. It is getting more 

selective, but if numbers drop then we'll go back to being less 

selective." 

Ne4 " We're becoming more business and business like, whereas before 

we were working solely on children's education and moral life, and 

I feel we've gone a bit astray on that point. The school is losing its 

identity as a family and just becoming part of a large organization. I 

- 1 1 0 -



don't think this has been deliberate it's just that we've become part 

of a big group. We're being streamlined to meet the requirements 

of Southern Schools , not just management side but the way the 

school is run from ordering down to minibuses, everything is 

standardised. They have spent a lot of finances on promoting the 

school and the look of the facilities, but my argument is the focus 

hasn't been on what's important - that's the kids in the school - and 

the staffing of the school. Newest has had a good reputation as a 

school for dealing with children who have had learning difficulties. 

The problem is that with all the investment in the new facade their 

trying to promote themselves as an academic school, and their 

trying to put themselves in a market where other schools in the area 

do have a high academic standing." 

Question 5 Do you see yourself the head as a head-teacher or a business 

manager ? 

Nel " My role has changed considerably, I was very much a hands-on 

headmaster in so far as I would roll my sleeves up and put my hand 

down the loo if I needed to, and that sort of thing. My 

responsibilities have increased, I'm much more involved in the 

financial side of things, and in many of those areas where I wasn't 

involved. I believe I've got a degree more autonomy than I used to 

have, and I feel I had a reasonable degree then so that's a positive 

statement. Therefore I want to make sure I don't lose touch with 

the staff and with the children. Because I was so involved in getting 

the governors informed as to what Southern Schools did I spent 

less time with the staff, becoming slightly more remote. Hence the 

same must have been perceived by the children and the parents. I 

think that was quite significant and I was conscious of the need to 

ensure that the staffs morale was maintained and that the jitters 

were kept to a minimum. I don't teach now as much as I used to do 

previously, but I think the staff see me as a school person." 

Ne2 " I think he's more under pressure now, he's moved away from the 

staff and become an admin person to deal with the paperwork 

-11^ 



required by Southern Schools. From seeing each other on a daily 

basis, he's moved away j&om that." 

Ne3 " Schools aren't businesses, schools shouldn't be businesses. I think 

he's a bit of a school man who enjoys the corporate man image of it 

- it's given him a bit of a business edge, but at the end of the day 

he's a school man." 

Ne4 " I think the head would like to see himself as a corporate man, I 

think he would love to be a big part of the big wheel. He's 

distanced himself from the staff, not deliberately, but as a result of 

the pressures from Southern Schools." 

Question 6 Do you know anything about the culture of the other three schools 

participating in this study ?" 

Nel " I would expect the culture of the other schools to be all different 

from a geographical aspect and other factors." 

Question 7 Do you see similarities between the culture of your school and the 

others ? 

Nel " I would not expect any of them to be in the welfarist or 

survivaHst, I would expect them to range in the formal and 

hothouse." 

What then does this tell us about the culture of the school, the level of agreement 

between staff on its positioning, the changes that have occurred since acquisition, and the 

influence of that acquisition on the school and its culture ? The responses from the 

interviews very much support the results of the initial survey in that the school is 

undergoing a period of turmoil and uncertainty. All respondents are in agreement that the 

school is in a hothouse position although there is some disparity between the head and his 

staff as to the degree of formal and survivalist that is also present. The head 

acknowledges that things are not going well, and the apparent disinterest of Southern 

Schools in the staff at Newest is playing a major part in this, although he states this is 

more a perception than a reality. One interesting comment of the head here is that he 

believes a hothouse culture to be typical of any independent preparatory school, this is 

discussed further in section 4.6 where a comparison between the four schools is made. 



The head implies that the school has moved away from a 'family' interest into part of a 

large organization, whilst Ne3 is more forceful in their statement that "it feels very much 

like a business sometimes". This is further supported by the comments of Ne4 that 

"Originally this was a small, caring school, it was a family school now it seems we're 

going more business, commercial". The responses to questions two and three indicate 

very strongly that it is the head, with apparently minimal contribution from staff, who has 

been responsible for the developing culture. The head, whilst acknowledging the culture 

was present when he was appointed, also confirms that he set out to change that culture, 

although he still cannot influence some factors within it. All the staff are in agreement that 

the head is somewhat authorative in his role, and that this has been further exacerbated by 

the changes within the school environment. The degree of influence over the development 

of the present culture school by Southern Schools since acquisition is addressed in 

question four. The head states categorically that he believes the culture has changed and a 

result has been the consequent loss of the "personal touch". Given that he was the 

headmaster before the acquisition one can only assume that this loss is as a direct result of 

his changing role, since he has been "a bit more under pressure". There is some difference 

between staff in their perception of this. They all appear to say that the culture of the 

school hasn't changed, yet all identify changes that have occurred, Ne2 comments "we 

don't see ourselves as part of Southern Schools at all", whilst Ne4 responds "We're 

becoming more business and business like...the school is losing its identity as a family and 

just becoming part of a large organization." There is definite concern among the staff that 

investment has been limited to the physical structure of the school, "a facade trimming 

exercise", "they have spent a lot of finances on promoting the school and the look of the 

facilities....the focus hasn't been on what's important". It is interesting to look closely at 

the responses to question five. The head admits to a changing role, becoming less "hands-

on", teaching less than he used to, and "becoming slightly more remote", but still sees 

himself as a school man and believes his staff share this view. The staff however, do not 

see him this way, "he's moved away from the staff and become an admin person", "he's a 

bit of a school man who enjoys the corporate man image", "would Hke to see himself as a 

corporate man". Ne3 supports this with the response "Schools aren't businesses, schools 

shouldn't be businesses". The inability of the staff to respond to questions six and seven 

further supports the previous view regarding not feeling part of the group. It is apparent 

that the staff have no knowledge of other schools in the group, it is unlikely that they 

would be able to name any of the other three schools in this study. On posing this 
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additional question it was met with a succession of blank looks. Only the head appears to 

have any feeling for the other schools, but judging from his response to these two 

questions even this is somewhat limited. 

4.6 Comparison and conclusions of analyses 

The preceding sections have considered the culture of each of the schools in isolation and 

the views of the staff on the outcomes of the initial phase of data collection. From this it 

has been possible to identify a number of findings which necessitate the requirement to 

undertake a comparative analysis between the four schools. Table 4.5 below represents 

the collated results from all four schools. 

School Position Hothouse Welfarist Formal Survivalist 

Oldest 

Present 79% 21% 0% 0% 

Oldest Ideal 86% 14% 0% 0% Oldest 

Towards 50% 29% 14% 7% 

Nearby 

Present 64% 0% 18% 18% 

Nearby Ideal 82% 18% 0% 0% Nearby 

Towards 46% 0% 36% 18% 

Midway 

Present 64% 27% 9% 0% 

Midway Ideal 55% 36% 9% 0% Midway 

Towards 36% 36% 28% 0% 

Newest 

Present 61% 0% 33% 6% 

Newest Ideal 61% 22% 17% 0% Newest 

Towards 38% 6% 28% 28% 

Table 4.5 : Collated Responses for all Four Schools 

From this we are able to deduce that the present culture of all four schools is that of a 

'hothouse' and hence propound a conclusion that this is fairly typical of independent 

preparatory schools and therefore generic to this particular group of schools. Further to 

this, three out of the four schools either wish to strengthen this position or maintain the 

current degree of presence. It would be unsound at this stage to make any generalization 

across the independent preparatory school sector since the sample contained within this 

study cannot be considered representative of that target population. Additionally it can be 
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argued that this is not the purpose of a case study. Adelman, Jenkins and Kemis (1976), 

in (Popkewitz & Tabachnick, 1981, p214) argue that whereas 

" veraczfy q/" geMgraZzzafzofM 6)/ 

fo ybr/wa/ fAeorrgf a W fAe/M OM mfacf fAg 

rg;$garc/z a j^rrogafe e^g^gngMce a W /̂ Ae rea^/e/" fo fAa 

accowMf, 6}/ Aw fac/f A?zoWe(^e q / ^ j z f w a f f o / w . TTze frwf/w 

coMfameff m a ^ c c e j ^ ^ / cafg ZzAe fAo^g /» Z/femfwre, arg 

'gwomM^ggf/' 6}; YAg jAoc^ q/̂ rgcogMZ^OM '. 

Popkewitz & Tabachnick (ibid) further this argument by stating " The implication of this 

Wgw w ggMgra/fzaZ/OM /Morg Z/Ag Ay aMg/ogy fAa/z (/wcovgnMg 7aw-/zAg 

g/?^znca/ rg/affowA^j^". 

Moving on from this point there is also evidence of a trend within the schools for a slight 

move toward a more formal culture; whilst none of the schools ideally want this position 

it may be seen as a reasonable conclusion that one of the influencing factors of corporate 

acquisition has been to generate this move. Perhaps the perception is that financial 

controls necessitate a more formal culture to enable the schools to work within the 

apparent restrictions this imposes ? All schools desire a degree of welfarist, this should 

not be seen as surprising since it is reasonable to assume that independent preparatory 

schools are not solely concerned with the education of the child, but also with their 

pastoral care and welfare. In their survey (Foskett & Hemsley-Brown, 2000, p31) found 

that this was one area "where improvements would be welcomed. " Something perhaps 

for the head-master of Newest to consider given his statement "I would be very surprised 

if we fell into the welfarist... or if there was any significant number in there. " A position 

which twenty-two percent of his staff identified as being a requirement. It is evident from 

the findings of both the initial survey and the follow-up interviews that this mix of 

hothouse and welfarist has emerged from the study as being an important element of 

independent preparatory schools and is therefore worthy of further analysis. 

To facilitate a comparison Table 4.6 overleaf illustrates the collated results of the four 

schools following the combining of the hothouse with the welfarist quadrant, and the 

formal with the survivaHst quadrant. 
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School Position Hothouse and Welfarist Formal and Survivalist 

Oldest 

Present 10094 0% 

Oldest Ideal 10094 0% Oldest 

Towards 79% 21% 

Midway 

Present 91% 9% 

Midway Ideal 91% 9% Midway 

Towards 72% 28% 

Nearby 

Present 64% 36% 

Nearby Id#U 10094 0% Nearby 

Towards 46% 54% 

Newest 

Present 61% 39% 

Newest Ideal 83% 17% Newest 

Towards 44% 56% 

Table 4.6 : Effect of Combining Cultures within the Four Schools 

The results from this action are quite illuminating in respect of how it may now be 

possible to classic the 'ideal', or perhaps more, 'typical' culture for an independent 

preparatory school. They also give an intriguing insight into the leadership styles of the 

four head-teachers and similarities between them, as perceived by the staff. One of the 

first observations from this exercise is that the four schools have effectively sub-divided 

into two pairs based on their responses to using the Hargreaves' (1995) tool. The first of 

these pairings brings together Oldest and Midway and the similarities in the perceived 

cultures of these schools is clearly visible. Both schools show an overwhelming majority 

in favour of the hothouse/welfarist mix with little or no preference for the 

formal/survivalist. In the case of Midway it should be noted that the nine percent showing 

the ideal as being in this latter position equates to a single member of staff However, it is 

not only the positioning of the present and ideal cultures which bear striking similarities, 

but also the percentages of staff agreeing as to the direction the culture is perceived to be 

moving in, with seventy-nine percent and seventy-two percent respectively seeing it 

moving toward the hothouse/welfarist, and twenty-one percent and twenty-eight percent 

respectively moving toward formal/survivalist. 

The second of the pairings brings together Nearby and Newest, and as for the first pair 
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the similarities between present and ideal cultures are striking in more ways than one. 

Firstly there is the question of the percentage of stafT who opted 5)r the 

hothouse/welfarist position, sixty-four percent in the case of Nearby and sixty-one 

percent for Newest. More strikingly are the percentages of staff who positioned the 

present culture in the formal/survivalist quadrant, thirty-six percent and thirty-nine 

percent respectively. Further, and perhaps of more concern to the respective head-

teachers, is the fact that fifty-four percent of staff in Nearby and fifty-six percent of staff 

in Newest feel they are moving more towards this position. It is worth noting that 

considering the 'ideal' culture in isolation identifies a greater similarity between all of the 

schools except Newest, indicative perhaps of the effect of length of corporate ownership 

may eventually have on a school's culture given that Oldest, Nearby and Midway have 

been part of Southern Schools for nine, six and five years respectively, whilst Newest has 

only two years ownership to their credit. This latter point was highlighted by the head-

master of Newest in his interview as one possible reason why the staffs perception of the 

influence of Southern Schools was wrong - "the time we've been with Southern Schools 

hasn't enabled us to reach that optimum situation yet." The questions are why should 

this be the case, and why are the two pairs of schools apparently so different ? Further 

scrutiny of the interview responses may help to shed some light on this, but they in 

themselves are not really suflFicient to give substantive answers. It is also necessary to 

have visited the schools, and to have met the head-teachers and staff of the schools to 

have a real feel for the relationships within them. This outcome had not been predicted, 

and whilst it is of interest it is a phenomenon which may be investigated at a later date. 

Finally, and as a result of this study it has been possible to identify a number of key 

themes from the findings common to all the schools which are clearly supported by the 

outcomes of the Hargreaves(1995) tool, and/or the interview data. 

1) 'The majority of the teachers appear to perceive that the present culture 

across the schools is that of a 'hothouse'. 

One of the secondary research questions addressed by this study was to see if it 

was possible to identify the culture of each of the schools from the perspective of 

the staff using the types of culture propounded by Hargreaves(1995). This theme 

suggests that it has been possible within this study, and one could argue it would 

therefore be possible within other similar studies, to do so. There is very strong 

evidence to support this theme both within Table 4.5 (pi 14) where the strength 

of feeling ranges from sixty-one percent in the case of Newest to seventy-nine 
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percent in that of Oldest, and from the responses given by staff throughout the 

5)ur schools to the question regarding how much of the type descriptor they 

agreed with. The extracted quotes from the taped transcripts highlighted below 

clearly indicate agreement across the schools. 

01 (p85) agree fAa/ we ofg AefweeM aW weZ/awf " 

N2 (p93) " / would say it's about seventy-five percent true... " 

M4 (pi00) " /'vg a/waryfyeZf Aaf 6ee;7 f/ze cwZA/rg a 

/'ve Mever j'eeM af a ' feacAgr. " 

Nel (pi 06) " / think the hothouse culture is probably typical of any 

independent prep school." 

Ne2 (pi 06) " TTzere we fo /Ma/ry co/Mmg m f/zaf };ow/ee/ a 

hothouse. " 

Whilst acknowledging that some of the staff could not remember where they had 

positioned the school, or why, they were generally of the view that the 

description of what constitutes a 'hothouse' culture could be identified within the 

school to a greater or lesser degree. A fiirther objective of the study was to 

identify any similarities or differences in the schools' cultures. It is also evident 

from this theme that there is considerable synergy between the types of cultures 

identified in the schools, as far as they are perceived by the staff. The question as 

to why this should be can be addressed by considering the responses of M4 and 

Nel above who are in general agreement that the 'hothouse' culture is perceived 

as being fairly typical of private and independent prep schools anywhere. This 

would be of importance not only to the staff, but also to school management, 

when, for example, looking to relocate or recruit staff into a school. 

2) An overwhelming majority of the teachers perceive that the 'ideal' culture 

for an independent preparatory school would be a mix of the 'hothouse' and 

'welfarist' cultures, ('greenhouse') 

This study did not set out to deliberately identify this theme, and it is therefore an 

unexpected, but interesting outcome. The notion of an 'ideal' culture for 

independent preparatory schools would be of considerable interest both to staff 

and parents alike. From the staff perspective it would enable them to identify 

which schools fall outside of this culture and hence may be located in either the 

formal or survivalist types, important if one was considering a career move to a 
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new school for instance. The head-teachers or management of a school would be 

interested by virtue of the potential for identifying early any factors or actions 

which may impinge upon this culture and lead to an undesired change and 

potentially damaging situations. Parents would be able to satisfy themselves that 

the school applies equally the educational and moral standards expected from the 

schools, since previous research (Foskett & Hemsley-Brown, 2000) identified this 

as being an important factor in parental choice. From within this study there is 

substantial evidence to support this theme in the resultant outcome of combining 

the cultures as illustrated in Table 4.6 (p 116), which indicates the percentage of 

staff placing the schools in the ideal position ranging from eighty-three percent 

for Newest to one-hundred percent for Oldest and Nearby. This is further 

evidenced by data collected in the interviews, as follows, which shows that whilst 

staff may have originally placed the school in the hothouse sector they would 

reconsider this positioning and move it toward the welfarist hence showing their 

preference for this mix. 

N1 (p93) " q//My M fcAoo/f fAey 

have worked in. " 

Ml (p99) " Had I been given these descriptions I don't think I would have 

placed the school so far to the 'hothouseOn reflection I might have moved a 

hit more towards the 'welfarist" 

Ne3 (pi 06) " Looking at this now I would much rather go for the 'welfarist' 

than the 'hothouse" 

3) There is strong evidence in all four schools that staff perceive the presence of 

a far more 'business' like climate. 

This is an important theme since it addresses one of the secondary research 

questions this study set out to investigate. The perception of a school as a 

business by the staff has led them to believe, or at least perceive, that corporate 

acquisition is not in the best interests of either the school or the education of the 

children within it. This is an important factor since should this perception spread 

outside the school and parents become more aware of it then it may lead to 

apprehension within this group for parents to send their children there. This 

possibility is supported by the review of the literature where it was found that 
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' f may percezvg a .ycAoo/ cAanfaA/e ffofm ay 6emg 

m A z W a w JcAooZ rwM cM a 6ẑ meĵ â . " 

(Johnson, 1987, p79) 

There is considerable evidence present within this study to support this theme. In 

particular the comments found when considering the responses to the interview 

question regarding the role of Southern Schools in the development of the 

culture. 

0 2 (p88) ' S'cAooZf V /Ag}/ are 

AkaZmg mf/z /?gqp/g /fvê y aw/ Mofyzvff n/MMmg a " 

N3 (p95) "...it's become much more business like, it's become much more money 

M4 (pi 02) " There's a much more business approach to staff etc... " 

Ne4 (pi 10) ' re Aecommg /»org aW wAgreoj 

T4'e ivere wor^Mg on cAzWren ,$ ef/McafzoM ancf mora/ /i/e... ' 

It is noticeable here that even in Oldest School, after ten years of ownership, this 

perception still holds indicating, perhaps, that either this is an issue which has not 

been addressed, or more likely, has not been brought to the attention of the 

corporate organization. This perception of the schools as a business would appear 

to be one of some great importance, to the staff, and whilst not explicitly 

highlighted, by the head-teachers, since there is evidence to support the view that 

financial controls are holding back the development of the schools 

01 (p86) "There are restrictions in this - salary always comes into it, This is 

OMg frafg /we, aZoMg jpacg. 

N1 (p95) "Its interest is not only an educational one but also a financial one. " 

Ml (plOl) " The Chief Executive was sat with income sheets in front him and he 

Y carg wAfcA mco/Me. / Y core aAowf wAzcA w 

/oM(y care fAw, wAzcA M fAe 6offo7M Zme... Ŝ owfAer» 5̂ cAoo/ĵ  

are Âe Ao/(/erf q/^Ae 

4) All four head-teachers are of the same perception that since acquisition 

corporate ownership has not had a major influence, if any, on the 

educational culture of the school. 

This theme has emerged as a direct result of posing the question regarding the 

role of Southern Schools in the development of the schools' cultures. It addresses 
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one of the secondary research questions and indicates that there is no evidence to 

suggest that corporate acquisition of small independent preparatory schools has 

any impact on the culture of that school in terms of developing a corporate 

culture. The general perception of the head-teachers is that any role played by the 

organization has been very much a secondary or background one. In supporting 

this the head-teachers without exception voiced the view that the culture of their 

school was very much down to them, as evidenced in the following responses 

from themselves and supported, in most cases, by their staff :-

01 (p88) " Each school develops its own culture... they may play a part in it, but 

the culture of the school is determined by the head... and that in my opinion is 

0 2 (p88) 'TTze cwZfwe m /Ag jcAooZ M qy 

q/:. . ." 

N1 (p95) " .FcAoo/f A a y a a 

S'c/zoo/ĵ  ẑ  /zaĵ  a jzg7zz/zca»f ro/e. " 

N2 (p95) 'TTzg cw/fMre /zof Aeew /̂zg way r/zg /zgacf wwzAy zA. " 

Ml (plOl) " / d o n ' t think Southern Schools have had any role in the 

(fgyg/qpzMgM^ f/zg j:c/zooZ cz/Zfwrg.../ (̂ o/z Y twow w/zgf/zgr f/zg fg/zooZ cẑ Zfz/rg /zaâ  

changed since the takeover. I would hope that external factors are not 

influencing the culture of the school. " 

M2 (pi 01) "Southern Schools do not have a say in the culture of the school... " 

Nel (pi09) " Southern Schools are absolutely not doing anything to change the 

culture of the school. All that is happening is as a result of a different method of 

operation, it is not through anybody's deliberate attempt. " 

Ne3 (pi 10) "Culturally since Southern Schools took over I don't think there 

/zavg 6ggM a/iy c/zoMggf, »oMg af a//. " 

This notion that the culture of organizations, in this case schools, are driven by 

their leadership, is not new, and simply reinforces the views of, amongst others, 

Stoll & Fink (1996), Schein (1997) and Furnham (1997) as discussed in Chapter 

2. As for the preceding theme this is an important finding since it effectively 

suggesrs that corporate acquisition is not perceived as being a catalyst of change 

within the schools' educational culture. 
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5) In three of the four schools there is strong staff perception that where 

money is being invested it is being spent on visual trappings of culture, the 

facade, rather than on the education of the children. 

This theme has emerged from interviewee responses to the question as to the role 

of Southern Schools. This theme has really developed out of the perception by 

the staff that the schools have become much more business like, since investing in 

the structure of an organization is perceived, by the staff, as being a business 

concept rather than an educational one. We can see from the interview extracts 

below that this perception is very evident within all the schools other than Oldest, 

and that staff feelings towards this run very high. 

N3 (p95) " Two/zey fAe f c / z o o Z M o r 

fo/Mgfz/Mgf fAa/ r/ze needk fAe cAz/direM... 

M4 (pi02) " TTzere ̂  TMOMey fAe fcAoo/ c/zaMggff " 

Ne4 (p i l l ) "They have spent a lot offinances on promoting the school and the 

Zoot ^ /̂ze /z<%y/z Y om w/zâ  .y 

important - that's the kids in the school- and the staffing of the school. " 

Note that it is only in Oldest school that this issue was not raised. It is difficult to 

comment on this but one could surmise that length of corporate ownership, and 

newness of staff have played a role. It is evident from this that much work needs 

to be done post-acquisition to ensure that staff fully appreciate the objectives of 

the organization, and in particular the strategy behind the investment. This 

perception is not held by the head-teachers, who were generally in closer contact 

with the group, and it is perhaps their responsibility that such a perception exists 

among their staff This is an important theme from the point of what factors an 

acquiring organization may want to take account of when moving into this area. 

It is clear that failure to address this issue is likely to result in a feeling of general 

discontent by the staff towards the take-over. 

6) There is an almost unanimous perception by head-teachers and their staff 

across all four schools that 'corporate culture' has not developed to any 

great degree. Although whether this is good or bad is in their view 

uncertain. 

This theme follows on from that discussed previously in 4) above. It is evident 
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that not only is corporate acquisition perceived to have had no impact on the 

educational culture of the school, it has also apparently failed to develop its own 

corporate culture, or identity. There is an argument within the evidence 

supporting this theme that whilst the perception of a developing corporate culture 

is negative there are clear signs that corporate identity is beginning to creep into a 

number of the schools' promotional activities. A number of the staff effectively 

support this view, even to the point of almost contradicting themselves in their 

responses to the question 

03 (p89) " / don't think there's enough of an overall Southern Schools culture. 

^ fOTMg corporate j-gg 

a mZe ybr co/porafg f/zere coz/Zff /wore ^/zarmg. " 

N1 (p95) " I truthfully don't believe there is any corporate culture. I think there 

are coTporafg CM/fz/rg, /̂zgfg org M/zzĝ z/g /o ,9o«̂ /zg/?z 

M4 (pi02) " 7 f/zm^ wg/gg/ wg 'rg q/a grozvp, V f/zmA; wg/gg/ }yg Yg q/"a 

Ml (pl03) " Y ĵ gg gvWgMCg q/co/porafa cz/Zfz/rg wẑ /zm fAg growp, 

whether it has happened by default since they appointed all the heads, I don't 

AMOM/. " 

Ne3 (pi 10) " No evidence of corporate culture, there's things like print at the 

q/̂  /g/̂ grĵ  gfc. 

The 'marketisation' of education is a field of study too broad for inclusion and 

discussion within this investigation. It is, however, an area that acquiring 

organizations may wish to address since from a business perspective 'brand 

recognition' is one of the marketers strongest tools. This perceived lack of a 

corporate culture/identity is rather surprising and one would need to question the 

underlying strategy behind the acquisition of the schools. If the strategy is to build 

a leading supplier of independent education then basic business thinking would 

demand the establishment of such an identity. 

7) There appears to be a perception among the staff in all four schools that the 

group do not communicate with them leading to a feeling of being 

unwanted. 
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As for some of the preceding themes this particular theme has emerged in 

response to the question regarding the role of Southern Schools in developing the 

culture of the school. It is interesting in that whilst the overwhelming staff 

perception is that corporate acquisition has had little, if any, role in the 

development of their schools' cultures there is clear evidence that lack of 

communication is influencing how the organization itself is perceived by the staff. 

In the main this appears to have resulted in a very negative view of the group by 

the staff. 

0 2 (p88) ' f Of (fo/z Y Mgyer fgg fAe/M, we Y 

N3 (p93) " are Mof Ye aaccoTMpZ/. Tow woWer 

Nel (pi09) ".../Aavg /Morg vwf/z fAg govemorf, aWfAergm a 

q/ governorj^ Meeof fo maAe more confacf wif/z fAe 

fAe fAe gover»orj^. " 

Ne2 (pi 10) " AfTveM V a6Ze fo fo fAe); Aave» V 

reacfgff fo zfyz/̂ f fee/wf f/zaf we are Aozzg/zf-par/ f/ze //zaf .y zA " 

This is also interesting by virtue that this perception exists across all the schools 

irrespective of length of corporate ownership or staff service. Even relatively 

recent appointments voiced concern over this lack of corporate communication. 

This is further confused when one considers the perceptions of the head-teachers. 

Other than the head-teacher of Newest School (Nel, pi 09) who feels that "the 

perception may be wrong. " and that "..the governors need to make contact with 

the staff and the staff with the governors. " there is no perception by the head-

teachers in the other three schools that this is an issue. Nel (pi09) further 

supports this by believing that "It is all to do with perception and fact. " 

As to whose responsibility this is, one could argue that the 'local' management, 

that is the head-teachers, should shoulder a high proportion of blame. 

These seven themes have enabled a clear understanding of the effects of corporate 

acquisition on small independent preparatory schools to be made. This now leads us on to 

a number of conclusions and firm recommendations for further research and other actions 

to be addressed and implemented as a result of this study. 
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5. CONCLUSIONS and RECOMMENDATIONS 

5.1 Introduction 

It is an important part of any study for the writer to draw together the threads of the 

research and to hopefully arrive at some firm conclusions based on the supportive 

evidence contained within the findings. To address this need this final chapter is divided 

into two parts. The first part (conclusions) attempts to draw some conclusions from the 

research and considers the degree to which the research questions have been answered. 

Additionally it draws further conclusions from the study which have evolved as a direct 

result of the research undertaken, although they may not have formed a central theme 

within the originally stated objectives of the study. The second part (recommendations) 

puts forward some firm recommendations for further research in the field of study, and as 

a result of the findings, makes further recommendations on how organizations 

contemplating the acquisition of small independent preparatory schools should consider 

the factors that contribute to the culture of such schools and the impact that acquisition 

may have upon them. 

5.2 Conclusions 

This study set out to investigate the following key research question 

Does corporate acquisition of small, independent preparatory schools precipitate 

a change in those schools' culture or climate as perceived by the head-teachers 

and their staff ? 

In doing so it has addressed a number of secondary research questions 

a) What is the 'culture' of each of the schools studied ? 

The first conclusion to be drawn from this study is that it is important to 

understand the different forms that culture takes. It has been argued that the term 

'school culture' means many things to diverse groups of people and that in 

identifying school culture it is necessary to give due consideration as to the 

perspective from which that culture is viewed, and to recognize that such an 

exercise is nothing more than a snapshot of the culture at the time of enquiry. 

Taking this into account it is evident that this study has succeeded in identifying 
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each school's culture specifically from the perspectives of the head-teacher and a 

sample of their staff. The resultant outcome from this investigation has been that 

all four schools have been identified as being predominantly of the 'hothouse' 

genre as propounded by Hargreaves (1995). This has been further substantiated 

by the responses from the head-teachers and their staff to interview questions. 

However, the evidence also suggests that this rather one-sided perception of a 

school's culture does not appear to be the ideal; since on reading the descriptors 

many of the interviewees indicated that some element of the 'welfarist' was also 

desirable. From this it is then possible to conclude that this mix of cultures has 

probably emerged in response to market demands, implying that parents send 

their children to a specific school based upon its ability to fulfill their high 

expectations of independent preparatory education. What then are the attributes 

and characteristics which identify such a culture, and what 'label' best defines it? 

Considering Hargreaves' (ibid) descriptors it is a fairly simple exercise to extract, 

modify and add, to those parts from 'hothouse' and 'welfarist' which the research 

has shown to be the main factors contributing to the ideal culture of an 

independent preparatory school; leading us to the following outline :-

In this culture the desire to attend equally to both the academic and 

care fo a Away fcAoo/, wAere q / 

work and personal development are high. Teachers are generally 

enthusiastic and committed, with the educational philosophy being very 

child-centred. Whilst the climate is demanding, and can sometimes 

become heated, relationships between the head-teacher and the staff are 

seen to be democratic; developing a high level of interdependence, yet 

retaining a level of autonomy and individuality. Teachers are 

concerned equally with pupils' mastery of academic content and their 

Mwrfwrmg fAem fArougA f/iezr jrcAooZ 

m ybr mfo fAe fgcoMdkrTy fgcfor, 

This outline leads us to the conclusion that such a culture would be 

inappropriately labelled as either 'Hothouse' or 'Welfarist' and hence the need to 

identify a label that in a word sums up the description. As a result of considerable 
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deliberation over this issue the term, or label, 'Greenhouse' appears to be a more 

suitable alternative. One may argue that there is little dif&rence between this label 

and 'Hothouse', however even a horticulturist would recognize that whilst a 

'Hothouse' is the right environment for the growth of tropical plants, a 

'Greenhouse' is far more appropriate for the nurturing and growth of 'tender 

plants'. This analogy can easily be drawn with the need for independent 

preparatory schools to provide such an environment as that offered by the latter 

of these two terms. 

Is it therefore reasonable to conclude that such a 'Greenhouse' culture is generic 

to independent preparatory schools. This is certainly the case within this study but 

one has to acknowledge that further generalization over the whole sector should 

not be assumed, and would entail a much wider sample to substantiate such a 

claim. Furthermore a closer examination of the Hargreaves' technique has led to 

the conclusion that it is very much a broad-brush approach and has an intrinsic 

weakness in that it fails to take into account the subtle differences, or 

'uniqueness' characteristics, of individual schools, even if the modification to a 

more precise grid as used in this study is implemented. It suffers, in some ways, 

from the same criticism which was aimed at Hofstede's (1980) earlier work into 

national cultures by later proponents on the subject, that there is a tendency to 

attempt to classify, or categorize, the whole population as if they were one, 

irrespective of individual variations eg. all French people are the same, which as 

we know they are not. This issue and recommendations for improvement are 

addressed in section 5.3. 

b) What, if any, are the similarities and differences between these 'cultures' ? 

We have seen from the study that there are both similarities and differences 

between the cultures of the schools. Even though they all fall into the 

hothouse/wel&rist types, the degree of presence of these cultures varies to a 

greater or lesser extent between some of the schools. This has been evidenced, as 

discussed in the previous chapter, by the presence of effectively two pairs of 

schools where individual schools within a pair are similar to each other in many 

ways, but likewise, the first pair is similarly different from the second pair. It has 

not been possible within the limitations of this project to identify precisely the 

underlying reasons for this. It is however reasonable as a result of the study to 
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draw the conclusion that the leadership style, and relationship between the head-

teacher, staff and Southern Schools, is partially responsible. Many other factors 

may also have contributed to this finding, such as location, size, catchment area 

etc but further research will be necessary before any substantiated conclusions can 

be reached. Further to the basic culture the study has also identified similarities 

within the schools on the role of the corporate organization. Southern Schools, in 

the development of the culture. The conclusion can be reached that while their 

role has not always been explicitly identified by staff in their responses, some of 

their statements show a majority of the view that corporate influence has been 

more implicit in its presence. 

c) Have the staff or head-teachers perceived any 'cultural' changes since each school 

was acquired by the group ? 

This question has been much harder to address by virtue of the time that some of 

the schools have been part of Southern Schools, and the length of service of a 

number of the head-teachers and staff, where many were not present pre-

acquisition. However there is sufficient evidence to allow the conclusion to be 

drawn that cultural change has, and probably is, still taking place, even within 

Oldest Preparatory school, as a direct result of acquisition. This change however 

does not appear to be within the educational culture of the schools; with many 

staff believing that their school's culture has always been 'hothouse/welfarist'. 

Contrary to this there is some evidence, especially from Nearby and Newest 

schools, to support the view that the culture is moving to a more 

formal/survivalist position, due in the main to the financial constraints being 

imposed upon them by the more 'business climate' approach taken by Southern 

Schools. Whilst we cannot say for certain that acquisition has been solely 

responsible for this change, it is reasonable to accept from the evidence that it has 

been a contributing factor. This is further supported by a majority view across the 

schools that investment in them has been targeted not at the education of the 

children, but at superficially improving the facade of the schools in order to make 

them more attractive to parents of potential pupils. 

d) Is there any perception by the staff or the head-teachers of the emergence of 

'corporate culture' or 'business climate', within the schools ? 
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Firstly it should be acknowledged that this final question was too broad and 

multi-faceted in that it consists of more than one part which cannot result in a 

single answer. The conclusion from the study is that in the first part there is no 

real perceived presence of the development of a deliberate corporate culture 

being imposed upon the schools by Southern Schools as a direct result of 

acquisition. There is sufiBcient evidence to suggest that such a culture is emerging 

in the form of corporate branding and image building, eg all schools now have the 

group name on headed paper; although this has not necessarily caused any 

variance in each school's educational culture as propounded by Hargreaves 

(1995). There is however, very strong evidence to support the view that a more 

business type climate now prevails over the schools, where prior to acquisition 

none was perceived. That is not to say it did not exist but only that staff did not 

view the school as a business entity, whereas now, they do. This has been seen by 

the staff as a deliberate strategy of Southern Schools and is one of the major areas 

of concern among them. During the interviews, and informal discussions within 

the Staff Common Room, many comments and opinions were voiced concerning 

this trend, from staff of varying lengths of service covering the periods, before, 

during and after acquisition. A number of staff saw the advantages of'belonging' 

to a corporate entity, and were disappointed to varying degrees that more had not 

been made of this element in school publications for example, where the benefits 

of sending your child to a school within such a group may be extolled. An area 

perhaps that organizations involved in such activity may need to consider if they 

wish to develop this apparent 'competitive advantage'. Whilst acknowledging this 

'benefit' the majority of staff were firmly against the concept of their school, or 

any school, being seen and run as a business. One further conclusion is that 

communication between the group and the staff of the schools appears to be 

weak with staff commenting that they know little if anything about either 

Southern Schools or even the other schools in the group' leading to a lack of 

identity and not knowing where they are meant to be going. In some cases this 

may be the driving force behind the perception of those staff who feel their 

schools are moving towards a survivalist culture. 

This conclusion is supported by the claims that 

129-



"y/Aere fo f/ze q/̂ cAooZ.y' JMCcê yĵ , /Mgciffocnfy, or 

^fZwre, zf /fgj' f ^ c f w r e q/̂ /̂ze orgaMfzafzowf/ goaZf .-

wAê Aer or »of f/ze)/ exwA /zow fAe}/ are a W /MOMz/ef̂ eâ  fAe 

ex̂ gMf fo wAzcA fAgy wg /Mw^wa/(y fAoredl /Wee6( fAe WZfMW&̂  q/"any 

f«ccgf.^Z 0rga»zza/70M M a ĵ Aargf̂  ĵ g/zfg among zAy yMgrnAgrf a6ow^ 

wAâ  fAgy arg /zymg fo acgo/y^/wA. " 

(Rosenholtz,1989 in Stoll & Fink, 1996, p92) 

Has this study succeeded in answering its primary research question of :-

Does corporate acquisition of small, independent preparatory schools 

precipitate a change in those schools' culture or climate as perceived by the 

head-teachers and their staff ? 

It is clear from the evidence and the preceding conclusions that this study has gone a long 

way toward investigating an area not previously considered, as discussed in the review of 

past research into school culture outlined in Chapter 2. That review highlighted the 

absence of any specific research into the independent school sector in general, and the 

preparatory school sector specifically. To this end it must be considered that this study 

has been successful in adding to the field of knowledge within the specified area of 

research, albeit limited in its scope. Whilst previous research has not been specific to this 

study it is apparent that the research undertaken here, and the resultant outcomes, 

support the previous findings of research undertaken primarily in the state secondary 

sector. In answering the above question this study has clearly shown that the perception 

of the majority of staff working within the schools investigated is that corporate 

acquisition has led to the emergence of a 'business climate', and the beginnings of 

'corporate culture' within the schools. Whilst the sample is small it has been shown that 

such change is perceived, by the staff, as being detrimental to the education of the 

children when compared to the culture and climate that existed prior to the acquisition. 

5.3 Recommendations 

The limitations of this study have led to the identification of a number of firm 

recommendations for further research 

1. The investigation was undertaken on a relatively small number of 

independent preparatory schools forming part of a larger group. The size 

of the sample is insufficient to allow any generalizations in respect of the 
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total sector to be drawn. 

The first recommendation is that further research should be undertaken 

over a much larger sample and should cover schools from different 

organizational backgrounds, that is to say schools of a charitable trust 

status and others that form part of other corporate groups. 

2. Secondly the research has been exclusively concerned with the 

perception of the head-teachers and staff of the schools. The variance in 

culture in relation to the observer's position has been widely discussed 

and it is therefore further recommended that fiiture research approach 

this topic &om either a parental, or less probably, a pupil perspective. 

3. 

F 
O 
R 
M 
A 

The evidence indicates that the Hargreaves' (1995) tool has been found 

to be too broad and effectively separates the key factors of a successful 

independent preparatory school into two distinctly different cultural 

types. Whilst it is acknowledged that different cultures do exist it is also 

felt that a four type matrix leads to disparate results, and that for this 

sector a three type triangular approach may be more appropriate. The 

model below is an attempt at developing an alternative framework which 

could be better utilised when investigating culture in this particular 

sector. 

GREENHOUSE 

/t it 

S 
u 
R 
V 
I 
V 
A 
L 
I 
S 
T 

Fig 5.1 : Proposed Framework for IdentiiVing Culture in Small Independent 

Preparatory Schools 

-131-



The methodology for the use of such a framework would be very much 

in line with that of the Hargreaves (ibid) model. Descriptors etc for both 

the Formal and Survivahst cultures could be maintained, since the 

evidence suggests that these two types are still relevant within the 

independent preparatory school sector. However, modified descriptors 

for the Greenhouse culture along the lines of the one outlined on pi 26 

would need to be developed. The data collection and analysis methods 

could also be retained and with a much finer grid, or mesh, the 

opportunity for staff to more precisely position their school's culture is 

present. As with any new method it is recommended that a small scale 

pilot be undertaken prior to any broader research to test the validity and 

reliability of such a model. However, it is possible here to exemplify the 

use of this framework by taking the results from one of the schools used 

in this study and transposing them onto this new grid as in Fig 5.2 below. 
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Fig 5.2 : Exemplified Framework for Identifying Culture in Small Independent 

Preparatory Schools 

The framework has been completed using the 'present position' culture only, for 

the purposes of clarity, returns from Newest School. From this we can clearly see 

how the new 'Greenhouse' culture has been identified whilst maintaining the 

elements of'Formal' and 'Survivahst' as in the original results. 
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4. The research has in the main been self-funded and this has imposed 

limitations on its breadth and depth, it is therefore a recommendation 

that sources of funding be identified and pursued with a view to 

undertaking a much deeper study leading to more definitive and 

generalised outcomes and conclusions. 

5. In addition to the four outlined above there is one further 

recommendation which relates to the actions which should be 

implemented by corporates considering acquisition of independent 

preparatory schools. The study has produced much evidence to support 

the view that direct communications with teaching staff is an essential 

element of successful acquisition in this sector. It is firmly recommended 

that in such instances sufBcient resources and effort be made available to 

ensure that staff do not feel that they are being acquired as part of the 

fixtures and fittings of the school. Winning the support of the staff will 

increase the chances of success and contribute to a smooth transition of 

ownership. It should be possible, even from this limited study, to develop 

a post-acquisition model which could be adopted by organizations 

undertaking this activity. Such a model would need to consider the 

critical role of the head-teacher, and the perception of the staff in respect 

of the school becoming more 'business' oriented. The need to devise and 

implement strict financial controls cannot be ignored, but it is seen as 

vital that the investment is perceived by the staff to be of benefit to the 

education of the child and not just to the fabric of the buildings. The 

study has shown that the culture of a school, and the way that culture is 

perceived and promoted (internally as well as externally), plays a major 

part in its success. Ignoring that culture, and/or the staffs defence of 

that culture, may lead to an unhappy and hence less successful venture 

for the acquiring organization. 
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Finally some words of advice for any organization contemplating the acquisition of a 

small independent preparatory school. They are taken from a study undertaken over 

twenty years ago, but which, from the evidence gathered by this research, indicate are to 

this day still being disregarded 

"....culture is often not expressed and may be known without being understood. 

counter-culturally will find that there is a metaphorical but solid brick wall 

fAey are Aeaffng fAefr Aeadk. wAo owf 

the nature of their school culture can at least begin the process of change and 

a wa/Z. groW/ig aW WfaZ, /o f aW 

wAo fwg ay zf W Z j ' f/zoj'e 

(Torrington & Weightman, 1989, pi9) 

134-



6. BlBWJM3(%R/J»HirawKlfUEFE%RIM\CI%S 

AHIER, J., COSIN, B. & HALES, M., (1996), Diversity and Change - Education. Policy and 

Selection. 

London, Routledge 

ANDERSON, A., (1996), Fundamentals of Educational Research. 

Basingstoke, Palmer Press 

BARON, R. A., and GREENBERG, J., (1997), Behaviour in Organizations (6th Edition). 

London, Prentice Hall International 

BATE, P., (1984), 'Impact of organizations^ culture: approaches to organizational problem 

solving'. Organizational Studies. Vol 5. No 2. p43-66 

BATES, R. B., (1994), A study of the management of culture and curriculum in the 

International School. 

University of Southampton SU Ed Diss, Southampton 

BELL, J.,(1999), Doing Your Research Project - A guide for first-time researchers in 

education and social science. 

Buckingham, Open University Press 

BENNETT, N., et al (ed) (1992), Managing Change in Education 

London, Paul Chapman Publishing 

BRIDGES, D., and McLAUGHLIN, T. H., (1994), Education and the Market Place 

London, Farmer Press 

BRYMAN, A., (1995), Quantity and Quality in Social Research 

London, Routledge 

BRYMAN, A. & BURGESS, R., (1994), Analyzing Qualitative Research 

London, Routledge 



BUCHANAN, D., and HUCZYNSKI, A., (1997), Organizational Behaviour - an 

introductory text (3rd Edition). 

London, Prentice Hall 

BULLOCK, A., & THOMAS, H., (1997), Schools at the Centre ? 

London, Routledge 

BURGESS, R. G., (1984), In the Field : An Introduction to Field Research 

London, George Allen & Unwin 

BURGESS, R. G., (1993), Educational Research & Evaluation - for Policy and Practice. 

London, Farmer Press 

BURR, v. , (1995), An Introduction to Social Constructionism. 

London, Routledge 

BUSH, T., & WEST-BURNHAM, J., (eds) (1994), The Principles of Educational 

Management 

Harlow, Longman 

BUSH, T., (1995), Theories of Educational Management 

London, Paul Chapman Publishing 

CHISNALL, P.M., 4th Edition (1992), Marketing Research 

Maidenhead, McGraw Hill 

COFFEY, A. & ATKINSON, P., (1996), Making Sense of Qualitative Data - Complementary 

Research Strategies. 

London, Sage 

COHEN, L. and MANION, L., 4th Edition (1996), Research Methods in Education 

London, Routledge 

COPLAND, A. P., (1998), An analysis of school culture within the Westgate School 

University of Southampton SU Ed Theses, Southampton 



CRESWELL, J. W., (1994), Research Design 

London, Sage 

CZARNIAWSKA-JOERGES, B., (1992), Exploring Complex Organizations, 

London, Sage 

DA VIES, B., & ELLISON, L., (1997), School Leadership for the 21^ Century 

London, Routledge 

DEAL, T. E. and KENNEDY, A. A., (1982), Corporate Cultures : the rites and rituals of 

corporate life, 

Harmondsworth, Penguin Books. 

DENZIN, N. K., & LINCOLN, Y. S., (1996), Handbook of Qualitative Research 

London, Sage 

DENSCOMBE, M., (1999), The Good Research Guide - for small-scale social research 

projects, 

Buckingham, Open University Press 

DfEE Web Site, http://www.dfee.gov.uk/indpartnerships/appendix.shtml 

DILLON, J. T., (1990), The Practice of Questioning, 

London, Routledge 

EASTERBY-SMITH, M. et al (1993), Management Research - an Introduction 

London, Sage 

EDWARDS, T., FITZ, J. & WHITTY, G., (1989), The State and Private education : an 

evaluation of the assisted places scheme 

London, The Palmer Press 

ELY, M., et al (1991), Doing Qualitative Research : Circles within Circles 

London, Palmer Press 

http://www.dfee.gov.uk/indpartnerships/appendix.shtml


FALCONER, A., (1997), A Buyer's Market: parents' views on what is wanted in the 

Independent Sector 

ManApement in Education 11.1. p21-22 

FODDY, W., (1996), Constructing Questions for Interviews and Questionnaires - Theory and 

Practice in Social Research. 

Cambridge, Cambridge University Press 

FOSKETT, N. H., (ed) (1992), Managing External Relations in Schools 

London, Routledge 

FOSKETT, N. H., (1995), Marketing. Management and Schools : A Study of a Developing 

Culture in Secondary Schools. 

University of Southampton PhD Thesis, Southampton 

FOSKETT, N. H., & HEMSLEY-BROWN, J., (2000), Markets. Parents and Choice in the 

Independent Sector 

University of Southampton, Centre for Research in Education Marketing(unpubHshed) 

FOX, I., (1985), Private Schools and Public Issues : the parents' views 

Basingstoke, MacMillan Press 

FROST, P. J., et al, (1985), Organizational Culture. 

London, Sage 

FROST, P. J., et al, (1991), Reframing Organizational Culture. 

London, Sage 

FURNHAM, A., (1997), The Psychology of Behaviour at Work - The individual in the 

organization. 

Hove, Psychology Press 

GEWIRTZ, S., BALL, S. J., and BOWE, R., (1995), Markets. Choice and Eauitv in 

Education. 

Buckingham, The Open University Press 



GILL, J., & JOHNSON, P., 2"'' Edition (1997), Research Methods for Managers 

London, Paul Chapman Publishing 

GLATTER, R., et al (1988), Understanding School Management 

Milton Keynes, Open University Press 

GRAY, L., (1991), Marketing Education 

Milton Keynes, Open University Press 

GREENFIELD, T., and RIBBINS, P., (eds), (1993), GreerdSeld oiiI3diicatk)naI 

Administration. 

London, Routledge 

GRIGGS, C., (1985), Private Education in Britain 

London, The Falmer Press 

HAMMERSLEY, M., (1992), What's Wrong with Ethnography ? 

London, Routledge 

HAMMERSLEY, M., (1993), Educational Research - Current Issues. 

London, Paul Chapman Publishing 

HANDY, C. B., (1984), Taken for granted ? Looking at Schools as Organizations 

Harlow, Longman 

HANDY, C. B., (1988), Understanding Organizations (3rd Edition). 

London, Penguin 

HANDY, C & AITKEN, R., (1990), Understanding Schools as Organizations 

London, Penguin 

HARGREAVES, D. H., (1995), School culture, school effectiveness and school 

improvement. School Effectiveness and School Improvement. Vol 6. Nol . p23 - 46 



HIRSCHHORN, L., (1990), The Workplace Within - Psychodynamics of Organizational Life. 

Cambridge, Massachusetts, The MIT Press 

HOFSTEDE, G., (1980), Culture's Consequences : international differences in work-related 

values. 

Beverly Hills, Sage 

HOFSTEDE, G., (1991), Cultures and Organizations : software of the mind 

Maidenhead, McGraw-Hill 

HOFSTEDE, G. & BOND, M. H., (1988), " The Confucius connection: from cultural roots to 

economic growth". Organizational Dynamics. Vol. 16. p 4-21 

HYCNER, R. H., (1985), Some guidelines for the phenomenological analysis of interview 

data. 

Human Studies. 8 CI9851 D279-303 

ITZIN, C. and NEWMAN, J., (1995), Gender. Culture and Organizational Change. 

London, Routledge 

JOHNSON, D., (1987), Private Schools and State Schools : two systems or one ? 

Milton Keynes, Open University Press 

JOHNSON, D., (1994), Research Methods in Educational Management 

Harlow, Longman 

LEVIN AS, E., (1995), The Theory of Intuition in Husserl's Phenomenology 

Illinios, Northwestern 

Longman dictionary of the English Language (1988). 

Harlow, Longman 

MABEY, C. & ILES, P., (1995), Manadne Learning 

London, Routledge 



MABEY, C. & MAYON-WmTE, B., (1993), Manaeine Change 

London, PCP 

MACBETH, A., McCREATH, D. & AITCHISON, J., (1995), Collaborate or Compete -

Educational Partnerships in a Market Economy. 

London, Palmer Press 

MALLORY, G., & BATON, R., (Ed), (1999), Culture: The way we do things around here. 

Milton Keynes, The Open University 

MARSH, C., (1995), Exploring Data - An Introduction to Data Analysis for Social 

Scientists. 

Cambridge, Polity 

MARSHALL, C. & ROSSMAN, G., (1995), Designing Qualitative Research 

London, Sage 

McKENNA, E., (1994), Business Psychology & Organizational Behaviour. 

Hove, L.E.A. 

MILES, M. B. & HUBERMAN, A. M., (1994), Qualitative Data Analysis - An Expanded 

Sourcebook. 

London, Sage 

MORGAN, G., (ed) (1983), Bevond Method 

London, Sage 

MORGAN, G., (1986), Images of Organizations. 

London, Sage 

MULLINS, L. J., (1996), Management and Organizational Behaviour. 

London, Pitman 

NACHMIAS, C. F., & NACHMIAS, D., (1992), Research methods in the Social Sciences 

London, Edward Arnold 



MAS, J., (1989), Redefining the 'Cultural Perspective', Cambridge Journal of Education. Vol 

19.No2.Dl43-146 

ORNA, E. & STEVENS, G., (1997), Managing Information for Research. 

Buckingham, Open University Press 

BATON, R., CLARK, G., JONES, G., LEWIS, J. & QUINTAS, P., (1996), The New 

Management Reader. 

London, Routledge 

PETERS, T. J. & WATERMAN R. H., (1991), In Search of Excellence - Lessons from 

America's Best-Run Companies. 

Glasgow, Harper Collins 

PHEYSEY, D. C., (1993), Organizational Cultures : Types and Transformations. 

London, Routledge 

PHILLIPS, E. M. & PUGH, D. S., (1994), How to get a PhD 

Buckingham, Open University press 

POPKEWITZ, T. S. & TABACHNICK, B. R.,(Eds), (1981), The Study of Schooling : Field 

Based Methodologies in Educational Research and Evaluation 

New York, Praeger 

POPPER, K. R., (1996), The Myth of the Framework - In defence of science and rationality. 

London, Routledge 

PROSSER, J., (1998), Image-based Research - A Sourcebook for Oualitative Researchers. 

London, Palmer Press 

PROSSER, J., (Ed), (1999), School Culture 

London, Paul Chapman Publishing 



RAGGATT, P., EDWARDS, R. & SMALL, N., (1996), The Learning Society - Chalienees 

and Trends. 

London, Routledge 

ROBBINS, S., (1992), Organizational Behaviour : concepts, controversies, and applications. 

New Jersey, Prentice Hall 

ROBSON, C., (1993), Real World Research 

Oxford, Blackwell 

SAPSFORD, R., & JUPP, V., (1996), Data Collection and Analysis 

London, Sage 

SCHEIN, E., (1987), The Clinical Perspective in Fieldwork. 

London, Sage 

SCHEIN, E., (1990), Organizational culture, 

American Psychologist 45. pl09-119. 

SCHEIN, E. H., 2"'' Edition (1997), Organizational Culture and Leadership. 

San Francisco, Jossey-Bass 

SCHEIN, E. H., (1999), The Corporate Culture Survival Guide. 

San Francisco, Jossey-Bass 

SCHRATZ, M., (ed), (1993), Qualitative Voices in Educational Research 

London, Palmer Press 

SCOTT, D. & USHER, R., (1996), Understanding Educational Research. 

London, Routledge 

SILVERMAN, D., (1993), Interpreting Qualitative Data 

London, Sage 



SMIRCICH, L., (1983), 'Concepts of culture and organizational analysis.'. Administrative 

Science Quarterly. September. p3 3 9-3 59 

STAKE, R. E., (1995), The Art of Case Study Research 

London, Sage 

STOLL, L. and FINK, D., (1996), Changing our Schools, 

Milton Keynes, Open University Press 

SYMON, G. and CAS SELL, C., (Editors), (1998), Qualitative Methods and Analysis in 

Organizational Research - A practical guide. 

London, Sage 

TORRINGTON, D. and WEIGHTMAN, J., (1989), The Reality of School Management 

Ox6)rd, Blackwell 

TYSON, S. and JACKSON, T., (1992), The Essence of Organizational Behaviour. 

London, Prentice Hall 

USHER, R., BRYANT, 1. & JOHNSTON, R., (1997), Adult Education and the 

Postmodern Challenge- Learning Beyond the Limits. 

London, Routledge 

USHER, R. & EDWARDS, R., (1996), Postmodernism and Education 

London, Routledge 

WALFORD, G., (1984), British Public Schools : Policy & Practice 

London, The Falmer Press 

WALFORD, G., (1990), Privatization and Privilege in Education 

London, Routledge 

WALFORD, G., (1991), Private Schooling : Tradition. Change and Diversity 

London, Paul Chapman Publishing 



WANSEY, D. C., (1991), The Preparatory School: An interrogation of culture and 

curriculum. 

Uniyersity of Southampton M.Ed. Dissertation, Southampton 

WEBB, J. R., (1992), Understanding & Designing Marketing Research 

London, Academic Press 

WEST, A., (1992), Factors affecting choice of school for middle class parents 

Educational Management and Administration 20. 3. p212-222 

WESTOBY, A., (1998), Culture and Power in Educational Organizations. 

Milton Keynes, Open University Press 

WILKINS, A. L., (1989), Deyeloping Corporate Character. 

London, Jossey-Bass 

WILLU^S, A., DOBSON, P. & WALTERS, M., (1989) Chmnmnp nnlture : nmw 

organizational approaches. 

London, Institute of Personnel Management 

WILLIAMS, D. J., (1998), Institutional Culture in an Independent School - A Case Study. 

Faculty of Educational Studies, University of Southampton (unpublished) 

WILLIAMS, D. J., (1997), A Critical Discussion on the use of Questionnaires in International 

Research. 

Faculty of Educational Studies, University of Southampton (unpublished) 

WILSON, D. C. and ROSENFIELD. R. H., (1990), NbwamnECkeadadkmsiRmt. 

readings and cases. 

New York, McGraw-Hill 

YIN, R., (1994), Case Study Research : Designs and Methods 

London, Sage 



APPENDICES 



APPENDDC1 

The Culture of School 

Thank you for agreeing to participate in this study. 

I hope I clarified the purpose and process of the study during the presentation. If you have 
any further queries or concerns then please feel free to contact me. 

I can be contacted on 

Office 01703-319794 
Home 01329-662388 
e-mail David.Williams@solent.ac.uk 

In this envelope you should find:-

an Individual Record Sheet (IRS) 
a sheet describing the four types of school culture ( Primary or Secondary) 
a stamped addressed envelope (SAE) 

The 4 digit number on the IRS is for my use only and is a code to enable me to identify the 
respondent and their school. This information is only available to me and is there to ensure 
confidentiality and anonymity for you. Only you and I know this code. 

I would be grateful if you could consider how you perceive the school's culture and 
indicate on the IRS 

where you see the school today 
where you would ideally like to see the school 
the direction you believe the school is actually moving 

please indicate these by use of the symbols as outlined in the Key. 

Once completed I would be grateful if you could return the IRS and culture description to 
me in the SAE provided. 

THANK YOU 

mailto:David.Williams@solent.ac.uk
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PREPARATORY SCHOOL 

Ours is a really friendly school and we believe 
in people getting on, whether it's staff with 
staff, teachers with pupils, or the kids among 
themselves. Nobody gives of their best unless 
they feel valued and wanted - so that's where 
our educational philosophy begins. Social 
development is as important as academic 
development and what doesn't get noticed in 
formal assessment we hope gets reflected in 
our social skills work and in pupil's records of 
achievement. Of course, some pupils have lots 
of problems at home and though we obviously 
can't solve all of those we can't just ignore 
them either. It's a caring school and the staff 
are cared about as well as the kids 

Our philosophy is to educate the whole child, 
not just the bits that fit the school. Of course, 
we accept that tests matter and there's quite a 
bit of pressure on pupils to give of their best. 
But we also believe that the social and 
emotional side of youngsters needs to be 
developed too, and every teacher is involved in 
pastoral care as well as the academic side of 
teaching. You could describe relationships as 
close - we're quite a close staff and that spills 
over to pupils too. Team spirit is part of the 
ethos and there's not much room for loners. 
You have to give one hundred percent here : 
teaching is emotionally as well as intellectually 
draining, so we all need the holidays to 
recharge ourselves for the next term. 

It's no soft option being a teacher here. It's OK 
if you're a strong sort of person with lots of self-
confidence. If you're not, well It can be hard 
controlling the kids and getting any work out of 
some classes. I can't say I'm really happy about 
the direction the school's taking and morale in 
the staffroom isn't what it might be. I get by, 
and generally keep myself to myself. After all, 
teaching's just a job and you have to have your 
own private life as well. I don't think the place 
gets the best out of me, and to he honest if the 
school were inspected tomorrow and they saw 
us as we really are, we'd get a bad report. The 
trouble is I don't really think there's much 
chance of any major improvements for teachers 
or kids without a very radical shake-up. 

We regard ourselves as a well disciplined sort of 
school, one that sets store on traditional values. 
The head runs the place as something of a 'tight 
ship' with high expectations of us teachers. 
There's a strong emphasis on pupil learning and 
we're expected to do well in our assessment and 
testing, and everybody's very proud when we 
do. We also like to do well in sports and PE, 
which is another important as|>e€t of 
achievement. We expect pupils to be fairly 
independent and not to be mollycoddled. We're 
clear what the school stands for and what we're 
about, so we are naturally rather suspicious of 
trendy ideas, and put more trust in what's been 
shown to work best through past experience. 



APPENDIX 4a 

Interview Questioiis - Oldest Preparatory School 

1. Why did you place the present position of the school as you did ? 

2. How much of the description do you agree with ? 

3. What role/part do you consider you have played in developing the culture of the 
school? 

4. What role/part do you consider the head/staff have played in developing the 
culture of the school ? 

5. Do you consider that Southern Schools has influenced the development of the 
school culture ? 

6. Do you know anything about the culture of the other three schools participating 
in the study ? 

7. Do you see similarities between the culture of your school and the others ? 



APPENDIX 4b 

Interview Questions - Nearby. Midway & Newest Preparatory Schools 

1. How much of the description do you agree with ? 

2. What role/part do you consider you have played in developing the culture of the 
school ? 

3. What role/part do you consider the head/staff have played in developing the 
culture of the school ? 

4. Do you consider that Southern Schools has influenced the development of the 
school culture ? 

5. Do you see yourselCthe head as a head-teacher or a business manager ? 

6. Do you know anything about the culture of the other three schools participating 
in the study ? 

7. Do you see similarities between the culture of your school and the others ? 



APPENDIX 5 

FORMAL SCHOOL CULTURE 

The school is high in instrumental domain (social control), with exceptional pressure on 
students to achievc learning goals (including exam performance), and perhaps athletic 
prowess, but with weak social cohesion between staff and students. School life is orderly, 
scheduled, disciplined. Within the work ethic no time is wasted : interference with 
instrumental goal achievement is ruthlessly excised. Homework is regularly set and marked : 
tests are common. To those who succeed in the school's goals, there are prizes and prestige. 
Expectations are high, with low toleration for those who do not live up to them. To staff the 
head-teacher appears cold and distant, even authoritarian; to students, staff appear aloof, strict 
and unapproachable. Each side displays little warmth, whilst valuing institutional loyalty. 
Social support for students comes from informal peer groups that tend, because of students' 
socio-emotional isolation from teachers, to be strong and influential, whether pro-school or 
anti-school. I'he tone is custodial: in hard forms (a military academy) it could be described as 
coercive; in softer versions (the grammar school) as a 'tight ship' fostering 'traditional 
values', reflecting the institutional inheritance from the nineteenth century. 

The school is relaxed, carefree, cosy. It placcs high emphasis on informal, friendly teacher-
student relations. The focus is on individual student development within a nurturing 
environment. The educational philosophy is child-centred and relations between are held to 
be 'democratic'. With the aversion to social controls, work pressure is low; academic goals 
are easily neglected and become displaced by social cohesion goals of social adjustment and 
life skills. In this undemanding climate of contentment, truancy and delinquency rates are 
low. The 'child-centred' primary school or the 'caring' inner-city secondary school with a 
strong pastoral system exemplify this type: staff ask whether they are primarily a teacher 
concerned with the mastery of academic content, or primarily a social worker of sorts 
concerned with pastoral care. In this culture the students are happy at the time but in later life 
look back on their experience with resentment at the tcachers' failure to drive them hard 
enough. 



APPENDIX 5 

HOTHOI SE SCHOOL C l L I l RK 

In this culture the high instrumental and expressive emphasis creates a frenetic school. All are 
under pressure to participate actively in a full range of school life. Expectations of both work 
and personal development are higli. feachers are enthusiastic and committed, being 
pedagogical experimenters and innovators. In this pervasive intimacy, evciyone seems to be 
under surveillance and control. Teachers and students experience anxiety about failing to 
achieve instrumental goals and about intrusions into privacy with a consequent reduction in 
independence, autonomy and individuality, it is a culture that is not overtly coercive or 
tjTannical: social control is more likely to be exercised over members by challenge and 
emotional blackmail than by threat of punishment. Since such high control and high cohesion 
create as sense of institutional oppression, members sometimes feel like 'inmates'. 

SI RVIVALIST SCHOOL CULTURE 

This is a culture where both social control and social cohesion are exceptionally weak. For 
both teachers and students the school is close to breakdown - a classic 'at risk' situation. 
Social relations are poor, teachers striving to maintain basic control and allowing pupils to 
avoid academic work in exchange for not engaging in misconduct. Lessons move at a 
leisurely pace; little time or effort is given to academic task. Teachers feel "on their own\ 
unsupported by the head-teacher and colleagues in curriculum planning and classroom 
controls: they manage each lesson as best they can. Life is lived a day at a time. Many 
students feel alienated from their work which bores them, but there are no compensations in 
warm relationships with their teachers, who enjoy little professional satisfaction. Delinquency 
and truancy rates are high, as is staff absenteeism, especially of the occasional kind. The 
ethos is one of insecurity, hopelessness and low morale. 
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