Education in the Asia-Pacific Region:
Issues, Concer ospects 38
iw

Rupert Maclean Editor %
| Lifein <«
Schools and
Classr

Past, Present and Futur

PTAN Jé N, o

L ASIA-PACIFIC EDUCATIONAL

' RESEARCH ASSOCIATION @ Springer



EDUCATION IN THE ASIA-PACIFIC REGION:
ISSUES, CONCERNS AND PROSPECTS

Volume 38

Series Editors-in-Chief

Professor Rupert Maclean, Office of Applied Research and Innovation, College of the North
Atlantic-Qatar

Dr Lorraine Pe Symaco, Centre for Research in International and Comparative Education (CRICE),
University of Malaya, Kuala Lumpur, Malaysia

Editorial Board

Professor Bob Adamson, The Hong Kong Institute of Education, China

Dr Robyn Baker, New Zealand Council for Educational Research, Wellington, New Zealand
Professor Michael Crossley, University of Bristol, United Kingdom

Ms Shanti Jagannathan, Asian Development Bank, Manila, Philippines

Dr Yuto Kitamura, University of Tokyo, Japan

Professor Colin Power, Graduate School of Education, University of Queensland, Brisbane, Australia
Professor Konai Helu Thaman, University of the South Pacific, Suva, Fiji

Adyvisory Board

Professor Mark Bray, UNESCO Chair, Comparative Education Research Centre, The University of
Hong Kong, China; Professor Yin Cheong Cheng, The Hong Kong Institute of Education, China;
Professor John Fien, Swinburne University, Melbourne, Australia; Dr Pham Lan Huong, International
Educational Research Centre, Ho Chi Minh City, Vietnam; Dr Chong-Jae Lee, Korean Educational
Development Institute (KEDI), Seoul, Republic of Korea; Ms Naing Yee Mar, GIZ, Yangon, Myanmar;
Professor Geoff Masters, Australian Council for Educational Research, Melbourne, Australia;
Margarita Pavlova, The Hong Kong Institute of Education, China; Dr Max Walsh, Secondary
Education Project, Manila, Philippines; Dr Uchita de Zoysa, Global Sustainability Solutions (GLOSS),
Colombo, Sri Lanka



More information about this series at http://www.springer.com/series/5888


http://www.springer.com/series/5888

Rupert Maclean
Editor

Life in Schools
and Classrooms

Past, Present and Future

@ Springer



Editor
Rupert Maclean
College of the North Atlantic—Qatar

Doha, Qatar

ISSN 1573-5397 ISSN 2214-9791 (electronic)
Education in the Asia-Pacific Region: Issues, Concerns and Prospects
ISBN 978-981-10-3652-1 ISBN 978-981-10-3654-5 (eBook)

DOI 10.1007/978-981-10-3654-5
Library of Congress Control Number: 2017938575

© Springer Nature Singapore Pte Ltd. 2017

This work is subject to copyright. All rights are reserved by the Publisher, whether the whole or part of
the material is concerned, specifically the rights of translation, reprinting, reuse of illustrations, recitation,
broadcasting, reproduction on microfilms or in any other physical way, and transmission or information
storage and retrieval, electronic adaptation, computer software, or by similar or dissimilar methodology
now known or hereafter developed.

The use of general descriptive names, registered names, trademarks, service marks, etc. in this publication
does not imply, even in the absence of a specific statement, that such names are exempt from the relevant
protective laws and regulations and therefore free for general use.

The publisher, the authors and the editors are safe to assume that the advice and information in this book
are believed to be true and accurate at the date of publication. Neither the publisher nor the authors or the
editors give a warranty, express or implied, with respect to the material contained herein or for any errors
or omissions that may have been made. The publisher remains neutral with regard to jurisdictional claims
in published maps and institutional affiliations.

Printed on acid-free paper

This Springer imprint is published by Springer Nature

The registered company is Springer Nature Singapore Pte Ltd.

The registered company address is: 152 Beach Road, #21-01/04 Gateway East, Singapore 189721,
Singapore



Dedication to Professor Maurice Galton
University of Cambridge, whose studies of classrooms over four
decades has made a stellar contribution




This volume comprises original
contributions, written by leading
international scholars, policymakers and
practitioners, which together provide a
comprehensive portrait of key aspects of life
in schools and classrooms, with regard to
past, present and future practices and
perspectives. Each contributor has in some
way been professionally associated with
Maurice Galton during the past four decades
and has influenced, or been influenced by, his
work.

This Festschrift is dedicated to Professor
Maurice Galton, University of Cambridge,
who has made a stellar contribution over
many decades to strengthening the impact of
educational research on improving education
policy and practice, in the United Kingdom
and also internationally.
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Series Editors’ Introduction

For the vast majority of pupils and students undertaking formal education, the core
learning activities largely occur in schools and classrooms where learners and teach-
ers meet and interact. This is true at all levels of education: in kindergartens, pri-
mary and secondary schools and at the post-secondary level in universities and
colleges. This book is a timely contribution to that field of research which seeks to
better understand what actually occurs in classrooms in the Asia Pacific and world-
wide. The volume examines life in classrooms within a context where it is also at the
same time recognised that lifelong learning, and non-formal and informal learning,
is also important.

The volume provides a comprehensive portrait of life in classrooms, with regard
to past, present and future practices and perspectives. In doing, this the evidence-
based views of a wide range of eminent researchers, policymakers and practitioners,
from different parts of the world, are presented.

After examining the context of schooling with regard to historical and interna-
tional perspectives, the book goes on to provide a wealth of data to enhance readers’
understanding of such important matters as how and under what conditions students
and pupils most effectively learn, including what can be done to improve the
dynamic of classroom practice and the accuracy of student assessment. It showcases
how classrooms (and ways of studying classrooms) have changed over the past
several decades in education systems worldwide. It examines teachers’ work in
classrooms and how policymaking and research interact with one another to change
teaching and teachers themselves in terms of their constructions of reality. The book
provides an international perspective on research, policy and practice in the Asia
Pacific and beyond concerning teaching and living in a global village, the interna-
tional agenda in education and teaching in and for different cultural contexts.

In addition to being a major contribution in its own right to policy- and practice-
orientated research, to better understanding life in schools and classrooms, this vol-
ume is also a Festschrift which celebrates and recognises the enormous contribution
of Professor Maurice Galton, University of Cambridge, to this important field of
research, policy and practice. Professor Galton has been effectively working in this
field for more than half a century and as such has made an enormous contribution to

XXiii



XX1V Series Editors’ Introduction

our understanding of life in classrooms, not only in the United Kingdom but also
internationally. His sphere of influence has been significant with all of the contribu-
tors to this volume having either been students of his or else they have been influ-
enced by his insightful and ground-breaking work in this area of study.

This is an important book on an important subject. As such, it deserves to be
widely read by researchers, policy makers and practitioners worldwide.

In conclusion, the book series editors, and the editor of this volume would like to
thank Dr. Marion Myhill of the University of Tasmania, who was initially involved
as coeditor of this volume until pressure of work required her to relinquish this role.
We also thank the two hard-working research assistants in the Centre for Lifelong
Learning Research and Development, the Education University of Hong Kong, Dr.
Xie Qing (Jenny) and Ms Ada Kwok, who were involved at all stages in the project
and who worked tirelessly and efficiently to bring the project to fruition. Thanks are
also due to Ms. Mitzi Legge and Ms. Benita Judith, in the Office of Applied Research
and Innovation, College of the North Atlantic—Qatar, and to Sally Roach and Bryony
Horsley-Heather, staff in the former Centre for Commonwealth Education, at the
University of Cambridge, for their assistance in finalising the manuscript.

College of the North Atlantic—Qatar Rupert Maclean
Doha, Qatar
University of Malaya Lorraine Symaco

Kuala Lumpur, Malaysia
October 2016



Part I
Introduction



Chapter 1
Life in Schools and Classrooms: Past, Present
and Future (An Overview)

Rupert Maclean

Abstract The chapter provides a brief overview of the contents of this book on Life
in Schools and Classrooms: Past, Present and Future. It refers to the importance of
this topic for better understanding the process and outputs of education and school-
ing, provides a rationale for how the book is organized with regard to its division
into sections and subsections and examines the interrelationship between research,
policy and practice concerning life in classrooms. In addition to this volume being
a contribution to the field of study in its own right, it is also intended as a Festschrift
to celebrate the research and publications of Professor Maurice Galton, University
of Cambridge.

Keywords Schools ¢ Classrooms ¢ Purpose of education  Functions of schools ¢
Lifelong learning ® Formal ¢ No-formal and informal delivery systems ° Teacher
behaviour and outcomes ¢ Evaluation and assessment

Ancient philosophers such as Aristotle, Plato, John Locke, Rousseau, Mo Tzu and
Confucius, and also more modern educational philosophers such as John Dewey
and Ivan Illich, have written extensively about the purpose and functions of educa-
tion and schools in society. Likewise, the founding fathers of sociology, namely,
Marx, Weber and Durkheim, and more recent sociologists and philosophers of edu-
cation, such as Everett Reiner, Postman and Weingartner, Ivan Illich and Paulo
Freire, have identified and analysed what they regarded to be the functions of
schools in society (Easthope et al. 1990; Hughes 2006).

Each of these scholars has sought to answer the question: what is the purpose of
education and schooling? While some emphasize that a key aim of education is to
prepare individuals for gainful employment, others focus on the intellectual purposes
of education and the development of reading, writing and arithmetic. What is clear
from such discussions is that education and schooling do not have a single purpose,

R. Maclean (P<)

Office of Applied Research and Innovation, College of the North Atlantic—Qatar,
PO Box 24449, 68 Al Tarafa, Duhail North, Doha, Qatar

e-mail: rupert.maclean @cna-qatar.edu.qa
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but serve multiple purposes with the relative importance of objectives sometimes
being very specific to the society in question. However, although these thinkers vary
in their areas of emphasis regarding the purposes and functions of schools in soci-
ety, over time there has been developed a general agreement that the following are
the main goals of education and schooling:

* To cultivate a skilled workforce with the necessary knowledge, skills and under-
standing required in the society and economy in question.

* To help students become critical thinkers who are able to explore new ideas,
think independently, make evidence-based decisions and develop social and
moral responsibility.

e To teach cultural history and develop cultural literacy.

e To help learners, teachers and the education system as a whole cope with the
major emerging tensions in societies as they modernize, such as the relationship
between competition and cooperation, between the needs of individuals and
those of the group and between modernization and change.

» To prepare learners for effective citizenship, including assisting with the assimi-
lation of immigrants.

* To help students compete in both the local and the global marketplace.

While these are interrelated goals, they demonstrate the diversity of expectations
and the prioritization that societies and its educators must manage. The emphasis
varies somewhat according to different levels of the school system, the age group
being taught (ECE, primary or secondary) and the cultural and economic character-
istics of the society in question.

Sociologists, whether they be functionalists, symbolic interactionists or phenom-
enologists in their theoretical orientation, seek to analyse and understand how
schools and classrooms function to impact on the knowledge, skills, understandings
and in particular the behaviour of learners.

Schools are one of the major agents of socialization in society along with the
family, community, mass media and peer group. Schools must strike a suitable bal-
ance between preserving the past, by passing it onto each new generation, and being
an agent of social change to assist learners to adapt to an ever-changing society and
economy. At the same time, school systems themselves are in a constant process of
change, as they seek to most effectively adapt to the changing needs of the society
in which they are located. In cases where the changes are profound, reference is
made to ‘re-engineering education for change’. At the micro level, it is what tran-
spires in individual classrooms that is at the cutting edge of such change, with the
interface between teachers and learners being particularly important and complex.
What occurs in individual classrooms is intended to be an expression at the micro
level of the purposes and functions of education. Through the curriculum that is
taught, the choice of teaching and learning materials, the ways in which a classroom
is organized in terms of the architecture of furnishings and the teaching pedagogy
and methods used to assess student progress are all an attempt to achieve the aims
of schooling (Andy Hargreaves 1994; Bob Connell 1985). What happens in class-
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rooms (and, indeed, what does not happen in classrooms) is therefore of profound
importance in affecting learning outcomes.

The aim of this edited volume is to explore the interface linking the broad pur-
poses of education with various aspects of life in classrooms. The book consists of
54 contributors in 40 chapters, which have been organized into 6 sections and 12
subsections which examine:

1. Introduction (overview of life in classrooms and the research and writing of
Professor Maurice Galton; the context of schooling concerning historical and
international and perspectives).

2. Looking in Classrooms (how have the ways of studying classrooms changed;
have classrooms changed and what are the key issues of debate).

3. Changing Teaching (social leadership and teachers’ professional development;
school-based professional development; sustaining communities of practice).

4. Understanding Students and Pupils (psychological and social aspects of pupils
and young persons’ development; assessing student learning; coping with chil-
dren’s’ special education needs and disabilities).

5. The Impact of Technology on Teachers and Students (new technologies — new
relationships).

6. Summing Up (life in schools and classrooms in the twenty-first century).

The volume mainly presents evidence-based findings which draw on the main
researchers, policymakers and practitioners working in this field. In some cases it
also presents the micro, classroom level social construction of reality of classroom
teachers. The book draws on different theoretical perspectives in the sociology of
education, including those of structuralists, functionalists and phenomenologists.
Although many of the chapters are written about schools and classrooms in the
Asia-Pacific region, there are also chapters that examine the situation in the United
States of America and Europe.

In addition to seeking to make a contribution to the field of study in its own right,
this book is also a Festschrift, a tribute book to celebrate the research and publica-
tions of Professor Maurice Galton. As reflected in his numerous publications (e.g.
Galton et al. 2014; Gay et al. 2011; Galton and Macbeath 2008; Galton and Moon
1983), Maurice Galton has spent a professional lifetime as researcher and writer
studying aspects of teaching and learning as it manifests itself in classroom activity.
He has examined how and why some classrooms are effectively organized so they
achieve their aims successfully, often in what appears to be an effortless way, while
others are not; why some classrooms are happy and productive places where there
is an effective interaction between teachers and learners, and between learners
themselves, while others do not possess such desirable and well-functioning char-
acteristics. One of the truly praiseworthy features of Galton’s important work, over
so many years, is that he is not just a theoretical or armchair observer of such mat-
ters. Instead, he ‘rolls up his sleeves’, having spent a significant time in actual class-
rooms, observing and analysing the dynamic between teachers and learners, and
between learners themselves, at first hand. As such he does not just observe, but has
also often taken on the role of teacher, to experience at first hand what it means to
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be a teacher in the twentieth and twenty-first centuries. This is why, in many differ-
ent parts of the world and over many years, Galton’s research and publications are
so widely appreciated and respected internationally. Insights gained from this work
have proven to be very helpful worldwide, as researchers, policymakers and practi-
tioners explore the pros and cons, for example, of moving to models of small class
teaching (Galton et al. 2015) finding ways of easing the transition from the elemen-
tary to the secondary phase of education (Galton and Willcocks 1983; Hargreaves
and Galton 2012) or improving the quality of group work (Galton and Williamson
1992; Galton et al. 2009) to give but several instances. More recently, he has turned
his attention to the contribution of artists, and the arts in general, in bringing about
improvements in the wellbeing of young adults in school settings, particularly for
the demotivated students who have ‘switched-off” learning in many of today’s
schools (Galton 2015).

For nearly three decades, Galton has worked regularly as a consultant and adviser
within various countries in East Asia, particularly Hong Kong. Throughout this
period policymakers in the West have sought to understand and imitate the class-
room practices of those East Asian countries that regularly top the international
league tables of achievement, while at the same time policymakers in the East seek
to change existing classroom practices and create a curriculum for the twenty-first
century that offers greater pupil choice and more active learning approaches, includ-
ing building the capacity for students to engage in self-regulation. The book, there-
fore, because many of its authors are from both East and West have either collaborated
at one time or another with Maurice Galton or have worked in related research
areas, can hopefully make a valuable contribution to the above debate to the benefit
of all students worldwide.
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Chapter 2
The Research and Writing of Professor
Maurice Galton: His Contribution to the Field

John Williamson

Abstract This chapter provides an overview of the influential contribution of
Professor Maurice Galton to knowledge about life in schools and classrooms,
through his research and numerous publications over some five decades. It identifies
the various themes examined by Galton in his research studies, many of which have
had a major impact on educational policy and practice, and other researchers, not
only in the United Kingdom but also in other countries worldwide. The chapter goes
onto place Galton’s work in context by examining the various changes in attitudes
to teaching and learning which have taken place over the past five decades during
which time he has investigated life in classrooms principally in England and Hong
Kong.

Keywords Pedagogy ° Classroom practice ® Teaching styles ¢ Pupils’ attitudes and
attainment

Introduction

Maurice Galton’s research and publications have made a significant contribution to
our understanding in a number of educational areas and influenced other researchers
in their investigations. As reported in this volume, Galton’s investigations into
Nuffield Science (Eggleston et al. 1975) not only led to the methodological develop-
ment of the first UK home-grown systematic observation system, the Science
Teacher Observation Schedule (STOS), but also the ability to look more deeply and
objectively into classrooms (in this case Science) to see what teachers were actually
doing in their lessons. One of the clear findings was that in the implementation of
the Nuffield curriculum, the teachers’ classroom actions as observed and recorded
were often different from what they reported they had done. From this emerged the
notion of a perception gap in teaching. Later in his account of returning to teach in
a primary school, he relates his own experience of this phenomenon (Galton 1989)
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when frustrated by the failure to recover a set of large darning needles, a task the
teacher had repeatedly emphasised was a priority before leaving him to it, he shouts
at the children that he will cancel their play unless the needles are found. Yet on
writing up his daily diary, he had no recollection of the incident until the next morn-
ing when the teacher with the class next door teased him about his behaviour. It is a
feature of all his writing that ‘he tells it as it is’, even if this sometimes reflects criti-
cally on his own practice, and this has been a recurring feature of his work which
explains why it tends to resonate with teachers.

This early classroom-based study was followed by another at the University of
Leicester which Galton co-director with Brian Simon. The Observational Research
and Classroom Learning Evaluation (ORACLE) programme had its genesis in
Simon’s concern for how disadvantaged students would be engaged and perform in
primary classrooms once streaming was discontinued and mixed ability grouping
became the norm as the comprehensive education movement gained strength. The
ORACLE study resulted in five data-rich volumes which were presented in a man-
ner that made them accessible to practitioners, policymakers and researchers (Galton
et al. 1980; Galton and Simon 1980; Galton and Willcocks 1983; Simon and
Willcocks 1981; Delamont and Galton 1986).

Even today, the ORACLE study remains one of the most cited in contemporary
educational research, and the first volume, Inside the Primary Classroom, was
recently selected by the British Educational Research Association as the outstand-
ing publication of its decade. ORACLE again showed clearly that teachers’ class-
room behaviour was not always congruent with how they recalled or talked about it.
For example, teachers reported the use of working groups but the observational data
described it as pupils seated together, but with very little constructive engagement
as a group. The line of research into group work fitted with both the then existing
national policy guidelines and the observed practice of children sitting either around
tables or at desks pushed together to allow shared participation. The investigation
led to a publication that not only described the group work in the primary classroom
but also aimed ‘to provide teachers with a set of principles which should enable
them to increase the effectiveness of collaborative group work in the primary class-
room’ (Galton and Williamson 1992).

The utility of observational techniques was shown in subsequent studies in small
rural schools (Galton and Patrick 1990). In the context of the introduction of the
new National Curriculum, the authors showed how the sharing of teacher expertise
through clustering meant many small schools, previously thought to be inadequate
in curriculum provision, were in fact able to adjust and benefit from the curriculum
changes which were predicated on the sharing of teacher expertise.

The ORACLE methodology was again used in replication studies, often in the
same schools, in the 1990s. The findings were contrary to what was being reported
in the popular media at that time, which was asserting there was a general move-
ment in classroom pedagogy to more student-centred or ‘progressive’ teaching
styles and that this was contributing to the United Kingdom’s poor showing in inter-
national league tables of attainment. The observation data showed, in fact, that the
classroom practice, two decades after the original ORACLE, was very similar to



2 The Research and Writing of Professor Maurice Galton: His Contribution to the Field 11

that in the initial study. For example, teachers were typically using similar propor-
tions of closed and open questions and increased instructional statements, and this
demonstrated a narrowing of pedagogy across all curriculum areas. In reporting
their classroom behaviour, teachers’ perception once more conflicted with the
observers’ accounts (Galton et al. 1999b). Hargreaves and Galton (2002) also dem-
onstrated improvements in the process of transition from primary to secondary
school since the original ORACLE research.

An important addition in Galton’s research interests occurred with a move to
Cambridge University in 1999 where after completing further studies of transfer
(Galton et al. 1999a, 2003) he began his collaboration with John MacBeath looking
initially at teachers’ work lives. This shift in research focus occurred as Prime
Minister Blair’s Government introduced changes that impacted markedly on teach-
ers’ workloads and on their morale as statutory decisions about the curriculum and
teaching methods appeared to de-professionalise teachers and imply that they were
not to be trusted to work professionally in their classroom (Galton and MacBeath
2008).

Research into teachers’” work lives was also being conducted in countries includ-
ing Australia (Gardner and Williamson 2004; Williamson and Myhill 2008), and
they also reported increased workloads and the changing nature of the work. The
common strands of externally imposed curricula, work from reform agendas and so
together resulted in work intensification that it was argued would be likely to have
an impact on the quality of teachers’ work and on retention rates.

In seeking to understand how teachers as professionals went about their work,
Galton revisited a number of issues that were raised in his work as a consultant for
the Council of Europe in the 1980s and 1990s, namely, how to prepare primary
teachers through a developmental framework (Galton and Blyth 1989). The consul-
tancy provided numerous opportunities for visiting schools and other educational
institutions to appreciate that pedagogy was given greater priority across the various
continental European members of the council compared to the situation in England
and, in addition, to explore the different approaches to teacher preparation and con-
tinuing professional development (Galton and Moon 1994).

The drawing together of several of the themes from the research into teachers’
work lives with earlier research into the patterns of classroom processes and interac-
tion added greatly to our understanding of these matters in the contemporary con-
text (Galton et al. 2003, 2009). Other classroom research-based studies have
involved students’ intrinsic motivation, their liking for school and their enthusiasm
for particular curriculum subjects, such as mathematics (Pell et al. 2007). Typically,
there has been a decline in these areas in England, but the most notable falls have
been among the most able. Galton’s recent research on the impact of class size
reductions in Hong Kong has shown a similar negative result in learning disposition,
a combination of motivation and subject attitude (Galton and Pell 2012; Galton
et al. 2015) and the broad themes of engagement, motivation and commitment in a
cross-cultural comparative context have aided our understanding of student disen-
gagement, a prominent feature of contemporary western classrooms. Again, there
are also important implications for teachers as they attempt to adopt new policies
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and cope with shifting curricula foci and the use of ICT and increased record keep-
ing, etc., all of which have had a significant impact on their work lives.

In his more recent work, Galton has begun to examine ways in which disengaged
pupils can be remotivated by providing more creative opportunities that allow stu-
dents to pursue their own interests and thereby exercise a degree of control over
their learning. His recent research has focused on the use of artists (or creative
practitioners to include film-makers, photographers, etc., besides visual and literary
artists) to change teachers’ classroom practice in ways that increase pupils’ intrinsic
motivation and engagement. This initiative, part of the UK government-funded
Creative Partnership programme, brought ten practising artists into schools to work
with disaffected learners during the course of an academic year. Galton (2010)
reported that the artists did not respond to student classroom misbehaviour as might
a typical teacher with a critical comment or a reprimand, but rather they were more
likely to cite an example from their own lives to share a personal understanding in a
way that teachers did not. In this way these creative practitioners demonstrated that
while not condoning unacceptable behaviour they demonstrated that they under-
stood the motives which caused it to take place. Thus, talking out of turn was not
always a deliberate attempt to disrupt the flow of the teacher’s conversation but was
sometimes the result of overenthusiasm. Galton sees this sharing of more personal
understanding, attitudes and experience — of being one’s authentic self in enhancing
the classroom relationship — as a way of fostering and promoting relationships and
changing the classroom climate to one more conducive to learning. More recent
work in collaboration with another Cambridge colleague, Ros McLellan, has
extended these studies of the impact of creative practitioners on pupils’ wellbeing
(McLellan et al. 2012). Based on the work of Deci and Ryan (1985) and their self-
determination theory (SDT), Galton and his colleagues have shown that if teachers
model the kinds of practice exhibited by their artistic mentors, then pupils will
develop functioning (eudaemonic) forms of wellbeing which foster a climate of
cooperation or ‘school connectedness’ (McNeely et al. 2002). This in turn reduces
the need for ‘assertive discipline’ approaches which are currently so popular and
enables schools to establish a ‘noncontrolling’ climate which Deci and Ryan (2005)
argue is essential to the pursuit of creative learning.

The sample of work cited above, covering almost five decades, indicates that
Galton’s oeuvre is both wide, in covering important educational domains, and deep
in terms of the contributions he has made to our understanding in these areas. While
there are many important conclusions and themes in his work, just several, such as
the need for schools to utilise the professional dispositions and skills of teachers, the
use of classroom observation, allied to informal pupil conversations as a mechanism
for understanding and, where desirable, changing teacher and pupil behaviour, and
the consistent effort to strive for better understanding of the different perspectives
that exist in a school, are major contributions which, as the chapters in this volume
demonstrate, have clearly influenced other researchers. The key to all this work has
been a firm empirical base grounded in observation, both systematic and partici-
pant. Less successful as a prophet in his own country, he has exercised considerable
influence in the Special Administrative Region of Hong Kong where he has worked
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since the time of the millennium on the Education Department’s attempts to create
more active pupil participation in primary classrooms. His ‘six principles’ of teach-
ing [presenting lesson objectives in terms of success criteria, increasing levels of
classroom discourse, use of cooperative learning, replacement of ‘corrective’ kinds
of feedback by ‘evaluative’ forms designed to teach pupils to identify, correct/
improve their work, replacement of assessment as learning (AaL) by greater use of
assessment for learning (AfL) and, whenever possible, situating learning activities
in meaningful and relevant contexts] have become a necessary requirement for
Hong Kong primary schools and training institutions in their bids to the education
department for funding professional development courses.

The Context of Research on Teaching 1960-2015

Maurice Galton completed his teacher training in the late 1960s. At that time none
of the texts on educational psychology made the slightest reference to pedagogy. In
the UK Galton studied at Leeds University under Professor Kenneth Lovell, a noted
Piagetian, whose standard work on educational psychology made no reference to
teaching, even in the index. The current view was that teaching was an art and not a
science and therefore not a proper subject of study for psychologists. In promulgat-
ing this view, the American classicist scholar, Gilbert Highet (1951) author of the
book The Art of Teaching, was essential reading on courses for entrants to the pro-
fession, justified the title in the following terms:

Teaching is an art and not a science....Teaching involves emotions, which cannot be sys-
tematically appraised and human values which are quite outside the grasp of science. A
‘scientifically’ brought up child would be a pitiable monster.

Although refugees escaping Nazi tyranny in the 1930s introduced continental
Europe’s notions of didactics to North America, the United Kingdom remained
aloof from these initiatives, as Galton’s co-director of the ORACLE programme,
Brian Simon, contended in his seminal article, Why no Pedagogy in England?
(Simon 1981). For Simon there were two main reasons for this state of affairs. The
first was the influence of the public (private) schools which during the latter part of
the eighteenth and early nineteenth centuries saw as their main task the education of
an elite group of Christian gentlemen who would in the future have the responsibil-
ity of running the far-flung outposts of the Empire and inculcating ‘British’ values
wherever the Union Jack flew. Thus, a moral rather than an educational imperative
dominated schooling in these fee-paying institutions and teaching students to ‘fear
God, honour the monarch and love their country’ was, it was hoped, sufficient to
prevent them from fraternising with the locals, particularly the women, since ‘going
native’ and indulging in mixed-race relationships were deemed to undermine their
authority and were often sufficient to warrant being sent back to England in dis-
grace. The climate of opinion which operated at that time and the lifestyle that
ensued in isolated Asian outposts are well illustrated in E.M. Foster’s novel, Passage
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to India, and in George Orwell’s Burmese Days, the latter being a thinly disguised
account of the author’s time in the Burma division of the Imperial Police Force.

By far the more important determinant for the lack of interest in teaching was,
however, in Simon’s view, the extension of education beyond the elementary level
for a select number of children at the age of 11. In this initial period of universal
education, it was customary for ‘virtuous persons’ (mostly females) to be selected
by the local clergyman to work in the village elementary school, since many of
these were the responsibility of the established Church of England. Once installed,
these apprentice teachers would learn on the job but spend their Saturdays at the
local training institution. While at college, besides taking courses in arithmetic,
English, Art, Religious Education and so forth, these novices would also share their
triumphs and failures of the previous week with their tutors and colleagues, with the
aim of identifying plausible, practical reasons to account for successful practice.
Thus, students accumulated pedagogic wisdom alongside increased subject
knowledge.

Once it became the norm for a limited number of pupils to continue education
beyond age 11, mainly on the grounds of academic performance, then alternative
explanations for a student’s failure to learn, other than the use of an inappropriate
teaching method, came into use. Now, a student’s lack of certain intellectual quali-
ties could be blamed for his or her lack of success. This viewpoint was strengthened
by the introduction of the psychological construct of ‘intelligence’, the development
of tests to measure it and the attribution of its general component to nature rather
than nurture. Added to this the idea of readiness, allied to Piaget’s stages of develop-
ment, reinforced such attributions, since the pupil’s failure to grasp certain concepts
might best be explained on the grounds that the child had yet to reach the stage of
formal reasoning. With such paradigms firmly established, it became feasible to
search for alternative reasons, other than the use of an inappropriate pedagogy, to
account for the failure of an individual to learn, such as their social class or ethnic-
ity. This then was the dominant educational climate in England when first with
James (Jim) Eggleston, and then with Brian Simon, Galton began in the 1970s to
study by means of direct observation teachers and teaching.

In the United States and among scholars from Australia and New Zealand, who
had studied for their doctorates at American Universities, the study of teaching was
not completely neglected as was the case in the United Kingdom, although the first
educational psychological textbook to contain a substantial section on teaching was
not published until 1975 by Gage and Berliner. Previously, work by Anderson
(1939) and its development by Flanders (1970) had raised the possibility of a ‘law
of teaching’, since the analysis of practitioners’ observed classroom behaviour
appeared to result in a constant ratio between indirect (asking) and direct (telling)
types of interactions, and these studies gave rise to the first meta-analysis in the
Study of Teaching by Dunkin and Biddle (1974). These authors reviewed over 100
studies, 60 of which made use of the Flanders’ Interaction Analysis Categories
(FIAC) to determine i/d ratios of one kind or another. The results were somewhat
equivocal. While naturalistic FIAC studies tended to suggest that students whose
teachers had high i/d ratios (i.e. asked more questions) did better on tests of
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attainment and improved their motivation and attitudes, experimental studies where
teachers were randomly assigned to use high levels of either indirect or direct teach-
ing showed little or no difference. The situation was further complicated by the fact
that one of the FIAC categories, accepts feelings, could be included in the indirect
section of the ratio implying that it was not possible for a teacher who was lecturing
to do so in a warm, friendly manner. Not all studies, however, included the accepts
feelings category in their i/d calculations, and this made Flanders’ claim that asking
was a preferred form of teaching to telling less plausible. From the English perspec-
tive, however, FIAC was never in great demand, because following the growth of
mixed ability classes at primary level in the late 1960s and the use of individualised
and group forms of instruction as a means of coping with this move away from
streaming, FIAC’s use was somewhat limited, since it was rare for teachers in
England to instruct the class as a whole. In the case of ORACLE, the two observa-
tion systems, The Teacher Record and The Pupil Record (Boydell 1974, 1975), were
designed ‘in-house’ at Leicester University’s School of Education, although the lat-
ter was highly reflective of Medley and Mitzel’s (1958) Observation Schedule and
Record Instrument (OScAR).

Meanwhile, Gage (1978) had attempted to resolve the debate as to whether
teaching was a science or an art. His definition of pedagogy as the science of the art
of teaching suggested as did Simon (1981) that teaching had to be based on firm
principles, mostly drawn from psychological theory (the science) but that in imple-
menting these precepts teachers had to take account of the particular contexts in
which they operated. The makeup of the class, the school environment and even the
odd incident such as a wet lunchtime, when pupils couldn’t ‘let off steam’ in the
playground, were all factors which could determine whether, for example, the class
was likely to engage in a profitable working arrangement in groups. Accepting this
definition there are still formidable difficulties in putting pedagogic theory into
practice, largely because as Desforges (1995) argues researchers find it difficult to
express their ideas in terms that are meaningful in the context of an individual teach-
er’s classroom and teachers find it difficult to generalise from their individual expe-
riences. It is here that Galton has perhaps made his most important contribution for
whenever he speaks to teachers he has often been able to create a feeling on the part
of the audience that he has been in each of their classrooms and understands the
problems they face in their particular circumstance. Sitting in classrooms for over
four decades has provided an array of anecdotes about pupils which he uses with
great effect to illustrate his ideas.

Unlike in Hong Kong, Galton’s influence on educational policy has been limited
in his native England where apart from his work on transition from primary to sec-
ondary school, around the time of the millennium during Tony Blair’s Labour
Government, few of his ideas have been incorporated into educational policy.
Appointed to the National Curriculum’s short-lived Primary Committee, shortly
after the election of Mrs. Thatcher as prime minister in 1979, he was dismissed
along with other members because the draft report’s recommendations for the inte-
gration of core subjects into humanities topic went against the then Secretary of
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State for Education, Kenneth Baker’s strongly held view that subjects such as
History (his own special interest) should have a separate slot on the curriculum.

However, his experience was not unique as can be seen in the treatment of his
later colleague, Robin Alexander, under Baker’s successor, Ken Clarke. Alexander
was appointed in 1991 to make recommendations on the appropriate use of different
teaching methods and their relative effectiveness (Alexander et al. 1992). Alexander’s
contributions to this so-called Three Wise Men’s report (he was responsible for most
of the drafting) as discussed in Alexander (1997) were continually undermined by
one of his two colleagues, the chief inspector of schools, and often edited to provide
interpretations and inferences which were almost the opposite to the originally
intended meanings. Neither was Alexander better served by the 2008 Labour
Administration under Gordon Brown where the Department of Children, Schools
and Families (DCSF) attempted to undermine his well-researched Cambridge
Primary Review of the curriculum by hurriedly setting up their own internal rival
study because Alexander’s wide ranging inquiry was seen as ‘a potential threat’
according to one senior member of the Qualifications and Curriculum Authority
(QCA), part of the internal review ‘expert’ team, who was interviewed by Bangs
etal. (2011: 82). Following the replacement of Labour by the Coalition Government
during 2010-2015 and the appointment of Michael Grove as secretary of state for
education, matters deteriorated further in that the two other distinguished academ-
ics, Professors James and Pollard, who were appointed to conduct yet another cur-
riculum review, felt the need to resign because their advice was ignored in the final
report. In short, the history of educational policymaking in England is one where
governments of all persuasion have rarely been influenced by research evidence
unless that evidence was in accord with their own preferred ideology. No wonder
one ex-chief inspector, another interviewee in Bangs et al. (2011:145), gave as his
opinion that in England, ‘there was nothing rational about decision making’ in any
of the governments under which he served.

Against this background, therefore, many of the problems, which attracted the
likes of Galton into classroom research, still remain unresolved. There is still no
consensus as to what to teach and how best to teach it. Neither are there accepted
models of how teachers acquire expertise over time such that they cease to use
‘maxims’ to solve problems and instead become ‘improvisational’ thinkers (Berliner
2002). Without such models, the organisation and delivery of initial teacher training
and of further professional development programmes are often dependent on the
personal predilections (and sometimes prejudices) of the tutors at a particular insti-
tution. Systematic of this lack of pedagogical underpinning is the failure of the
UK’s TLRP (Teaching and Learning Research Programme), one of the biggest
research initiatives, to fund any serious study on models of teaching or the develop-
ment of teacher expertise, it being left to the programme directors to attempt a ret-
rospective interpretation based on the numerous idiosyncratic studies. Consequently,
many of the themes addressed by Galton and his colleagues over the past decades
are reoccurring ones and are addressed in many of this book’s chapters. It can be
reasonably expected, therefore, that his work will continue to be cited by future
generations of researchers for the foreseeable future.
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Abstract In this chapter, social learning and the changes over time are described
and analysed as seen from several perspectives and strategies which impact on
Norwegian educational theory and practice. Social learning is analysed by combin-
ing two dimensions — the level of educational practice (classroom — community) on
the one hand and the degree of change (minor adjustments — new solutions) on the
other. Social learning in different versions is discussed pointing to the challenge of
balancing two main perspectives of social learning and teaching, namely, knowl-
edge acquisition in classrooms and knowledge learnt by participation in community.
Several strategies for social learning in Norwegian single-grade and multigrade
classes, classrooms and schools are identified, compared, discussed and exempli-
fied. The analysis points to a closing discussion of research on social learning and
the several challenges to its successful implementation — ‘evidence-based’ teaching,
teachers’ use of certain pedagogic strategies, the weak voice of children, ‘peer soci-
ety’ and ‘ageism’ and the approach to social learning in the more abstract (theory-
based) school subjects.
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Introduction

It has become commonplace to encounter the proposition that school plays an
increasingly more important role in a knowledge-dependent, contest-driven interna-
tional economy. Schools are facing expectations based on the ideas of mass produc-
tion, accountability and effectiveness. We can observe an increasing emphasis on
external education governance procedures to assess schools. International systems
of learning, focusing on outcomes controlled and compared by testing (e.g. PISA),
are increasingly institutionalised as a global mode of education governance. This
happens at national level even without discussion of the founding historical, cultural
and ideological presumptions on which the particular school system is based (Meyer
and Benavot 2013). In Norway, PISA testing is practised as if the tests are covering
the content of the national and local curriculum plans, which they definitely do not,
and therefore seriously challenge the content of schooling and the teachers’ compe-
tence and independence. In using ‘evidence-based’ knowledge to legitimate certain
practices, evidence acquired by means of the ‘gold standard’ of experimental design,
involving randomised treatment and control groups, researchers seem to ignore the
complexities of teaching contexts and threaten the teacher’s professional educa-
tional authority and judgement. This clearly represents a powerful external and
instrumental perspective on schooling having consequences for the practice of
social learning of pupils and teachers at school and classroom level. Against this
background, we can ask how the broader culturally grounded aspect of social learn-
ing that takes place in school is influenced. How, for example, are the roles of pupils,
parents, teachers and local communities as living places affected? To answer such
questions, we need to clarify the concept of social learning and review research that
describes the various educational strategies used to promote social learning. I will
refer to English, British and American studies in cases where they have been influ-
ential on Norwegian educational research, but Nordic research will also be high-
lighted as well.

Social Learning: Central Dimensions

The concept of social learning has several dimensions and a core meaning mirroring
fundamental aspects of education. In processes of ‘man-making’ (i.e. development
of the child into an adult), the concept is seen as fundamentally relational and social
(Wenger 1998) following basic mechanisms of taking the role of ‘the other’ (Mead
1934). However, social learning might be conceived from several different
perspectives.

The first perspective of social learning is accordingly the routinised interaction
between similar, equivalent persons situated in social and cultural contexts. Jackson
(1968) studied life in classrooms identifying ‘hidden curriculum’ and ‘the daily
grind’ as the more effective routinised mechanisms of social learning. They are part
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of ‘lived life’, the organisational norms and culture of the school, which tend to be
invisible until they are broken. Within this interpretation, pupils take the perspective
of the ‘other’ and use their ability to judge their actions as seen from the position of
this ‘other’ or from the position of the collective (Mead 1934; Blumer 1969; Wenger
1998). This interaction is the core of social learning.

Edvardsen (1981, 1983) has demonstrated that qualities of this kind are embed-
ded in real-life work situations. This is the cultural perspective of social learning
and can tell us something about the individual’s position and the degree of social
and cultural integration or isolation in the classroom, school and work place and in
the local community. In collective concrete work situations, the knowledge, skills
and meaning of contributing acts are learnt simultaneously. The individual actions
are not to be understood by taking into consideration ‘motor development’ but are
rather given a social and cultural interpretation and meaning. In partaking in joint
activities, where the involvement requires a person to contribute the well-developed
or the right acts, adapted to meet the particular situation, the individual effort is
subsumed within the collective contributions — all for one and one for all (Edvardsen
1983, p. 97). Learning activities are in this meaning situated within the community’s
core concrete participation (see, e.g., Wenger 1998; Rogoff et al. 2003) and there-
fore culturally and collectively interpreted. This means that social learning covers
the practice in handling situations among equals as well as in asymmetrical relation-
ships within a broad range of settings. This gives the young person opportunities to
understand the nature and meaning of knowledge learnt at school and how this
knowledge can be applied. On the other hand, such knowledge might by its content
induce them to leave school. This can be interpreted as an unintended consequence
of the concept of social learning, where school’s mission is not developed as part of
the local community, but rather understood in global economic terms.

A second perspective sees social learning as skill training — control-based
behaviour forming and adaptation. It includes ‘social training’ or practising rather
restricted basic skills necessary for a person to function in the community. Skill
training involves teaching pupils to conform rather than developing insights into the
presumptions which underpin the various activities. Within the Norwegian school,
based on the principle of inclusion, this is adaptation to given structures. Social
learning is thus an instrumental, objectifying process where pupils are learning to
follow rules without knowing or understanding the presumptions on which these are
based (Hellesnes 1974). This form of learning can often be observed in, for exam-
ple, the psychological and psychiatric treatment afforded to certain categories of
pupils at school. The formal incremental activities of social training (learning to sit
at a desk, remaining quiet for longer periods of time, working individually, asking
for permission to do things) can also add and develop into unintended informal
processes and results whereby these forms of passive adaptation are contrary to
expressed goals about independence, individual agency and collective action.

These are then the central dimensions of the analysis of social learning in the
classroom, school and community. Is it possible, therefore, to identify a pattern of
research and practice of social learning? In the following part of the chapter, I will
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give an overview of Norwegian and Nordic research on social learning in the form
of a typology and then present some specific research projects as a foundation for a
concluding discussion of social learning.

Analysing Research on Social Learning: A Typology

Research on strategies of social learning has a wider time horizon than single
instances and daily activities in the classroom. In Nordic countries, for example, the
strategies have several dimensions as well as a research-based knowledge founda-
tion with which the strategies of social learning are associated. A recent special
issue of the journal Education up North presents empirical accounts of academic
research ‘in situ’, aimed at supporting and developing awareness of people’s indi-
vidual and collective actions in relation to the context and environment. Thus, learn-
ing strategies and the associated analysis can be directed towards framing conditions
and processes at different levels and might involve a class, the general learning
environment in a school, the school as a community of practice, the role of the
school in the local community and, in reverse, the role of the local community in
school reflecting the fact that contextual differences in urban and rural places
matter.

The learning strategies will as a consequence be different depending on the
extent of the network of persons involved and the cultural meaning and content.
This dimension of the typology below is described as the strategic and analytical
level — extending from internal acquisition of knowledge in classrooms to external
community participation in learning (Edvardsen 1981, 1983; Rogoff et al. 2003).
The second dimension is the direction of analysis and strategy and would accord-
ingly be directed towards improvement of established practice or towards identify-
ing new solutions at the different strategic and analytical levels.

Combining the two dimensions results in a typology that facilitates a systematic
discussion of research on social learning related to analysis of strategies in four dif-
ferent fields:

. Improvement strategies at class and school level.

. Improvement strategies at school and local community level.
. New strategies at class and school level.

. New strategies at school and local community level.

A~ LN =

The categories of the typology — as in most typologies — are not mutually exclu-
sive. Cases of analysis might be located in the borderland between categories. Some
strategies include aspects from more than one category. However, the organisation
of the typology is sufficient to give an overview of the analysis and discussion in the
present text of the more detailed accounts of the fields of the typology (Fig. 3.1).
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Fig. 3.1 Strategies of social learning — a typology

Differentiation Strategies and Integration Strategies

Traditionally, classes are constructed on the principle of age segregation. In the later
Norwegian national curriculum guidelines from 2006, we can observe an individu-
alistic turn.! The signal to teachers is the shift from references to a ‘relational, edu-
cated man with a basic social attitude’ (Vetlesen 2004, 2009 and Nafstad 2004) and
its replacement by the ‘strategically choosing individual’ (as suggested by, e.g.,
Giddens 1984, 1991). Empirical research shows that the typical school lesson,
involving little social learning, still seems to have a strong position in Norwegian
primary schools as well as in lower secondary schools (Klette et al. 2003) particu-
larly in combination with PISA testing, a central component in Norwegian schools
for several years. Improvement strategies at classroom and school level are there-
fore of two subcategories — strategies of differentiation and strategies of
integration.

Strategies of integration are grounded in the concept of a stable working group
or community of practice. In most cases, this means the class having most of the
learning time together, with common learning assignments and a common collec-
tive system of cooperative rules, a team of few teachers and a strong class teacher
function which, while investing in the informal solidarity, nevertheless maintains a
strong internal group structure within her own class. The Norwegian researcher
Foros (1989, p. 67) formulates arguments for this arrangement and suggests ways to
organise the classes of the primary school as socially dense communities of practice
with internally developed reasons for solidarity and community. The strategies of
social learning directed towards integration and on training of social cooperation
between pupils have age-homogenous classes as base groups.?

'The concepts of ‘school class’ and ‘group’ have been replaced by guidelines directed towards
learning for the individual pupil. Little is said about the social collective and substantial aspects,
the learning content in schools. Equity seems to be at risk. Content can be decided locally by teach-
ers, parents and pupils — being co-responsible for documented learning results.

2Formerly well known and practised in many Norwegian and Swedish schools at this time is
Johnson and Johnson (1987) Learning Together and Alone. Confluent education played a parallel
role emphasising collective class meetings discussing the values behind daily practice in school,
expressed by the title Aktivt Verdivalg (Active Choice of Values), promoted by Steinberg (1980), or
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Learning programmes and strategies associated with pupil responsibility for
their own learning tell us indirectly about social learning in Norwegian schools dur-
ing the 1990s with the teacher as initiator of learning processes, tutor and support-
ing professional. Research on the Norwegian Reform 97 by Klette (2007) has
studied the learning activities and cooperation in 30 Norwegian classrooms.
Teaching the whole class dominated in most classrooms with variations in sequence
and amount of question and answer exchanges (most often teacher directed), teacher
instructions and individual work with teacher assignments. Programmes based on
individual work plans dominated at both primary level and lower secondary level in
Norwegian classrooms as a kind of accommodation of learning conditions to sup-
port the pupil’s opportunity to rationally choose what to be engaged in as learner.
The classroom is the frame for this paradoxical learning process: pupils are disci-
plined by adults controlling that which children learn to choose ‘individually and
freely’ — i.e. kind of ‘enforced freedom’. The class acts as a dialogical learning
collective, and the social cooperative learning is reduced accordingly.® This also
seems to be the situation in other Nordic countries (Osterlind 2005; Carlgren et al.
20006).

Strategies of differentiation have, for the most part, involved educational mea-
sures based on the pupils’ rights to adapted teaching* which in Norwegian schools
is claimed to be inclusive for all pupils. In contrast to the rhetoric, a common
description of the reality that operates within Norwegian schools is of growing indi-
vidualisation, cooperation within a subject teacher system with the organisation of
groups involving two-teacher arrangements and a growing tendency for grouping by
performance level. This is shown to be the situation in Norwegian upper secondary
schools, where there is differentiation across eight groups, four ‘special’ classes and
four ordinary classes (Kvalsund 1997, 2004a, b, c, d). This situation is replicated

Steinberg (1976), Emotional Growth in the Classroom: Implementing Affective Education Through
the Process of Confluency. These dialogical strategies of social learning were based on contracts
between pupils as an integrated collective and their teachers rather than reflecting the informal
interplay between actors in school. Internationally strategies of cooperative learning have been
developed for years, and many research studies have been completed. Slavin (1990, p. 241) sum-
marised the research on cooperative learning methods supporting the usefulness of these strategies
for improving such diverse outcomes as pupil achievement at a variety of age levels and in many
subjects, intergroup relations, relationships between integrated and normal-progress pupils and
pupil self-esteem. Slavin lists several conditions to be met for strategies of this kind to be success-
ful. The decisive condition is that the programmes are strongly structured or instrumentally adult-
controlled social learning reflecting the prevailing adult-centred professional of social learning as
opposed to the central importance of agency, community and the relational qualities of children
and young persons’ experiences of social learning.

3Kvalsund (2009) has shown that comparative analysis of social learning variations in differing
context and learning environments (i.e. the rural-urban divide) is an indisputable characteristic of
the Norwegian Research Council (NRC) programme of research on Reform 97. Therefore, strate-
gies for improving established practice in urban schools would lack relevant comparative data and
results. This mechanism contributes heavily to the development of negative myths about social
learning and teaching in smaller rural schools as socially restricted.

“For a review of Norwegian research on inclusive education, differentiation and adapted teaching,
see Backmann and Haug (2006).
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in Norwegian ‘inclusive’ primary schools as well. Many pupils are segregated into
what is described as ‘reinforced departments’ (i.e. higher staff level) which means
separate groups — special classes — for special educational teaching for pupils with
special educational needs. The problem is that nobody — neither Norway’s statisti-
cians, GSI nor the central government — knows the number of groups or special
classes (Jahnsen and Grini 2012). These are ‘the pupils nobody speaks of’. They
certainly experience segregated social learning. Their segregation implies that the
mainstream pupils do not learn how to cooperate with persons different from them-
selves during their school years — an important goal of social learning in school.

Methods are developed, for example, CLASS (Classroom Assessment Scoring
System), to observe and register what teachers do with the material they have at their
disposal and their pupil interactions, i.e. emotional support, classroom organisation
and instructional support (Pianta and Hamre 2009). The teacher can be observed by
pupils as a dialogical model person to learn from.’ The CLASS system is designed
to capture the interaction within classrooms of the school and can be used to moni-
tor specially adapted teaching within the class, rather than in special classes and
special schools. Thus, it offers opportunities for social learning by pupils about how
to cope with persons that are quite different from themselves. However, pupils and
teachers in these so-called ‘enforced’ departments have so far not been studied. This
is internal social exclusion within a school system aimed at inclusion.

The differentiation strategies are based on analysis or studies of the learning situ-
ation for children having problems in adapting to the school situation within ordi-
nary classrooms. Specific training programmes have been developed such as
Aggression Reduction Training (ART) (Gundersen and Svartdal 2006) or
PEACE4Kids, a programme for handling behaviour problems among children and
young persons which are meant to develop their social, emotional and academic
competence. This kind of analysis, programmes and strategies can be combined
(see, e.g., Salmon and Salte 2008) under the umbrella of psychotherapeutic educa-
tional programmes. Judged against various alternative approaches, these pro-
grammes are claimed to be research or rather evidence based and well documented
through practice. Nevertheless, they reduce the risk of breakdown of informal social
cooperation and social learning among the pupils in the class.

In recent years, the perspective of social learning has been extended to general
preventive work aimed at all pupils and the school as a whole. However, this research
and the promotion of these educational strategies are creating doubts about the qual-
ity of the teacher’s daily preventive work and their teaching in general. The argu-
ment is that we do not know the consequences of the teacher’s educational measures.
Research should therefore guide practice, producing evidence-based practice in

°In a recent study, Maseidvag and Munthe (2013) investigate the quality of learning support, ana-
lysing video-recorded lessons from teachers in four lower secondary schools mapping dimensions
of quality feedback interactions. Results show that lessons are characterised by a positive climate.
Teachers emphasise encouragement in their dialogues with students. Feedback is found to be more
encouraging than learning oriented.
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schools (and kindergarten) conceived as ‘knowledge enterprises’ (Arnesen and
Serli 2010), following the logic of mass production.

Analysing these strategies — segregation into separate groups, psychotherapeutic
programmes within the class and the use of pre-produced programmes — we observe
that social learning is subordinated to adult-centred instrumental thinking, the
results of which are segregation, an emphasis on pupil qualifications that focus on
their learning knowledge in abstract school subjects and which is aimed at support-
ing flexibility and possibly migration of the work force.

Network Strategies and Knowledge Strategies

The strategies in this field or category are directed towards modest changes and
improvements of established practice at school/community level, and, as their point
of departure, they challenge the current emphasis of teaching abstract school sub-
jects in age-differentiated classes. Instead they point beyond the borders of the
classrooms and school when it comes to identifying cooperating actors and inter-
ests and suggesting compensating strategies for social learning. What goes on out-
side class and school level, e.g. taking part in activities of organisations in civil
society, such as age-integrated local sport activities and scouting, points to the need
of analysing knowledge and learning content in school beyond that of abstract
school subjects. The school is also seen as part of the environment in which children
grow up and construct their everyday lives. Networks of this kind are analysed in
general by Degenne and Forsé (1999), Wassermann and Galaskiewics (1994) and
Scott (2009). Two subcategories for social learning are identified: children’s social
networks and analysis of knowledge tracing the relationship between the knowledge
content in school and the ‘real-life’ situations in which it is meant to be applied.

Network Strategies

The challenge here is to create, maintain and improve informal social networks and
trace social learning in the borderland between school and local community. In a
kind of personal social work, children and teachers judge actors’ motives and inter-
ests against contextual conditions such as admission to relevant arenas and possi-
ble activities and choose those that contribute to developing social networks.
Network analytical strategies and relevant Norwegian studies are discussed by B¢
(1993), Schiefloe (1982, 1992, 2003), Fyrand (1992, 2005), B¢ and Schiefloe
(2007) and Klefbeck and Ogden (1995). Thinking of the school context studies in
this category can be conceived as contributions to the development of
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compensating strategies for handling the problems institutionalisation of schooling
creates for social learning as discussed in category 1.°

Some of these network strategies are generally focused on client groups and are
therefore more collective than personally directed. However, Klefbeck and Ogden’s
(1995) reference to the concept of ‘network diagnostics’ is a Norwegian example of
direct interventions into pupils’ informal networks. Even if the intention is improve-
ment, the interventions can be problematic in that the network is easily transformed
into a public treatment network with formal characteristics. In this way, the ground-
ing of social learning is transformed and given quite another direction. Again we
can observe the influence of the prevailing adult-centred, instrumental concept of
social learning based on adult control as opposed to the central importance of pupil
agency and the relational and community qualities of children’s and young people’s
experiences of social learning.” An alternative is to apply network theory as an ana-
lytical tool in comparative research of social learning as in the research example
below.

Knowledge Strategies

Social learning in this perspective can hardly be understood if it is dissociated from
the pupils’ understanding of the contexts of how what is taught and learned in school
can be applied. Social learning is in this sense culturally grounded and is taking
place in concrete settings and in contexts of place and time. In this way, these strate-
gies can be conceived as compensating or reinforcing depending on whether they
emphasise texts or contexts. The question then is how these understandings are bal-
anced in the actual school. Is the main emphasis on learning about something (i.e.

*Network processes would be understood in different ways based on conflicting values: on the one
hand, the perspective of rational choice calculating action’s social exchange value by individual
rational choices. On the other hand, social networks are embedded in routinised practices of every-
day life in schools, work and communities based on intuitive knowledge of procedures and a fun-
damental value that man is a social being with an altruistic attitude not possible to reduce to
individual calculation of social benefit. Social networks are formed by jumping into existing situ-
ations and activities, a practice in which altruistic acts are more important than calculating what
you get in return — as in children’s play activities.

"Tiller (1983) reported on local communities seen through children’s eyes. He studied several very
different ‘places’ as growing up environments for children — places representing extremes within a
typology of in-migration, out-migration stability and turbulence using children as informants
about their own environment, including their network patterns — a way of conserving valuable
qualities of social learning in local community and become aware of conditions of negative social
learning. Stangvik (1994) discusses network relations for disabled children and youth in local
communities within what he describes as strategies of normalisation. Kvalsund and Hargreaves
(2013) discuss the risk — dependent of theoretical perspective — of setting this kind of research
‘footprint’ in processes of educational research in rural settings studying ‘linked lives’. It seems to
be an effect of not asking about the actions of people in the field making explicit the presumptions
of interventions — taking presumptions, prejudices or ‘theory in advance’ for granted, be it about
research or social learning.
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acquisition in classrooms) compared with learning by taking part in some life-
relevant educational process learning, i.e. the consequences of actions in real-life
situations? The implication of the latter knowledge strategies is to open the school
to nature, culture, production and cultural activities of the local community — as an
alternative to the prevailing perspective of abstract classroom learning. These are
qualities that embed education in concrete social everyday life as principally dis-
cussed by Dewey (1966). In Norway, an influential educational analyst Edvardsen
(1981, 1983) analyses and discusses ‘decontextualised’ school content as abstract,
empty of meaning, a source of behaviour problems among pupils, because of its
focus on knowledge without any reference to its application in future contexts — the
school report or certificate giving the pupils only a paper relation to future, telling
them little about the future relevance of learnt knowledge in the context of future
work and living place.

This perspective of social learning has a tradition in rural Norway. The content
of the national curriculum plan (supporting the arguments of equal opportunities for
all children to have schooling where they grow up, independent of social class and
living place) is clearly in conflict with local cultural content reflecting experiences
in the everyday lives of local people (Solstad 1978; Réen and Alvik 1987; Hggmo
et al. 1981; Tiller 1993; Dalin and Skrindo 1983).® From the latter perspective of
education (‘bildung’) and based on research and theory, Jordet (2010) refers to ‘the
outdoor classroom’. The meaning-dimension of school content extends the social
learning by grounding it within community. One of the weaknesses of previous
research on social learning in small rural schools has been to offer anecdotal descrip-
tion of small schools as examples of good practice without testing the results against
analysis of comparative data of larger schools (Kvalsund and Hargreaves 2009a, b).
Another weakness is the neglect of the children’s viewpoint when they are permit-
ted a voice to describe their experiences. The following example of research
attempted to remedy these omissions.

8Réen and Alvik (1987) in their Handbook of Local Curriculum Development discussed the exem-
plar principle in didactic. Their improvement strategies were suggesting the importance of balance
between (1) showing the exemplar value of school subject knowledge (the scientifically based
acquisition) and at the same time (2) making explicit the local exemplar value of knowledge (par-
ticipation). Aasen and Engen (1994) point to season variations in local production or local custom
of food processing (time-defined content) or local ‘heroes’ (person-oriented content) in addition to
the historical dimension as well as multicultural dimension as criteria for selecting learning con-
tent. In some cases — e.g. Lofoten project from the 1970s (Hggmo et al. 1981) — the strategy
implied developing local learning material. However, Tiller (1993, p. 124) documented that much
of the local curriculum work stopped because of restricted competence among teachers. Some
strategies were later directly formulated in the national curriculum plans: PRYO (practical voca-
tional experience and knowledge) and PRASOSKA (practical social and cultural work). Within the
knowledge analytical perspective, teaching in certain periods of time would be organised as field-
oriented learning projects outside school (e.g. Dalin and Skrindo 1983: Learning by Participation,
Tracing Historical and Cultural Traditions of Church Boats in Coastal Norway) and have broader
contact and cooperation with local people on their own terms.
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Comparative Longitudinal Research on Social Learning Based
on Children’s Voices and Data: A Norwegian Example

The research reviewed in field I and II, improvement strategies at classroom and
school level of the typology, does not study differentiation and integration strate-
gies, network strategies or knowledge strategies by comparing social learning at
schools with age-mixed classes’ in smaller rural schools with social learning in
larger age-segregated urban classrooms and schools. Cross-sectional correlational
studies dominate the picture. Changes in the patterns of social learning over time
such as the transition between primary and lower secondary school are seldom stud-
ied. Important qualities of the balanced learning environment for teachers and pupils
in multigrade classes are almost totally neglected, a fact reported in several research
reviews (Bell and Sigsworth 1987; Vinterek 2003; Kvalsund 2004a, b; Solstad and
Sigsworth 2005; Solstad and Theling 2006; Hargreaves et al. 2009; Hargreaves
2009; Berg-Olsen 2008, 2012; Johansen 2009; Solstad et al. 2012).

Despite all reforms, Cuban (1990, 2013) has shown that the lesson in its main
characteristics remains as it has always been without the intended reforms being put
into practise. This invites a closer look at the complementary arenas of social learn-
ing, i.e. multigrade school lessons, informal social learning in breaks and children’s
spare time pursuits. The programme of closing down of small rural schools has been
accelerated in recent years (NDET 2013a) and is probably the largest school reform
in Norway — a reform about which silence is a main characteristic at national level.
The news is that larger rural schools — having more than 50 pupils — are being closed
down as well!? reinforcing the changes of contexts for social learning from partici-
pation in community to lessons of acquisition in classrooms.!!

°The alteration between learning in large classes and small groups is a core feature in a study by
J. 1. Goodlad, The Nongraded School, from 1963 — organising the pupils in learning groups based
on individual qualifications independent of age. Nissen og Egelund (1985) (‘Undervisning pa tvers
av. klassetrinn’/“Teaching across age grades’) is a Nordic example of the same kind of educational
thinking. In Norway, these educational strategies have connection to the tradition of ‘open educa-
tion/open school’ in England in the 1970s and 1980s, for example, the Norwegian Elementary
School Council project Elevtilpassa LaringsmMiljg — Integrert Dag (ELMID) (Pupil-Adapted
Learning Environment — Integrated Day), content that supported cooperation, subject integration,
age-mixed groups and flexible organisation of time and space in social learning. Today the class is
no longer a stable group of people. Open schools are introduced again under the name of ‘base
schools’ — where pupils are congregated in large groups of several classes in some periods of the
day and then divided into smaller groups in other periods — this is the principle of flexible organisa-
tion of pupils supposed to enhance individual learning at a lower cost.

10Questions of closing down small rural schools are exported from central government down to the
local level of the municipalities. In this way, the politicians at national level avoid responsibility for
what is happening. They point to local politicians at municipality level even when it is a fact that
they decide the economic frames for the municipalities each year. Kvalsund (2009) has analysed
this process and concludes that it is a process with double meaning — centralised decentralisation
or decentralised centralisation — in avoiding the responsibility.

""Emphasising abstract subject content supporting the process described by Corbett ‘learning to
leave’ and increasing the chance of mobility is a change in Norwegian schools at all levels
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How are these changes of contexts and conditions of social learning transmitted
into local classrooms and schools? How are the indicators of the changes related to
discipline and control from adults and teachers? What is the role of a centralised
school structure and further increase in abstract subject content? Other possible
explanatory factors of differences in patterns of social learning are school localisa-
tion, size of the school, multigrade organisation of teaching and learning, gender
balance of classes and the learning environment of the school. In the account of
research that follows, these contributing factors will be analysed with the relation-
ship between school and the local community as a framing context.

To capture patterns of informal social learning activities, the class, the recesses
between classes and spare time after the school day is ended are studied and com-
pared as arenas of social learning covering almost 24 hours. What do pupils do, and
how and about what do they interact? How do different educational regimes in
school, e.g. individual learning in classrooms (acquisition), affect social learning
compared with an extended social and collective understanding (participation) of
learning? How does it affect their social identity? What are the changes in social
learning following the pupils through the “life course” transition from primary
school to lower secondary school? What is the pattern of social learning? Is it identi-
cal or different when comparing small rural and larger urban schools, and are they
reinforced or compensating when different arenas or different contexts are com-
pared over time?

Data for this study were collected from 19 schools, six larger urban-like schools
with single-grade classes, between 90 and 370 pupils, a total of 617; three multi-
grade schools (two age levels in each class) between 30 and 40 pupils, a total of 105;
and ten multigraded schools (three age levels in each class) between 12 and 27
pupils, a total of 184. Extensive quantitative data: complete network data from all
classes except the first year pupils was gathered. Network data about social relations
between individuals rather than about characteristics of the individual was more
challenging to analyse. The grounding of the data is action, what people do and not
about their opinions. By these data, we were able to identify groups of interacting
individuals by ‘clique analysis’ (UCINET) identifying pupils that usually worked
together in classes, stayed together during recesses and met after the school day
ended. All in all, a high number of groups were analysed. The composition of /327
groups in the larger schools were analysed with the following distribution: lessons,
487 groups; recesses, 311 groups; and spare time, 523 groups. In the small schools
with multigrade class organisation, the composition of 459 groups were analysed —
lessons, 87 groups; recesses, 221 groups; and spare time, 151 groups. Age and gen-
der composition of the identified groups were determined manually by applying the
categories of the typology in Fig. 3.2 below, for deciding the social profile of the

group.

(Blichfeld 1996; Kvalsund 2009). The latest reform — ‘Reform 97’ — is increasing the level of
abstraction in school content at primary and lower secondary level. Parallel to this change is
observed considerable increase in the number of pupils with ‘special educational needs’ in the last
5-6 years: from 5000 pupils a year to 11,000 a year.
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Fig. 3.2 Typology of pupil
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Intensive data were collected by doing 128 in-depth interviews with pupils
selected from fifth and sixth grade — ‘the pupil historians’ of the school. One year
later, 80 of them were interviewed again and complete network data collected for
pupils in four receiving lower secondary schools.

The selection of case schools is theoretical, based on a hypothesis in advance that
the contextual differences and similarities between these categories of schools have
a potential power that is different enough and similar enough to be meaningfully
compared on social learning. Schools are regarded as cases, and the pupils and
classes identified as embedded cases. In addition, field observation and document
analysis were part of collected data.

Group profile by age and gender (see typology of pupil groups) — core aspects of
the settings of social learning — based on complete network data for each separate
school was described for classes, recesses and spare time and then compared as
cases. The number of school cases (19) does not invite the researcher to follow a
sampling logic. The alternative is replication logic'? doing literal replications and
theoretical replications of case schools (Yin 1984) trying to falsify the pattern estab-
lished so far in the process by comparing it with the pattern of the next case school
studied. In this multiple instrumental case study (Stake 1995), a compensation and
a reinforcement hypothesis is formulated for the analysis of network data. The pat-
tern of group composition could be different for lessons and recesses between les-
sons and in spare time because, in these two last mentioned arenas, pupils are free
to choose with whom they would usually play and interact. The small, multigraded
rural schools (three age levels in each class) have an expressed integrated pattern of
social interaction and learning.

12This is a logic for multiple case studies associated with natural experiment. Identify a pattern of
one case in a category of cases similar — and different — enough to be meaningfully compared.
Then test if another pattern is identified for the next case and eventually refuted before testing a
third case and so on. These are literal replications. Having identified a difference in patterns of
reasons we know — a theory about the differences between two categories of cases — we speak of
theoretical replications. Testing this on a multiple case material without being able to refute the
pattern difference, the results/knowledge is strengthened. We then can make generalisations to the
theory about the relationship between variables in cases with similar conditions and processes.
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Fig. 3.3 The lesson as arena for social learning in larger urban-like schools and smaller rural
schools

The large urban-like multigraded schools have a clearly segregated pattern of
social learning. Schools with two age grades in each class represented a position
between these two, with more groups in the categories of age-separated, gender-
integrated groups and gender-separated, age-integrated groups. Comparing the pat-
terns of the three arenas, lessons, breaks and spare time, the reinforcement hypothesis
of social learning is supported — social integration at all arenas of social learning in
smaller rural schools and communities and social segregation in larger urban-like
schools and communities — also in the arenas where pupils can choose differently.
Based on the analysis of network data, pupils obviously experience social learning
of very different quality and direction.

Complementing patterns of extensive network data with interview data on what
happened in these groups identify indicators of substantial differences in the direc-
tion of social learning (see Fig. 3.3). Searwork groups, where pupils sat together but
worked on individual assignments (children just located near each other doing indi-
vidual work), were a feature of the larger schools compared with multigrade groups
of help, support and cooperative learning in the smaller rural schools. Weekly
assignment plans made by the teachers as a measure of discipline and control in
larger urban-like schools contrasted with ‘authentic’ weekly work plans, the practi-
cality of which was evaluated and adjusted by pupils themselves in small rural
schools, so that the work timetable could also allow participation in sport, cultural
or nature activities. These are differences between acquisition and participation. In
sum, these differences in process and frame conditions of social learning show that
small rural schools systematically gave the pupils experiences of collective pupil
responsibility and trust and in this way fostered independence and responsibility.
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Fig. 3.4 Social learning in smaller rural and larger urban-like schools — attempts at understanding
and explanation

The social learning in the larger urban-like schools gives pupils experiences in the
direction of adult collective control and mistrust and an illusion of individual free-
dom of choice.

The social learning during breaks has the same substantial direction. Lack of
outdoor playground space forces teachers to implement plans for rotation and adult-
controlled use of the attractive parts of the playground such as the school handball
and football pitch. This reinforces interaction in segregated groups during the
recesses. In smaller rural schools, sufficient playground space ensured socially inte-
grated play and games during the whole week.!> Two mechanisms of informal social
learning can be formulated and identified:

1. Mechanism of differences (self-distance, social integration, collective orienta-
tion, inclusion among pupils — social interaction despite differences) that domi-
nate in small rural schools.

2. Mechanism of similarities (self-assertion, social fragmentation, intimidation,
exclusion among pupils — social interaction because of similarities) dominate in
the larger urban-type schools. From this multiple comparative case study, the
theory from which results were generalised emerged (Yin 1984), and in this way,
it was possible to specify the conditions and processes or restrictions governing
valid generalisations (as set out in Figs. 3.4 and 3.5).

3When choosing and composing, e.g., football teams — in larger schools minor skill differences
among players were judged by pupils to be very important in their age-specific sport of soccer at
school. In smaller rural schools, indisputable differences among players were accepted and com-
pensated for by establishing rules of equivalence and compensation in team composition such as
three second year girls are equal to the ‘soccer power’ of one sixth year boy, because football was
a play integration across age and gender which is OK.
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Fig. 3.5 Relational pattern during lessons, recesses and spare time by organising principle and
educational regime of the school

In this study, schools were then grouped according to typology with small multi-
graded and larger single-graded schools as one dimension and schools with very
different educational cultures or ‘regimes’ as the other dimension — i.e. (1) network
building and community participating social learning and integrated learning envi-
ronment versus schools giving priority to (2) classroom-framed knowledge acquisi-
tion and an individually controlled and segregated learning environment.

Comparing larger urban-like schools focusing on knowledge acquisition and
smaller rural schools focusing on learning by community participation, 80% of
pupils in the small rural schools had positive self-identity as measured by Susan
Harter’s pupil self-report questionnaire on social self-conception compared with
54% of the pupils in larger urban-like schools with knowledge acquisition in class-
rooms as the main educational regime. The difference is clearly significant and can
be seen as a result of tracing consequences of the different regimes of education and
social learning in favour of the smaller rural schools which practise and exhibit
conditions for social learning within a perspective of community participation.'*

“In a study by Nordahl (2007), the indicator of social learning is ‘self-assertion’. He finds that
social learning of pupils from small rural schools and multigrade classes is way below the pupils
from larger urban schools in social learning, the explanation of which is that pupils in larger
schools meet more demanding social challenges and therefore have better social learning, i.e. self-
assertion. The study does not refer to or review other research studies on social learning. The study
is unfortunately referred to in several cases of closing down small rural schools. It is however an
example of how urban criteria of social learning are applied to small rural schools where social
learning has a very different meaning (cf Fig. 5 above). However, the criteria for selecting the
sample and the logic behind comparisons are not made explicit. The study would therefore not be
judged as serious research on social learning. In a letter written 16.10.07, from NESH, the national
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Fig. 3.6 Consequences of the transition to lower secondary school

Following the life course transition of students from primary to lower secondary
school, interviewing them and collecting complete network data 1 year later, we
conclude that lower secondary school is clearly a segregated learning environment.
Connecting the patterns of social learning from primary school and lower secondary
produces an interesting effect: Pupils from small rural schools extend their social
competence — integrated and then segregated. Pupils from bigger urban-like schools
experience a restricted social competence — segregated and then segregated again'>
(Fig. 3.6).

Schooling conceived as classroom activity and shielded from the world outside
has frame conditions restricting the possibilities for social learning to conditions of
segregation. Analysing pupil interaction in classes, during recesses and during spare
time indicates rather strongly that small rural schools support social learning in a
collective, altruistic direction compared with an individual, strategic direction in
larger urban-like schools. Being shut out from the external social and cultural world,
wider and more meaningful social integration cannot be accomplished by unilateral
declarations from teachers and schools. The complementary dimension — how local

research ethical committee, the research study received heavy criticism — comments which have
not been refuted by Nordahl.

15 Subsequently this research design was extended well beyond the primary school, to examine the
influence of earlier experience on the children’s later lives in the project Vulnerable youth — transi-
tion to adult life (Kvalsund and Bele 2010a, 2010b, Bele and Kvalsund (2013). Again the condi-
tions and processes of long-time social learning — here in special classes (groups of four
pupils) — have profound consequences for social integration of vulnerable pupils in adult life.
Logistic regression analysis shows 3-5 times greater chance of being in a marginalised social
network in early adult life if the pupil condition of social learning was regularly attending special
classes, with other factors equal.
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communities conceive the role of local schools, the formulation of their interests
and ways of using schools — is not incorporated into the strategic thinking and
research design for these types of school. The community active school has to be
complemented by the school active community. T will return to this theme in the
fourth strategic field of the typology.

School Development Strategies

Examples of research on this category of strategies are the ones on school develop-
ment, based on a general theory of organisations (Scott 2002; Schein 2004), rational
management thinking and the creation of a specific school culture. The alternative
perspective conceives organisations as ‘lived life’, the perspective in which schools
are seen as organisations characterised by the ‘lived lives’ of its members (e.g.
organisations as ‘sense-making systems’; Weick 1995), a perspective in which edu-
cational decisions are superior to organisational decisions. Other dimensions con-
cern the attempts to adopt ‘educational’ strategies that are research or ‘evidence’
based and the roles of teachers and external researchers in this process.

School development is in many cases initiated by the schools themselves. The
whole school community is engaged in a critical evaluation of how the school is
functioning with the intention of developing some new practice. The strategies are
developed on the basis of a systematic collection of information grounded in what
the actors of the school usually do. The teacher, as researcher, or the external
researcher’s role is to give an account of the general learning situation at school.'s
Schmuck (2006) by means of ‘action research’ has developed this work of attempt-
ing to make sense of teachers’ and other categories of professional actors’ roles
when engaged in this change process. This is very much in the perspective of strate-
gies of social learning based on the feacher as researcher paradigm, as formulated
by Stenhouse (1975, p. 142—165). Stenhouse advocated this approach as a way of
developing curriculum research and viewed the classroom as a ‘laboratory’ in which
the teacher explored her own teaching as an ‘extended professional’, in context-
oriented open classrooms. This would be what is called small-scale research for
teachers and schools and could address specific as well as broader themes referred
to in the above fields of the typology.!” Social learning might be one possible

1A book by Schmuck and Scmuck (1992a) (Livet i Klasserommet or The Life in Classroom) was
well known and referred to in several schools in Norway in the early 1990s. These two researchers
have in addition analysed rural classrooms, schools and districts as well and again from the per-
spective of potential differences because of the size of schools and communities, between urban
and rural social learning and cooperation (Schmuck and Scmuck 1992b). However relevant, this
rural perspective and challenge of social learning was not implemented in Norway.

17 According to Bell et al. (2010), examples of relevant themes in the British context have been an
assessment for learning, including self and peer assessment; using the web as a learning tool;
improving social skills through the use of cooperative learning strategies; making group work
effective; increasing student motivation; professional development in behaviour management;
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research theme. This research could be researcher led which has been the British
tradition (Reynolds 1988) or practitioner led which seems to be the contemporary
preferred way (Bell et al. 2010) and in line with the original ideas of Stenhouse.
Special books have been developed to support teachers in doing small-scale
research.”® A contemporary Norwegian example is Brekke and Tiller (2013) on
teachers as researchers and how to qualify them for this kind of work. An alternative
is school development by action research, a process in which the researchers have a
leading role resulting in action learning which involves changes in teachers’ learn-
ing strategies. This approach also has consequences for pupils’ learning (Postholm
2011). Being a teacher—researcher has led to changes in the teacher’s role as a pro-
fessional educational leader.

A new trend in Norway is based on a special model for school development —
developing a school’s learning environment — the LP model.!® The developer of the
model (see, e.g., Nordahl 2011) refers to Hattie’s (2009) book on his synthesis of
over 800 meta-analyses relating to achievement or learning outcomes as evidence
base for the model.”® There have been major critiques (see footnotes) of this

teaching literacy, mathematics and social sciences; inquiry-based learning in science; and creativ-
ity in the curriculum.

'8 One example is a series of this kind of books published by the Scottish Council of Research in
Education: Dreyer (1995) on interviews surveys and case studies, Munn and Dreyer (1995) on the
use of questionnaires, Simson and Tuson (1995) on observation and on how to develop and formu-
late research questions — all books specially adapted for small-scale research with practical advice
to teachers.

This strategy — teacher as researcher — is a general approach grounding changes of teaching
practice on research data. However, in Norway, we experience a standardising turn: see, e.g., the
LP model on learning environment and educational analysis (http://lpmodellen.wordpress.com/
english/), the development of which receives support from central school authorities as well.
‘Competence centres’ offer pre- and post-studies mapping schools. Predefined questionnaires are
administered on teachers’ evaluation (e.g. school culture, own teaching, pupils’ motivation and
efforts, behaviour problems and special needs teaching), pupils’ experiences (e.g. teaching, rela-
tions, well-being and school behaviour) and teachers’ judgement of pupils (e.g. social competence,
motivation, academic results, absence from school). This represents a risk of standardisation of
school evaluation and development work, moving it away from the Stenhouse idea of professional
teachers in open classrooms into the hands of school leaders — as a kind of educational consump-
tion of standardised evaluation services. A further move in this direction would be to expect evi-
dence-based mapping studies empowering the researchers rather than the practising teachers even
more.

2"However, Topphol (2011) has published a fundamental critique of Hattie’s understanding of
methods of significance testing and shown that his calculations of Cohen’s d (Cohen’s d is a calcu-
lated standardised measure of effect differences between the achievement means of the test group
compared with the control group) are misunderstood and mathematically directly incorrect, a fact
which Hattie in an e-mail exchange has admitted. In addition, Hattie‘s work is not just a meta-
analysis. It is meta-analysis of meta-analysis making this review of research very abstract. As a
consequence, the problem of comparisons across contexts and nation borders, comparing schools
of very different sizes and pupils’ differences of age, is hardly addressed in Hattie‘s study of
smaller and bigger effects on learning outcomes. (This was also a major critique of the earlier
meta-analysis made by the economist Hanushek (1983, 1989) concluding about the question of
impact of differential expenditures on school performance that we should stop throwing money at
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meta-analysis of meta-analyses, where multigrade teaching, open schools/base
schools and reduced class size to mention a few variables — still referring to Hattie
(2009) — are factors described as having little or no separate effect on measured
pupil achievement or learning outcomes. The social learning dimension is neglected
as unimportant in itself.! The teacher role is under pressure from this kind of
research as it has been used to criticise teachers and their teaching so that the risk of
weakening the teacher voice increases accordingly. However, Karlberg-Granlund
(2004, 2009) presents quite a different perspective of school development and of the
role of researchers and teachers in an analysis of teachers fighting the closure of
Finnish village schools.

The more restrictive perspective of school as arena of acquisition in classrooms
rather than participation in community is more often based on the understanding of
school as an organisation with more emphasis on internal qualities than on external
context as a source of learning content.?” In both cases, they represent differences in
understanding of frame conditions for social learning. General analyses of place,
local community, school, learning and teaching are presented by Gruenewald and
Smith (2008) and Scahfft and Jackson (2010).

schools.) However, a little effect does not mean that pupils do not learn; it expresses rather that
there is no difference in learning outcomes between test group and control group. In addition,
Hattie’s meta-analysis focuses on single factor impact, the consequence of which is that the rela-
tive effects of interacting factors are neglected. In Hattie‘s research results on achievement, tests
are the ultimate indicators of what pupils learn in school. This constitutes an industrialised produc-
tion model of schooling which ignores the wider aims of a liberal education. Hattie’s review of
research is taken to be essential for school development by NDET or the Norwegian Directorate of
Education and Training.

*I'This is an understanding of learning processes very close to the prespecified behavioural objec-
tives logic of Bobbit (1918), Tyler (1949) and Bloom (1956), which was heavily criticised by, for
example, Eisner (1985) and Stenhouse (1975). Under the heading of New Public Management, the
logic of the taxonomic prespecified behavioural objectives — especially objectives from the cogni-
tive domain — has been reintroduced by politicians and school bureaucrats in Norwegian schools.
The objectives can be found in work plans for the pupils. We can find examples of close to 400
specific learning objectives structuring their learning period of say 3 weeks. Teachers under this
behavioural objectives regime are changed into functionaries using their time for making abstract
individual work plans and reports on pupil achievements and attainment. Again teaching is misun-
derstood as a prescribed activity similar to the industrial production process neglecting the fact that
teaching and learning are fundamentally communicative activities.

22The perspective can also be strategies addressing the school as an organisation. Early Norwegian
examples of analysis from an organisational perspective are Grgterud and Nielsen (1990) and
Aalvik (1990) and Tiller (1986, 1993). Several contemporary Norwegian researchers apply the
organisational perspective in research and discussion of strategies for change in the frames of
social and relational learning at school level — e.g. Fuglestad et al. (1999), Dalin (2005), Bjgrnsrud
(2009), Lillejord (2003) and Roald (2010). Research studies in these cases are most often researcher
led and based on data from several schools. The intention is to analyse professional teaching and
learning, the frame condition also relevant for social learning and what characterise, for example,
leadership and management (Karseth et al. 2013), class leadership and learning environment
(Ogden 2012) conceiving school as a system and organisation.
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Recruitment Strategies

The point of departure in clarifying the strategies for new solutions at school/com-
munity level is how to develop schooling, educational content and school structure
in order to strengthen the local communities as places to live. Local mobilisation
and cooperative and communicative planning and development work (Healy 1997,
2003; Hart 1997) are based on the analytical perspective of children and adolescents
not just solely in terms of classroom learning, but encompassing the impact of the
local environment during the ‘growing up’ life phase, which includes the active role
of peers, teachers, school and community in these processes (Befring 2004;
Edvarsen 2004a, b; Bruner 1997; Rogoff 1995, 2003; Rogoff et al. 2003). Local
communities provide all variations of how we manage materially, socially and cul-
turally, experiencing variations in the sense of being safe and belonging —in a global
context. The place in which a person grows up represents the world in miniature —
and also affords opportunities and contexts for social learning. An early spokesman
for this kind of learning in Norway is Christie (1971) with the telling title If school
did not exist which challenges the false picture of school as existing for the sake of
the children.

The understanding behind new solutions for social learning on such grounds is
discussed earlier in this text referring to learning by participation. However, we
have to add the concept of time. A key question is how pupil experiences of school-
ing and everyday life in the local community mutually affect the sense of belonging
to a local place and community, future migration, family establishment and choice
of occupation — over time. This concept of learning goes beyond psychology and
refers to participation in real-life settings that have historical, sociological as well
as anthropological and ecological dimensions. These are strategies which ensure
people growing up will have experiences that make them aware of their growing up
environment in a local community with qualities and a potential future. This neces-
sitates studying social learning longitudinally, the role of schools and local places
and the communities’ contributions to recruitment processes. Recruitment analysis
therefore has to be grounded in a perspective of mutual school/community relations
and life course transitions. Social learning takes time as do change and renewal — of
values, norms, skills practice and structures. For strategies in this field of the typol-
ogy, I therefore choose to describe them as recruitment strategies of which the ini-
tial, underpinning analysis is often developed by researchers from several disciplines,
e.g. education, social geography, anthropology, sociology and demography, in ana-
lysing structural aspects of the socialisation and enculturation of children growing
up over time in local communities. See, for example, Aadlandsvik (2005). The
school and community have an equal and mutual or complementary role of coopera-
tion. Pupils and teachers would have assignments formulated and decided by the
local community, e.g. towards the elderly by ‘adoption’ or elderly people adopting
young persons after they have committed their first criminal act.

This way of thinking represents an extended concept of social learning in some
cases practised in small rural schools in Norway. Melheim (2011) and Solstad
(2012) present and discuss a new strategy of establishing ‘growing up centres’, i.e.
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localisation of school and kindergarten in the same building and as one organisa-
tion — in some cases in co-localisation with other community institutions as well,
developing a socially broad joint arena where most of the people of the community
meet and communicate. A particular example of a growing up centre is also dis-
cussed by Rgnning et al. (2003), who refers to a case study of a Norwegian rural
community where the title of the research report, A whole community is needed to
raise a child, is an indicator of this way of thinking: the classroom is as a conse-
quence extended to ‘the local community room’ for learning, a counterstrategy to
meet an increasing pressure to close down small rural schools — one of the fields of
centralisation. Other fields are changes in the scale and structure of primary and
secondary production and demographical changes transforming communities into
‘thinning out societies’ with an increasing proportion of elderly people, partly as a
consequence of patterns of selective migration of girls from rural to urban areas
(Myklebust 1994; Sgrlie 1993, 2003), changes in legislation for economic frame
conditions in municipalities and redefinition of national curriculum plans (Solstad
1994), changes in the centralisation-decentralisation balance in the field of school-
ing and changes in school structure (Solstad and Theling 2006; Solstad 2009;
Kvalsund and Hargreaves 2009a; Kvalsund 2009; Kucerova 2012).

Hovdenak (1993, 1994), as part of a recruitment analysis of the Norwegian
county of Finnmark (Edvardsen et al. 1994), found that some of the youth substitute
knowledge about local production in a fishery municipality by knowledge from the
urban global world of youth culture. The abstract, less relevant school content seems
to give an important contribution to this explanation.” The value of their school and
community is indirectly devalued by the abstract irrelevant learning content — indi-
rectly implying that they have one option — move away! Corbett (2007) analyses
this role of schooling in a Canadian coastal community and Gillies (2012) in a
Scottish isle community. Both studies, based on longitudinal data, describe and
explain the role of the school as an agent in the process of encouraging inhabitants
to leave their community. Corbett discusses counterstrategies to this pattern. An
important point of the recruitment strategies is to abolish the divide between insti-
tutional school learning and learning in local and regional life contexts and in this
way contributing to an extended meaning of social learning.

Birkeland (2014) discusses — from the perspective of action research — the conse-
quences of the threats to the basis of human existence from global climate change.
This perspective has to be the basis for social and cultural learning in school in
general and more specifically in a Norwegian rural industrial community. What does
climate change (e.g. preventing damage from flood and precipitation in vulnerable
places) mean to people? What are people’s roles in climate change? How does

*Hovdenak reports on experiences with the school subject (three lessons a week in eighth grade)
‘local studies’ the content of which is about local community past, present and future including the
registering of local work places. A student makes a research visit as a first step and then real work
experience at self-selected work place for 15 weeks organised as 6 school hours a week every
second week of the school year based on bilateral agreements between schools and employers
making this school subject more authentic.



3 Social Learning Norwegian Classrooms and Schools: Educational Research... 43

climate change affect our self-understanding, our home environment and the global
world? How do people face necessary deindustrialisation and climate change? What
are we going to live for? How do we justify our lives creating a sustainable future —
economically, socially, environmentally and not least culturally? A focus on culture
is to be understood as maintaining the importance of social and cultural learning
associated with climate change and schooling for sustainable development in the
inhabitants’ own lives and living environment. These perspectives are almost non-
existent in Norwegian educational policy and everyday life in Norwegian schools —
and in educational research.

Discussion: Social Learning, Norwegian Patterns
in Perspective

This present review, based on the above research typology, shows that social learn-
ing is conceived from two separate perspectives that are reflecting quite different
values in judging conditions and processes of social learning — acquisition and par-
ticipation as well as adult control, children’s agency and the role of researchers.
This implies a meeting between the restricted and the extended perspective of social
learning indicating some embedded challenges for adult instrumental versions of
this construct.

Social Learning and ‘Evidence-Based’ Teaching

In reviewing research on differentiation strategies, researchers recommend
‘evidence-based’, standardised teaching supplemented by specific programmes on
psychotherapeutic practice in the classroom apparently to keep mainstream, acquis-
itive pupil learning on track. However, the presumptions of ‘evidence-based’ teach-
ing are not made explicit. Teaching seems to be misunderstood as a linear process
with preformulated objectives as targets (i.e. the realisation of a specified outcome
is determined largely by the pupils’ achievement on an attainment test of the out-
come). Slavin (2008) recommends commercial production of teaching methods
which are evidence based. The metaphor is the bullet moving along a straight line
though the air on its way to hit the target. Internationally this is associated with
developing teaching procedures with demonstrated quality — ‘what works’ — refer-
ring to the research ‘gold standard’ of evidence-based teaching methods based on
randomised controlled trials (RCT) in the development of standardised teaching
procedures which are independent of the person practising them. A problem here is
that effective teaching in this sense seems to depend only on what is done. In reality,
teaching and learning is more complex and dynamic, depending heavily on the spe-
cific persons it involves, how it is done, when and where — i.e. its interaction and
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communication. The metaphor here is the butterfly journeying through the air,
where goals are not targets to hit but rather turning points giving ‘the flight’ new
direction, as when teacher and pupils communicate and redirect content and proce-
dures in real learning situations, e.g. community participation. Therefore, one can-
not logically describe the pedagogic procedures in ways that Slavin (2008) and
others like him advocate — they always have to mirror ‘thick descriptions’ (Geertz
1973) of local conditions and processes, which might very well point in a different
direction. Direction which reflects the normative dimension of teaching and pre-
sumes teacher and pupils judge, choose and redirect the teaching and learning pro-
cess depending on what kind of individuals and society are considered worthwhile
for the youth of future generations involves choosing what should be, rather than
describing what is. When the chosen direction results from consideration of the
present as well as the future, the dynamic quality of teaching that emerges is espe-
cially obvious when teachers are practising learning by community participation.
Therefore, only a restricted part of teaching and social learning can be based on
research evidence.?

Social Learning When Teachers Are Considered
to Be the Educational Challenge

Referring to classroom and school development strategies as a field in the typology
on social learning, the view of the teacher as constituting an educational challenge
is clearly stated. However, Arnesen and Segrli’s (2010) critique of Hattie’s (2009)
use of meta-analysis seriously challenges the view that this statistical approach
marks a new contribution to the hegemonic perspective of social learning in which
tested learning outcomes in abstract school subjects are regarded as the essential
evidence that learning has taken place. Hattie (2009) is explicit when stating that the
main challenge for school leaders is the ordinary teacher, who too often concen-
trates on covering the syllabus and who devotes much of the lesson to managing
pupil behaviour while endeavouring to maintain a warm friendly relationship with
the class. Hattie argues that educational research should develop standardised teach-
ing recipes for the classrooms telling all teachers how to do it in the same way — a
scientific standardisation of teaching based on results from abstract school subjects.
This is to transform teachers into mere ‘functionaries’ whose practise is largely
defined by the acquisition of research knowledge of classrooms obtained from these
meta-analyses — a very restricted version of the teacher as an adult and cultural
model person for social learning. The argument is that we cannot know the conse-
quences of each teacher’s individual educational measures. Within this perspective,
research which is evidence based should therefore guide practise in schools (and
kindergarten) and the core of this evidence should be conceived as ‘knowledge

*This seems to be a general discussion involving most fields of professional practice (Grimen and
Terum 2009; Thosmas and Pring 2004).
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enterprises’ which give rise to standardised teaching procedures or tested educa-
tional recipes that deliver learning content of context-free school subjects. This
approach, it is claimed, will produce a flexible work force that is able to compete in
aspects of the global economy in which the country participates.

In addition to the critique discussed in the paragraph above, such research also
implies that teachers should abdicate from their task as knowledgeable educational
leaders and, instead, presumes a new role as administrators of pre-produced teach-
ing manuals or standardised kits, the latter option signalling mistrust of the teachers
and their qualifications. In this way, teachers have been ‘disempowered’ by educa-
tional researchers. Headmasters of Norwegian schools are according to this way of
management thinking described as ‘unit leaders’ of knowledge enterprises.
Stenhouse’s (1975) concept of the knowledgeable teacher—researcher who strives
to develop ‘a classroom of quality’ is no longer deemed relevant under this horizon
of schooling. The proposition that teachers are the educational challenge (Slavin
2008) also favours the development of commercially produced standardised teach-
ing packages which are applicable to educational markets worldwide. Clearly this
would reinforce the centralised abstract quality of schooling opening it further for
global instrumental interests to the detriment of local and place-based social learn-
ing. The voice of the teacher as a ‘knowledgeable practitioner’ would be silenced.
In Norway, this seems to be part of a general trend where actors outside the practical
situation of teaching and learning — politicians and in some cases even educational
researchers — want to manage and control the teacher’s practical daily activities.
Norwegian politicians are most often interested in getting schools and pupil achieve-
ment to reach the same level as that which exists, for example, in Finnish schools,
resulting in reiterated propositions that teachers should have further education and
thereby indirectly signalling mistrust of teacher competence — i.e. teachers are not
sufficiently qualified. The paradox is that in Finland politicians have traditionally
produced school policy based on their confidence in having a well-educated teach-
ing profession rather than engaging in political interference and management at the
level of everyday practise in the classroom. The premises of social learning are left
for the teachers to decide. Segregation of pupils with special educational needs is
also part of the Finnish picture.

Social Learning and the Voice of Children

Children’s social learning extends the aims of education and schooling beyond
their adaptation of an adult controlled ‘instrument’ approach, premised on the
importance of producing a qualified, flexible work force with the capacity to cope
with a competitive international economy. In contrast to this instrumental perspec-
tive, there are differentiation strategies, psycho-educational programmes, focusing
on children’s emotional well-being. Within this alternative framework, social learn-
ing can be said to transform classrooms and schools into psychotherapeutic
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environments where children’s challenging behaviour and mental health are sys-
tematically targeted and their well-being nurtured.

Within the instrumental approach, the identification of children’s social networks
in school with the intention of intervening and reforming these networks, thereby
transforming them into adult instrumental controlled directed networks, is associ-
ated with an instrumental and functionalist understanding of educational practise
derived from a kind of toolkit for control-directed learning and teaching and to a
substantial degree neglecting the voices of children. Such programmes are premised
on an individualised, positivistic model that assumes that its building blocks are
easily measureable and capable of being handled through externally developed
manuals and toolkits — regarding the consequences of applying these educational
measures as nearly universal. Children in such programmes are objectified and
seem to be (mis-)understood as unknowing, passive human ‘becomings’ to be acted
upon by adult experts, rather than viewed as active ‘beings’, capable of negotiating
complex social and cultural situations. This concept discusses the principles of
children’s agency (‘being’) and its limitation, under varying settings and contexts
within the social learning process, by structures and structuration (‘becoming’).
Objectifying pupils in these ways may transform them into the most important
pupils in the schools by treating them as deviant cases and thus underscoring what
is normal. A similar analysis could also be said to apply in the case of the disem-
powered teacher.

On the other hand, we risk exaggerating and can overdo expectations for chil-
dren’s capacity to make ‘individual choices’: Norwegian and Nordic researchers (cf
category 1 in the typology) show that teaching the whole class combined with indi-
vidual work plans dominates the learning situation for mainstream pupils in most
classrooms at primary level as well as lower secondary level, inviting pupils to
rationally choose what to be engaged in as learners. However, compulsory school
attendance and the exercise of adult educational power (deciding on whole class
teaching and individual work plans) transform the classroom into a frame of para-
doxical social learning, inviting pupils to choose ‘individually and freely’, but on
hidden adult terms. Vetlesen (2004, 2009) and Nafstad (2004) discuss the chal-
lenges presented by this paradox. The teaching process becomes one of ‘enforced
freedom’ where, superficially, it appears that all children have the capacity to choose
and that the school functions in ways that are mainly governed by the children’s
interests.

Within the above paradigm, the children’s voice is weak compared with that of
the adult actors, reflecting an adult-empowered instrumental perspective of social
and cultural learning. As such, it fails to provide opportunities for future generations
to experience and appreciate the duality of balancing agency and freedom to choose,
on the one hand, with, on the other hand, the need to accept certain objectified and
subordinated social structures within the learning situation — the combination of
which support social learning mediated by the teacher’s communicative educational
action. However, schools seem to be overloaded by ‘rule-following’ actions, defined
by adults to foster adaptation and routine action. In this situation, we are challenged
by the question of whether school is sufficiently sensitive to pupils’ risk-taking
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opportunities in open situations. ‘Outdoor school’ and ‘learning by participation’
can be understood from this perspective of social learning. Christie’s (1971) ques-
tion — If school did not exist? — may turn out to be more relevant now than in the
1970s, when it was introduced to challenge the then strong adult-defined instrumen-
talism of schooling in Norway.

Social Learning, ‘Peer Society’ and Ageism

The abstract urban school focusing on classroom-acquired knowledge, pre-produced
research-based learning content and teaching methods, where knowledgeable, inde-
pendent teachers are considered to be a challenge and the main obstacle to learn-
ing — an approach consequent upon Hattie’s (2009) heavily criticised
meta-analysis — would probably not undertake learning projects with community
participation and extended interaction between pupils and other working persons
within the community. In Peer Society (Frgnes 1994) different age groups are sup-
posed to live in age-segregated and age-homogenous arenas during the course of
life — this is obviously the situation not only in kindergarten and school but also in
work places without young and older people and in welfare centres for the elderly.
In many cases the administration of Norwegian municipalities are organised accord-
ing to this principle of age segregation. The phenomenon is also supported by cer-
tain words and phrases in the language, for example, the term ‘youth culture’.
Age-segregated classes in school are an important part of this differentiating pro-
cess because it extends over so many years for children and youth all over the coun-
try. The process prepares children and youth to become the target groups for
age-segregated commercial activity, the negative consequences of which seem to
invade school as competing learning content in the next phase.

Edvardsen (1981, 1983), Coleman (1982) and Rogoff et al. (2003) all regard
learning as a process that involves broad, socially intended participation and analyse
the consequences of children not having first-hand experiences of cooperating with
adults in productive activities. In the latter case, both young and old grow up having
very restricted mutual contact, which paves the way for the mechanism of stereotyp-
ing and conceptions of each other as deviants. From the reviewed research, the
failure to fully acknowledge the importance of learning through community partici-
pation seems to be a consequence of a lack of the necessary concepts among
researchers and the results of social structures and mechanisms that create barriers
to age integration. These are indicators of what Hagestad and Uhlenberg (2005)
refer to as segregation which produced ageism, i.e. taking age-related characteris-
tics of a group to be the valid characteristics of a distinctive person within the group.
There is a strong possibility that learning by participation could provide solutions to
important learning problems generated by ‘closed’, abstract classrooms supporting
age segregation and probably ageism. The problem is that the schools with the best
potential for learning by participation — the smaller rural schools — continue to be
closed down for purely economic reasons, although Norwegian society is very rich.
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Social Learning in Abstract Schools

Typically, schools seems to be conceived as large urban institutions. As a conse-
quence, the smaller rural schools become negative deviants from the urban school
norm. Small rural schools become schools of deficiency. This is a special framing of
social learning — institutionalised, decontextualised and abstract on urban pre-
sumptions. This ‘mythical’, non-grounded understanding of school as an urban
institution is a presumption of research in several fields within the typology review
presented in the earlier paragraphs. In a recent book on research methodology, it is
strongly argued that ‘place’ and context do make a difference (White and Corbett
2013; Kvalsund and Hargreaves 2013). However, research documenting the inte-
grating patterns of social learning in small rural schools, and in schools based on the
perspective of community participation, has largely been ignored. The closing down
of small schools continues, despite the documented evidence regarding the quality
of small rural schools.

The external, instrumental perspective of acquisition, i.e. studying context-free,
abstract school subjects in classrooms with the aim of producing a mobile, flexible
work force for a competitive global economy, is hegemonic in Norway, as indicated
by the government’s devotion to international PISA testing. On the other hand, the
broader perspective of community participation, i.e. educating more knowledge-
able individuals with the local community as the ‘classroom’, is clearly under-
researched, and the voices of the actors to which it pertains are hardly heard. Judged
as an arena within a conception of social learning as acquisition, school represents
a far-reaching institutionalisation of learning. The intended goal is to qualify chil-
dren and youth for life in society by placing them at desks in classrooms for the
majority of months each year over a 12—13-year period — mainly separated from
their everyday life in which they can interact with and reflect on nature, culture and
the communities in which they are meant to live. This is paradoxical social learn-
ing, which restricts what social learning should be about — and certainly neglects
what is most important for further social learning — the concept of place-based
social learning, devoted to a perspective of sustainability and meeting the challenge
of global climate change.
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Chapter 4
How Research Messages Get Sidetracked
by Governments

David Berliner

Abstract Politicians and governments have agenda, sometimes at odds with the
facts associated with educational phenomena. Further, educational research is hard
to do and leaves room for ambiguity in creating policy out of research, allowing
newspapers, in general, and politicians, in particular, to misinterpret educational
phenomena. This often leads to inappropriate policies. For example, interpretations
of the results of PISA tests (The Program for International Student Assessment) are
highly political, often not trustworthy, and commonly misleading. Four examples of
problems with PISA interpretations by government are given: the misunderstanding
of the relationship between PISA and a nation’s economic performance; the data
hidden when only the mean scores of nations are reported; the meaning of variance
accounted for in interpreting PISA test scores; and the conclusion that better stan-
dards for educational achievement will improve America’s performance on the
PISA tests. Discussed as well is the fact that political expediency and government
policy often affect such issues as the field testing of instructional programs and their
assessment; the setting of goals for achievement on commonly used assessments;
the overuse of simple main effects to interpret data, along with a lack of understand-
ing of interactions; a failure to understand the effects of context on the implementa-
tion of policy; inadequate estimates of the costs associated with policy
implementation; inadequate understanding of the effects of tax credits on education;
an overconcern with educational outcomes and a corresponding lack of concern for
educational inputs; and an overreliance on standardization.
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Introduction

Politicians have belief systems, often strong ones, congruent with and backed up by
the ideology of their political parties, whether they are the parties in power or the
ones seeking power. This makes it easy for politicians to fit certain ideas into those
beliefs, and to reject others, regardless of whether those ideas are backed by research
or not. Rational politicians, of whom there seem to be too few, think scientific find-
ings can sway political opinion. For example, a very powerful politician, the late US
Senator Daniel Patrick Moynihan, an academic with a PhD degree, said to someone
testifying at a congressional committee hearing “Everyone is entitled to his own
opinion, sir, but not to his own facts.” The writer Aldous Huxley held a compatible
opinion, saying: “Facts do not cease to exist because they are ignored.” Facts, these
rationalists believed, were stubborn things, not easy to deny at all. But they are
wrong.

Global warming, evolution, the moon landing, and other near certainties are
denied by many individuals. Ignaz Semmelweis discovered how to stop the vast
majority of deaths that occurred in childbirth, and was ignored for decades by the
physicians of the world (Semmelweis 2014). Sure that they knew best, the medical
profession held to its false beliefs and literally killed hundreds of thousands of
patients that need not have died. Poor Semmelweis died tragically in a mental insti-
tution, apparently driven crazy, in part, by his failure to convince physicians that his
research was solid. One person’s surety, no matter how well supported by science,
is often doubted by others because of their social, religious, political, or personal
beliefs, despite what most fair-minded people would call reasonable evidence. One
seasoned politician put it to me this way: “In the legislatures of the world, facts are
negotiable, but opinions are rock solid!”

This vein of irrationality flows through much political policy making. This
results in our not getting rational policy making by governments, a failure to get
decisions based on solid, though imperfect social science research, of which educa-
tional research is a part.

The Quality of Social Science Research

Part of the problem in getting research to guide government legislation is that social
science evidence is not believed to be “hard.” Rather, such research is seen as “soft,”
with the “facts” quite open for the kinds of negotiation my political colleague
described (Berliner and Biddle 1995). Physics is the model used to dismiss the
research from the social sciences because gravity is gravity in England and Australia,
and light and sound travel at the same speed in Europe and the USA. In the social
sciences in general, and in education, in particular, findings in one country or a
region of a country, cannot always be easily replicated in another setting in or out of
that country. Contexts vary so much in the social world. This is because a plethora
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of unexamined variables interact in odd ways, such that educational findings never
have the surety as do finding that come from the physical sciences (see Berliner
2002; Berliner et al. 2014). Some of that faith in the surety of scientific findings,
however, begins to fail in the biological sciences. Many drugs taken by many of the
world’s legislators have no effect, or negative effects on them, and in a large number
of cases, the treatments for many of their ailments are totally ineffective. But still
politicians marvel at the research in the biological science. They ordinarily fund that
research at relatively high levels because when such research works as intended
important effects, literally lifesaving effects, do occur. Then there is research in the
social and behavioral sciences, and the most difficult of the subfields in this cate-
gory is educational research.

Compared to educational research, physics is easy-to-do research, while we in
education have hard-to-do research (Berliner 2002). We simply have no scientific
projects that impress like space flight and moon landings, bridges, dams, and linear
accelerators. And we have nothing to compare to what we commonly call “miracle”
drugs and the new medical technology. We simply have no miracle cures for low
student performance on the standardized tests so commonly used to judge our stu-
dents. Politicians around the world are notoriously impatient and want big payoffs,
confusing the difficulties of doing science in the social realm with doing science in
the physical or biological realms.

What politicians in the USA and elsewhere do not realize, however, is that some
areas of our research are almost rock solid, like the research on the effects of early
childhood education on later school performance and attainment in life, particularly
for a nation’s poorest children. But if that research does not fit a politician’s beliefs,
or costs a considerable amount of money to implement, it may be ignored or attacked
and even lied about (Berliner et al. 2014). Many politicians do not recognize the
almost rock solid research on the deleterious effects of leaving a child back a grade,
and in the USA, despite the research, states are recommending that schools do this
at increasing rates. The research in this area is not only ignored, but the clear bias
that such a decision entails, targeting boys and minorities, is also ignored (Berliner
et al. 2014). Many politicians deny the consensus reached in the research commu-
nity about the effectiveness of private and charter schools. It is convincingly dem-
onstrated that, in general, they are not as good as, or just equal to public schools, as
soon as family social class is taken into account (Lubienski and Lubienski 2013;
Wenglinsky 2007). Governments and parents will not accept the research on the
effects of homework, or how being off from school in summer affects middle class
and lower class children differently, and so forth. Researchers in education do have
consistent research, and ignoring that body of research is as mistaken as ignoring
Semmelweis’s research, though not nearly as costly and dramatic.
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Government Misinterpretations of PISA

An example of how governmental irrationality, impatience, and political interests
come together is the focus in the USA (and many other nations) on PISA (The
Program for International Student Assessment) and other international tests. Our
President and Secretary of Education lament America’s poor showing on interna-
tional tests and thus worry about our economic competitiveness. But both these
leaders and the newspapers that report (and support) their views fail to understand a
great number of things; four of those misunderstandings follow.

First, they do not understand that in developed nations, PISA and the other inter-
national tests of educational achievement have almost no power to predict economic
growth. So they are just using the modest mean performance of students on these
tests to show they can be tough on teachers. They actually know that economic
competitiveness is function of many other factors that are more important to eco-
nomic health than is education. It is politics, not reliable data, that motivates them
to pick on teachers.

Second, mean scores hide variation, But even then, US mean scores on interna-
tional tests are not awful, merely often about average, which is not something that
politicians can live with. Politicians always seek to be number one in every metric
used, at least while they are in office. In the more developed nations, they all expect
that their country will be the best in education, even though the results of the tests
of national educational systems resemble a horse race or an Olympic game. So no
matter how good the educational system, the horse, or the athlete is, some educa-
tional systems, some horses, and some athletes will come in fourth or sixth or fif-
teenth. When they are not number one or close to number one in ranking, regardless
of the reasons, too many of these politicians turn on their educators.

But more important, and what politicians usually fail to grasp, is what is hidden
by the mean scores that determine a nation’s placement in the educational race for
the number one position in educational achievement. What is hidden is great varia-
tion among the subpopulations that make up the mean. For example, in PISA,
American students are among the highest scoring students in the world in science,
reading, and even in mathematics, often the weakest subject for US students if they
attend schools where fewer than 25% of the families served by the school are in
poverty. In TIMSS (Trends in International Mathematics and Science Study), the
same pattern emerged. The 15 million or so students in the public schools that serve
the middle and upper classes do remarkably well, and even the students in schools
where family poverty rates were between 25% and 50% scored well, recently beat-
ing the much envied Finnish educational system (Berliner et al. 2014). These public
school students, all in schools where poverty rates are under 50%, total somewhere
about half of all public schools students in the USA and they do just fine on the
achievement tests.

The mean score on these international tests is lower than many other nations
because students in schools where poverty rates are higher than 50%, particularly in
schools where over 75% of the families served by the school are in poverty, do
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terribly on these tests. These facts, hidden when only the mean score and ranking is
examined, strongly suggest that it is not a problem of teachers and curriculum, but
a problem of poverty, that most affects America’s scores on international tests. This
same pattern shows up in PIRLS (Progress in International Reading Literacy). On
that test, the approximately 15 million American students attending public schools
where fewer than 25% of the families were impoverished had a mean score higher
than the mean score of every other country in the world. And on that test, Asian-
Americans also beat the mean for every other country in the world, indicating that
American Asians in American public schools can outperform Asian Asians in their
own nations’ schools. This could not happen with a nation that is filled with bad
teachers, working for inadequate administrators, using an out-of-date curriculum,
and forced to negotiate with obstinate unions, as is so often claimed by government
officials working for both former presidents Bush and Obama. Our government
officials are deliberately ignoring what appear to be causal factors in determining
the unexceptional overall performance of American students on international tests.

Despite the nonsense spouted by politicians as they interpret the mean scores on
the international achievement tests, sure in their belief that that the USA does
poorly; and despite the problem of American newspapers reporting such nonsense
uncritically, convincing many tax payers that such nonsense is true, it simply is not
a true statement to say that our American students do poorly. What is true is that
some American students do poorly. That is a big difference in both the statement of
the problem and, therefore, in how we might address that problem. We now know
beyond any doubt that the distinguishing characteristic of those that do poorly in
America’s public schools is their poverty, and therefore the kinds of neighborhoods
they grow up in, often neighborhoods highly segregated by race as well as by
income (Biddle 2014).

From decades of scholarship, yielding highly reliable data whose implications
are often ignored by governments, we have learned that the major predictor of suc-
cess and failure in our public schools is family social class, particularly family
income and its correlates and sequelae (Berliner 2013a; Biddle 2014; Perry and
McConney 2010) In fact, in one international study where Finland beat the USA
handily, the childhood poverty rates for the two countries were statistically swapped.
That is, Finland with a low poverty rate for children was assigned the high poverty
rate for children in the USA, and vice versa (Condron 2011). The result is com-
pletely ignored but showed clearly that if Finland had the same poverty rate for
children as the USA did its scores would drop precipitously, and if the USA had the
same rate of childhood poverty as Finland, its scores on PISA would rise dramati-
cally. Reducing poverty requires complex and expensive action. Blaming teachers is
easy and cheap. Thus teachers are frequently blamed for problems over which they
have no control.

Third, our politicians have no clue how to interpret the notion of variance
accounted for in either domestic or international testing. When aggregate test results
are analyzed, say mean scores, for classrooms, schools, districts, states, and nations,
we can partition the variance in the test scores by simple, common, statistical
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techniques. When we do that, a typical finding is that schools account for about 20%
of the variation we see in test scores of students on national tests in the USA, and
outside-of-school factors account for about 60% of the variation in the scores we see
(Haertel 2013). Any person with basic arithmetic skills can see that the outside-of-
school factors are three times more powerful in influencing school performance than
are the inside-the-school factors. Thus government policies toward school improve-
ment might better be aimed not at the schools, but at other factors that more power-
fully influence school achievement. But governments do not know that their policies
are even more off the mark given another fact. That is, while schools account for
20% of the variation we see in test scores, teachers are a part of the schools’ effect.
Perhaps teachers are even the most important part of a school’s influence on its stu-
dents, affecting, perhaps, half of the variance that we attribute to school effects.
Thus, teachers probably account for about 10% of the variance we see in students’
test scores, while outside-of-school factors appear to account for 60% of that vari-
ance, making the outside-of-school factors 6 times more powerful than teachers in
affecting classroom, school, district, state, and national test scores. It appears to be
much less likely that we can improve achievement test scores through school reform,
than we could through social reforms.

What politicians and the general public fail to understand is that teachers do
dramatically affect the lives of their individual students, often influencing their
attainments and many other aspects of their later lives (Barone 2001). But teachers
rarely have that powerful an influence on classroom mean scores, and even more
rarely do they influence school or district mean scores. And it turns out that teachers
have virtually no effect on state or national aggregate mean scores. Teachers have no
discernable effect on national scores, despite many governments interpreting PISA
scores in ways that give credit to, or blame for, those scores to their teachers. Such
an inference is quite inappropriate, though it is made all the time.

Most governments avoid facing this quite solid research about the powerful dif-
ference that teachers can make in the lives of their individual students and their
weak effect on the aggregate test scores obtained from their students. The strong
effect on individuals and the weak effect on aggregate scores is a paradox, of sorts.
And human beings, especially those who staff government bureaucracies, do not
deal well with paradoxical policy. The validity of research demonstrating weak
effects by teachers on aggregate test scores was recently confirmed by the American
Statistical Association (2014). What we now know is that classroom mean scores
are ordinarily more strongly determined by peers in the class (Harris 2010; Berliner
2013a) and not influenced in a major way by the classroom teacher. Grade level
mean scores are ordinarily more strongly determined by the cohort of students at the
grade level, than they are by the classroom teachers of that grade level. School dis-
trict mean scores are almost always a function of the social class and income distri-
bution of the neighborhood from which that school draws. Of course exceptions
exist. Teachers do, occasionally, affect the test scores, even the lives, of everyone in
a class (Pedersen et al. 1978; Barone 2001), and teachers can make a school or a
district a great success (Casanova 2010; Kirp 2013). But exceptions do not negate
the rule. Exceptions to the evidence that cigarette smoking causes lung cancer exist.
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So it is not hard to find an 80-year-old lifelong smoker. But that doesn’t change the
rule that smoking is harmful, any more than does a highly successful teacher, school,
or district change the rule that classroom peers, grade level cohorts, and neighbor-
hood composition are more frequently the most influential of the effects on the
mean scores of classrooms, grades, and schools. Exceptions should never be used to
make policy. But in the USA, in particular, politicians praise and blame teachers for
their influence on classroom or school test scores, when their power is really through
their influence over individual student lives and on individual student test scores.
Only rarely do teachers have a large effect on aggregate scores such as class, grade
level, or district scores.

Fourth, in the USA our politicians have demanded that all states seeking federal
dollars follow common rigorous standards. This is intended to eliminate much of
the nation’s variability in what is taught, when it is taught, and to make sure that
America’s children give up their childhood ways in order to study only what is pre-
paratory for the high-stakes tests that accompany the new standards. This policy, it
is thought, will help our nation be first in the world in international tests—we’ll
have the winning horse; we’ll take Olympic gold.

But the common standards have attached to them a common test, a part of the
two decade long demand by politicians and the business community of the USA for
greater accountability by teachers and schools, despite the research cited in the pre-
vious paragraphs showing that the effects of teachers and schools on mean test
scores is so much smaller than imagined by almost everyone in authority. The test-
ing advocated is high-stakes testing. That is, consequences of importance follow
from the testing. Teachers and administrators can be fired or rewarded, and children
may be left back, on the basis of test performance. Yet research, history, and anec-
dote show that invariably, whenever testing is made high-stakes, corruption of the
test scores and corruption of the people involved with the testing occurs. Cheating
scandals are now a commonplace in the USA and in other nations with high-stakes
tests. Cheating on China’s high-stakes tests goes back well over 1000 years (Suen
and Yu 2006) and is still common (Moore 2013). The effects of the high-stakes tests
to accompany the new US standards are predictable from the research: they will
result in cheating and gaming the system so that students and their teachers get high
scores; they will narrow the curriculum that is taught; and they will narrow our
conceptions of what constitutes a smart child, ignoring all evidence of talent except
in those areas that are tested. These ill effects are well documented (Nichols and
Berliner 2007), and all are predicted by a well-validated social science law,
Campbell’s law (Campbell 1975). But both the documentation of the deleterious
effects of high-stakes testing and the validity of the scientific law are ignored by
most government designers of educational policy. It is frustrating.
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Additional Problems with Politicians, Governments, and Their
Relationship to Educational Research

In industry, new ideas are piloted. Tryouts occur before major investments are made.
Extensive field testing is often done before settling on a final design. In education
this is often not the case. The new Common Core State Standards' (CCSS), noted
above, were developed by non-teachers and never field tested. But adoption of those
standards was forced on every state by the federal government without field testing.
In their haste to appear to be doing something, anything, this common mistake is
made by governments. Field testing is important. But in addition to reasonable evi-
dence that a policy might work as intended, as field testing would reveal, it would
also be nice to be sure that the policy is even needed! Many US schools are doing
fine in international competitions without using the CCSS, for example,
Massachusetts schools and schools in high-income neighborhoods. Since their suc-
cess is well documented, why would a government require those schools to change?

The No Child Left Behind act’> (NCLB), pushed through congress by former
president George Bush, did not work as intended. It was rushed into all states with-
out a comprehensive evaluation of its effects in the State of Texas where it was first
used. The effects claimed for NCLB in Texas were eventually discovered to be
totally false, but it had already been rushed from a state law to a national law, and it
has failed again (Nichols and Berliner 2007; Ravitch 2010). Slower implementation
of some educational policies are recommended: field testing and exemptions for
some schools may be more rational when designing national policy than what was
done in implementing NCLB.

But the biggest fault of the NCLB law was something else: it set patently impos-
sible goals to be reached. Politicians had signed into law the requirement that all
American children—100% of them—be proficient on tests by 2014, the year in
which this chapter is being written. One hundred percent above average would be
ridiculous enough, but this law went even further—100% of our students were to be
proficient, achieving at some level well above average. This insane law was passed
with great bipartisan support by America’s congress. This law, promoted by the

'Developed by the Council of Chief State School Officers (CCSSO), it set down what each pupil
should be able to do by the end of each grade level in mathematics and English and claimed to be
evidenced based.

>The No Child Left Behind Act (NCLB) was passed by Congress in 2001, but in 2015 it was
replaced by the Every Student Succeeds Act. The NCLB act required each state to develop assess-
ments in basic skills. To obtain Federal funding, a state had to assess all its students at selected
grade levels. Over the years the act came in for criticism from both liberal and conservative opin-
ions for its stringent demand that all students should achieve “above average” results, and for the
emphasis, it placed on the use of standardized tests in mathematics and literacy, which resulted in
teachers “teaching to the test” and giving a disproportionate amount of instructional time to these
core subjects at the expense of the arts and humanities. The history of NCLB has parallels in
England where standardized tests at 7 (Key Stage 1), 11 (Key Stage 2), and 13 (Key Stage 3) were
introduced, but have now been replaced by a single end of primary school series of assessments as
a result of similar criticisms.
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younger President Bush, had echoes of his father’s equally ridiculous goal. The
older President Bush, in the 1990s, demanded that the USA be number one in the
world in math and science by the year 2000. That year also that has come and gone
without a hint of a US triumph in assessments of achievement in those fields. It was
seen as ridiculous then, and nothing since then has changed researchers’ minds.

The point for governments is to set expectations, and sign into law, that which is
possible. Instead, governments too often set impossible goals, and then blame the
teachers of America for not reaching them. This is both bad and unfair policy. It is
also related to terms in office. Politicians too often set impossible goals because
they look forceful when they do so. But sadly they know full well that they will not
be in office when those goals are to be met. Blame for the failure to reach those
goals is not then attributed to failure in the political system, but easily assigned to
others, often teachers and administrators.

Another problem with government and educational policy is that policy makers
in all countries favor policies that appear to have simple main effects. They tend to
think that if they promote policy A, then effect B will occur. They are ignorant of,
or ignore, the complexity of the real world, a world where interactions among a
myriad of variables abound. It might be that “If A then B” holds only when X is
present. For example, a policy might be designed to let minority students into col-
lege, even with lower grade point averages than others, so the college can graduate
more minority students. Thus “A” (letting minority students into college), then “B”
(more minority college graduates), appears to be a sensible, proactive, and progres-
sive educational policy.

But the college might only graduate more minorities if “X” is present, say the
formation of study groups, or the provision of counselors from the same cultural
group, or the provision of remedial classes. Policies often work only under some
conditions and do not work under other conditions, and that is often overlooked.
When that happens, which is frequent, the cost estimates associated with a policy
may mushroom. Still another example of this unrealistic “main effect” thinking is
that “A” may not produce “B” under circumstances where Y is present. If it is desir-
ous to increase student proficiency in mathematics, currently a concern in the USA,
than many policy options are open. But with the vast majority of elementary school
teachers having minimum training in mathematics, all such policies are likely to
fail. To get mathematically trained teachers into the profession may require much
higher starting salaries. Under current employment practices, policy “A” about
improving mathematics may never result in the achievement of “B,” higher mathe-
matics test performance, as long as “Y” is present, inadequate mathematics prepara-
tion by elementary school teachers. Simple policies for a complex world rarely
succeed: extensive modifications are often needed.

A related problem is this: politicians appear to have no idea how hard it is to have
what works in one place, work in another place. Because the real world is so com-
plex, with the number of variables interacting so huge, what appear to be similari-
ties in communities may be illusion. In reality, vast differences in local communities
exist, and this frequently is the cause of policy failure. For example, politicians may
hear stories of someone or something “working” some place, and thus they want to
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see it transferred to a site over which they have some responsibility. They may even
allocate money for a new program or pay a high salary to a new school leader. But
it is difficult to transfer successful programs and successful people as easily as it
seems. The evidence is overwhelming that many apparently successful reading, sci-
ence, math, or even sex education programs simply do not replicate at other sites.
And highly successful school leaders often fail in new settings too. The impatience
of legislators, new boards of education, or new superintendents to put into place a
seemingly successful program needs to be tempered by the fact that local sensibili-
ties need to be taken into account, and local adaptations of the program or policy are
likely to be needed. In the real world, social and educational findings do not transfer
as easily as do physical science findings. Leadership is also very dependent on con-
text and culture, so it too is not easily transferable.

Still another policy problem, often ignored or greatly underestimated by govern-
ments, are the costs associated with certain policies. For example, the quality,
appropriateness, and philosophy behind the CCSS, and the assessments that accom-
pany them, may be argued about forever. But what is not arguable is that the cost of
implementing the CCSS and the associated testing program is huge. Even small
states will need to spend hundreds of millions of dollars for computer infrastructure
to implement the standards and the accompanying tests, and large districts and
states will spend billions of dollars. This is money that will end up in corporate
hands, and thus not used for the repair of aging school buildings, or the reemploy-
ment of school nurses and librarians, nor the rebuilding of music and art programs,
all programs decimated during the recent economic recession. The magnitude of
these costs was not mentioned in the initial policies put forth by the US Department
of Education.

An additional problem associated with policy costs occurs because many state
governments in the USA have also supported vouchers for private schools. In this
relatively new educational policy, support is usually in the form of a tax credit,
whereby the tuition that is paid to a private school by a particular family is deducted
from that family’s taxes that are due to their state. States, therefore, lose revenue.
This leads to cuts in all the social programs of the state, including police and fire
protection, road construction and public transportation, as well as education.
Further, and particularly in the poorer school districts of a state, vouchers reduce the
money schools need to support quality education. This is because fewer children
attend the public schools, but the loss of a few children in each grade level to a pri-
vate school results in virtually no cost savings for a public school. Thus, with almost
the same expenses, they receive a lower allocation of funds from their state.
Furthermore, although many neoliberal state legislators do not care, the evidence is
that voucher system are both corrupt and hurting public schools. In addition, voucher
schools are usually not any better than the public schools, even though they appear
to be biased racially, by social class and by the quality of the students they accept
(Berliner et al. 2014; Welner 2008).

Over time politicians and governments have learned to demand summative eval-
uations. They rightly want to know if a program or a policy is working as intended.
But that demand could also be a problem. Programs and policies take time to root.
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So it would often be smarter to demand formative evaluations of policies and pro-
grams for a year or even three, before a summative evaluation is attempted and
judgements made about a program’s success or failure.

But even then, after formative assessments and a summative judgment is made,
we now know that the likelihood of ever obtaining unambiguous data from our
research is quite small. Even if we used a randomized clinical trial (RCT) to assess
a program or a policy’s effects, ambiguity in social science findings is common.
Politicians want surety. But educational research (the social world) and medicine
(the biological world) never really produce the surety that politicians hunger for,
such as that which characterizes the physical world. For example, findings from
some of the RCTs promoted by the federal government showed statistically signifi-
cant effects for treatment A over treatment B. But those differences, though statisti-
cally significant, were usually remarkably small. So in the hands of a talented or a
highly committed teacher, the program or policy that was implemented and found
to be ineffective, is likely to be working fine. And in the hands of a skeptical or less
talented teacher, the treatment or policy supported by the statistics from the RCT
may not work as expected. The social sciences cannot provide legislators making
policy with the surety that they seek.

Related to a number of issues raised above is the unrelenting focus by politicians
and governments on outcomes, and their frequent lack of concern for the inputs
needed to make programs and policies successful. For politicians and governments
to be focused on high school graduation, college attendance, job readiness, test
scores, and the like is not wrong. But each of these outputs of the education system
is strongly related to inputs to the education system, for example, the poverty rates
of the families and the neighborhood the school serves. Each of the valued outputs
is also empirically related to preschool attendance rates, food insecurity, medical
coverage for families, neighborhood drug use, teacher experience, teacher turnover
at the school, funding for counselors and librarians and nurses at the school, and so
forth. The past 20 years have seen us move almost exclusively to policies related to
the outputs of the schools (the achievement gap) and to ignore many of the inputs to
the schools (pursuing equal educational opportunities for children). Outcome-
oriented policies make it easier to blame teachers and administrators for purported
student failures, and these policies are often cheaper to fund than would be the many
input variables that are known to affect school achievement. But if the problems of
many students and schools are related to inputs, then almost all the proffered output-
oriented remedies will fail. If we set policies that increase the rigor and breadth of
the outputs of our educational system, which we have recently done, without con-
cern for an increase in the quality of the lives led by the students who come into our
educational system, we have the certain makings of a policy failure.

Finally, citizens of a democracy should worry when government policy imposes
overly standardized approaches on teachers. Schools are not factories, and teachers
are not robots, turning out standardized products. Yet standardization of educational
processes and outcomes is often the goal of educational policies such as the CCSS
and the many new systems for evaluating teachers. Suppose that a teacher is quite
good at teaching, say, Moby Dick as an example of a great nineteenth-century



68 D. Berliner

American novel. But suppose also that the standards adopted and the curriculum
associated with the standards end up recommending The Red Badge of Courage, or
Treasure Island, or The Adventures of Tom Sawyer, or The Adventures of Huckleberry
Finn, or The Scarlett Letter, or a dozen other American novels thought to be grade
level appropriate. If we force any teacher to teach something they do not care deeply
about, and in which they have no great interest, we lose something potentially won-
derful. Perhaps teachers should have the right to meet the intent of a policy, say to
teach about American nineteenth-century life and beliefs, without being obliged to
teach what some distant policy maker or curriculum committee has recommended.
It might be better for teachers and the students they instruct if governments treated
teachers like professionals who are capable of making their own intelligent choices
about curriculum. But government agencies and the politicians who supervise them
often treat policy for teachers much like these people and agencies make law: “you
will do this, and not that, or penalties will be imposed!” This is a common and
career deadening mistake. Education policies ought instead to promote having
teachers present things they know well and love to teach, rather than policies that
force teachers to accommodate the wishes of a distant bureaucrat or curriculum
developer (Berliner 2013b).

Conclusion

We now understand that politicians and the governments they represent hold their
positions of influence through the manipulation of symbols. It has become com-
monplace, therefore, to discover that many of the acts of high-placed policy makers
are mere symbolism. Laws and policies are too often put in place not as serious
attempts to solve problems, but to placate constituents or gain political backing.
This explains the vigor with which new policies are announced, research evidence
ignored, and the lack of interest in assessing their eventual consequences. We too
often squander opportunity, time, and money on what is merely symbolic politics.
We need the courage to face reality, assess what needs to be done, and accept genu-
ine responsibility for improving our world when it does not work as we wish it to.
In a better world, the first role of governments and the first responsibility of the poli-
ticians and bureaucrats that staff them would be the welfare of the people who they
serve. In education, this is clearly not often the case. More openness and realism in
setting educational priorities, in monitoring educational programs, and in evaluating
their effects would make educational improvement in each nation much more likely.
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Chapter 5
The Development of Research on Small Class
Teaching in China

Beifei Dong and Lianghuan Lv

Abstract Small class teaching forms a part of the national curriculum and instruc-
tion reform system and is a bottom-up educational reform. It can help enrich the
achievements of instruction reform and accumulate the experience of how to pro-
mote equity of education. For more than 16 years, small class education has been
developing in the cities of the Yangtze River Delta Region, such as Shanghai,
Hangzhou, and Nanjing then spreading into the other coastal cities and economi-
cally developed areas and eventually into the less developed areas. Education poli-
cies, the population birth rate, the rapid development of urbanization, and other
factors lead to pressure on existing educational resources. Paying attention to the
“natural” small class in rural areas and giving support to the “active” small class in
developed cities are two of the most important measures for the sustainable devel-
opment of small class education. Home-based theoretical research on these devel-
opments is an important priority.

Keywords Small class teaching/education ¢ Development ® Solutions ¢ China

Introduction

“Small class teaching” (SCT) or “class size reduction” (CSR) as it is called in
European countries and the United States is referred to as “small class education”
(SCE) in China. In 1997 the campaign for “class size reduction” was first intro-
duced into Shanghai and then spread into the other coastal cities and economically
developed areas. In 2010, the Ministry of Education of the People’s Republic of
China issued the National Outline for Medium- and Long-Term Educational Reform
and Development (2010-2020), which stated that SCE was one of the most effective
ways to improve the quality of education. As a result, the pros and cons of small
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classes entered the public domain. However, nowadays, further development in
SCE faces delays due to other pressures on educational resources caused by govern-
ment policies, increased population, and urbanization.

The Effectiveness of Developments During the Past 16 Years

In 1996, rapid economic developments in Shanghai coincided with a decline in
enrollments in the primary schools from their peak. The Shanghai Education
Committee organized some schools into research groups to explore the feasibility
and effectiveness of SCE. In September 1997, ten primary schools (class size:
19-28 students) in Shanghai began with the first round of pilot research. They were
joined by Beijing (in 1997), Hangzhou (in 1998), Taiwan (in 1998), Anhui Province
(in 2000), Nanjing (in 2001), Guangzhou (in 2005), and Dalian and Hong Kong (in
2009) although Hong Kong had conducted a pilot evaluation from 2004 to 2008.

Developments at Different Stages

Between 1997 and 2013, the developments of SCE in China were initially centered
around the cities of the Yangtze River Delta Region, such as Shanghai, Hangzhou,
and Nanjing, before spreading into the other coastal cities and economically devel-
oped areas and then into the less developed areas. A systematic examination of the
SCE developments in the coastal cities and economically developed areas would
suggest that the research has passed through three stages: a pilot or trial stage, a
promotion stage, and more recently a stagnant stage.

In the case of Shanghai, for example, the determination of the research focus has
moved from the Municipal Department of Education to the District Department of
Education and then to the primary and middle schools at the basic level. However,
the research has gradually explored various themes in greater depth.

At the beginning of the trial stage, that is in 1997, only ten primary schools in
Shanghai participated in the research program, constituting 1.6% of the total num-
ber of primary schools. By 2000, that is, during the promotion period, there were
300 primary schools involved in the research, constituting 35.2% of the total num-
ber of primary schools. Eleven districts issued a set of standards governing the for-
mation of small classes and provided funding and facilities in support of these
experimental schools. By 2005, however, the number of experimental primary
schools had reduced to 281, as a result of closures and mergers, but they still consti-
tuted 44% of the total number of primary schools. In the same period, the number
of experimental junior middle schools rose to 66, however, constituting 19% of the
total number of such schools. The number of nine-year coherent style schools was
31, constituting 24% of this type of arrangement. Thus the SCE development
reached its peak around this time both in the number of the experimental schools
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Table 5.1 The characteristics of Shanghai SCE developments at different stages

Stages Time Research subjects Research topics?
Trial stage 1997 ~ | Shanghai Municipal Defining SCE, exploring class
1999 Education Commission, |arrangements, classroom settings, and

Municipal Pilot evaluating teaching.
Schools

Promotion 2000 ~ | District education Relating SCE to various teaching

stage 2005 bureaus approaches, regional promotion policies,
County education school management strategies and
bureaus monitoring the implementation of SCE in
Experimental schools junior middle schools.

Stagnant 2006~ Experimental schools School-based curriculum initiatives,

stage Some district education | cooperative teaching strategies,
bureaus professional development of teachers.
Some county education
bureaus

“In this present context, the use of the word “research” indicates that these “experimental” schools
engaged in joint activities with a view to developing common organizational and pedagogic strate-
gies, many based on shared craft knowledge, but some which were evidenced based. Thus in Hong
Kong a small class could only be formed if it contained at least 20 pupils and no more than 25.
Various teaching strategies designed to reduce the amount of teacher talk and direction, such as
group work and pair work were employed. [Editor]
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Fig. 5.1 Number of Shangai Primary Schools completing SCE in Grade 1

and in the amount of research. By 2006, however, the implementation of SCE had
moved to the stagnant stage, and by 2012, only one district in Shanghai had, despite
difficulties, succeeded in maintaining the previous research focus. The SCE devel-
opment in Shanghai thus experienced ups and downs, which were typically repre-
sentative of what was happening across the whole country. SCE development in the
other cities, such as Beijing, Hangzhou, and Nanjing, which also operated a research
focus in their small schools, all followed a similar pattern (Table 5.1 and Fig. 5.1).
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The Results of Practical Exploration

During the 16 years in which SCE has operated in China, much has been achieved.
A platform for exchanging and sharing ideas has been established, the equipment in
SCE classroom has been enriched, and innovative teaching strategies and tech-
niques have been employed.

Platform for Exchanging and Sharing Ideas

The main platform for exchanging and sharing ideas has consisted of regularly
organized seminars, such as the “SCE Seminar of Primary and Middle Schools in
the Yangtze River Delta Region” and the “SCE Teaching Conference in the Greater
China Region.” Permanent research institutions have been established, such as the
“Small Class Centre” at The Education University of Hong Kong, the “Small Class
Education Research Institute” in Nanjing, and the “Small Class Education Research
and Promotion Centre” in Dalian. Examples of the communication of ideas across
various media include the “Nanjing Small Class Education Network” and the maga-
zine Small Class Education in Dalian.

Classroom Setting

At the early stage of the SCE development, classrooms were typically equipped
with cabinets along the walls of the corridor or along the walls of the classroom. In
the classroom there were four functional areas, which were “the book corner” for
reading (students brought their own books from home to the classroom to lend to
their classmates, so that they could read after class), “the teacher’s corner” (usually
at the back of the classroom, where teachers could check students’ assignments,
make preparations for their classes, or sit in on pupils when in conversation), “the
corner for storing cleaning tools” (usually at the back of the classroom, where
brooms, waste baskets, etc., were stored), and “the equipment corner” (for storing
the equipment needed for sports activities) (Figs. 5.2 and 5.3).

More recently teachers have paid greater attention to the classroom setting and
the use of resources and equipment. For example, the arrangement of desks and
chairs is now viewed as teaching resources: students’ seating is flexible and can be
changed according to the type of teaching approach employed (e.g., group work/
class discussion). Shanghai Yangpu Primary School cooperates with East China
Normal University to do research on the SCE classroom setting based on Howard
Gardner’s (1983) theory of multi-intelligence. Classrooms have been rearranged
into different areas according to their functions. The front part in the classroom is
used for whole class teaching and the middle part for group study and cooperation.
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Fig. 5.2 The teacher’s
corner

Fig. 5.3 The corner for
storing cleaning tools

One corner is used for individual instruction, and the aisles are used both for pas-
sageways and reserved spaces for individual learning. The area for group study and
cooperation is the biggest, which is further divided into six sections in order to
implement the school-based curriculum, with sections for writing, for performance,
for visual arts, for discovery, for reading, and for media (Fig. 5.4).

Teaching Strategies and Methods

Cooperative learning and teaching according to students’ individual differences
have become the most frequently used teaching strategies in SCE. Teachers have
been developing common teaching strategies to match the teaching content with the
characteristics of students, and they have constructed a repertoire of “body lan-
guage” to reinforce the desired learning and behavior outcomes. For example, a
teacher might bend over the table when listening to students’ conversations. He or
she might touch a student on the head or pat a student on the shoulder to offer com-
fort and encouragement or give them the thumbs-up sign of approval. Teachers will
often use encouraging phrases such as “You are great. How observant you are! You
have made much more progress. I will learn from you,” when seeking to motivate a
particular student. These innovations in classroom settings and teaching strategies
distinguished SCE from the typical teacher that dominated whole class lesson; that
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is to say, teachers go out of their way to encourage greater student participation in
the learning.

Theoretical Research

We have reviewed the relevant Chinese papers which have been published in the
past 10 years regarding small class teaching. The majority of these articles concern
the use of SCT, mainly in western countries, especially in the United States involv-
ing the Tennessee “STAR” project (Finn and Achilles 1999). Other papers mainly
focus on the definitions, distinctions, and connotations of various SCE concepts.
Some research has been concerned with investigating the behaviors of teachers and
students in the SCE environment in order to reflect and improve on the present situ-
ation with regard to teaching and learning. One strand in this body of work has been
the impact on teachers’ workloads as a result of the switch to more active forms of
pupil participation.

A second approach consists of largely descriptive studies which chart the devel-
opment of SCE in the different regions of Mainland China. In the early stages of
SCE development, the Department of Education in some cities formulated different
regulations governing the nature and use of class size in SCE. In 2011, however, the
maximum number of pupils constituting a small class, as specified in the local
Medium- and Long-term Programs for Education Reform and Development, was
increased a little, as a consequence of various pressures such as the drift of the popu-
lation to the larger cities. Table 5.2 summarizes the latest position and shows that
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Table 5.2 The contrast between the SCE class size at the initial stage and that stated in the
medium- and long-term programs for education reform and development in the economically
developed cities

The relevant statements in the Medium- and
Class size at the Long-term Programs for Education Reform and

Cities initial stage Development in the economically developed cities

Shanghai® From 1997 onward, To create conditions to promote SCE (see Part 2 On
less than 30 students | Important Tasks).
in a class in primary
schools

Beijing® From 1997 onward, To implement SCT and create a good learning
in primary schools environment (see Chap. 2 On Elementary Education).
the average number
of students: 25

Hangzhou® From 1998 onward, By 2015, 50% of primary schools and 45% of junior
less than 32 students | middle schools will implement SCE.
in a class in primary | By 2020, almost all the schools in the stage of
schools compulsory education will implement SCE, with the

class size of less than 35 students in primary schools
and 40 in junior middle schools.

By 2020, most of the senior middle schools will
implement SCE (see Part 3 On the Task of
Development).

Nanjing* From 2001 onward, By 2015, in the stage of compulsory education, the
in primary schools number of students will be limited to less than 40 in
the average number junior middle schools and 35 in primary schools.
of students: 24 By 2020, the number of students will be limited to

less than 35 in junior middle schools and 30 in
primary schools, and almost all the schools in the
stage of compulsory education will implement SCE.
The number of students will be limited to less than
40 in senior middle schools and they will gradually
implement SCE (see Part 2 On the Development of
Education).

Dalian® From 2009 onward, To implement SCE gradually, with 35 students in
in primary schools each class in primary schools and 40 in junior middle
the average number schools.
of students: 25 The number of students will be limited to less than

45 in senior middle schools and some schools will
implement SCE (see Part 2 On the Task of
Development).

aShanghai Medium- and Long-term Programs for Education Reform and Development Work
Office. 2010. Shanghai Medium- and Long-term Programs for Education Reform and Development
(2010-2020). http://www.shedunews.com/web/template/ZCQGH201002/note.html

"Beijing Municipal Education Commission. 2010. Beijing Medium- and Long-term Programs for
Education Reform and Development (2010-2020). http://www.bjedu.gov.cn/publish/portal0/
tab103/info8680.htm

‘Hangzhou Education Bureau 2010. Hangzhou Medium- and Long-term Programs for Education
Reform and Development (2010-2020). http://www.docin.com/p-551705455.html

dProgram Office 2010. Nanjing Medium- and Long-term Programs for Education Reform and
Development (2010-2020). http://wenku.baidu.com/view/900506f5f90f76c661371ad3.html
*Dalian Municipal Education Commission. Dalian Medium- and Long-term Programs for
Education Reform and Development (2010-2020). http://www.docin.com/p-657260252.html
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there are no current proposals or measures to decrease or maintain the SCE class
size in the Medium- and Long-term Programs for Education Reform and
Development as promulgated by Beijing and Shanghai municipal governments.
These programs only propose “to implement SCT” in general terms, which indi-
cates that there are no specific plans for either city to decrease class size further
within the next 10 years. The other cities, such as Hangzhou, Nanjing, and Dalian,
plan to decrease class size gradually, but the planned class size for 2020 will be
larger than that at the beginning stage of SCE. For example, in Hangzhou the
planned class size was 35 students in 2012, but in 1998, there were only 32 students
in a small class. In Nanjing the planned class size was 30 (but in 2001, there were
only 24 students in a small class) and in Dalian the planned class size was 35 (but in
2009, there were only 25 students in a small class).

In June, 2002, the Ministry of Education issued the following categorization of
class size in primary and middle schools:

e Small class size: 25 or fewer students

e Comparatively small class size: 26 to 35 students

e Usual class size: 36 to 45 students

e Comparatively large class size: 46 to 55 students

e Large class size: 56 to 65 students

e Super large class size: more than 66 students (Li 2011)

The class size in the cities mentioned in the table therefore belongs to the cate-
gory of comparatively small class size (26 to 35 students per class) and is larger than
that stipulated by the Ministry of Education definition of “small.” This indicates that
these economically developed regions now face a severe challenge in maintaining
SCE development. Various policies, an increase in birth rates, and urbanization all
contribute to the shortage of educational resources available for developing SCE in
these economically developed areas and result in this increase in the numbers of
students within small classes.

The Bottleneck Resulting in Educational Policy Reform

In 2003 the General Office of the State Council required the local education com-
mittees to introduce 9-year compulsory education for the children of migrant work-
ers who had moved from rural areas to the cities. In order to implement this policy
of a balanced development in compulsory education, the local education depart-
ments enlarged the range for the minimum and maximum size of classes within the
above definitions of class types in order to allow these children of migrant families
to attend school. This made it difficult for the SCE in the economically developed
areas to continue in the same fashion as previously. The development of SCE in
those areas therefore encountered problems as a consequence of these bottlenecks
resulting from the change in state policy.
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High-Speed Development in Urbanization

As aresult of the above policy, linked to the rapid growth in economic development,
China experienced an “acceleration” period of urbanization around the time of the
millennium. In 1990, the urbanization rate was 26.2%, but by 2005, the rate had
risen to 43%. A large number of peasant workers went to look for job opportunities
in cities, which formed the population migration routes — from the countryside to
cities, from towns to cities, and from small cities to big cities. The end result was a
massive increase in the population in the economically well-developed cities, lead-
ing to increased pressure on existing educational resources as a result.

The Rebound in Birth Rate

Since 2006, the birth rate in China has been increasing year by year, and in 2009,
alone, more than 16 million babies were born. During this period the natural growth
rate of population rose to 5.0%, but a feature of this expansion has been that the
highest growth rates have occurred in the bigger cities. Thus, the natural growth rate
of population in super large cities, such as Beijing, Shanghai, and Tianjin, rose to
5.3%. The economically developed cities therefore had to cope with the peak of
student enrollment.

All three factors mentioned above (policy initiatives, urbanization, and popula-
tion increases) have led to increasing pressure on the available educational resources
and made it more and more difficult to implement SCE in these economically devel-
oped areas. In the final part of the chapter, we look at possible strategies and solu-
tions for overcoming these problems.

Strategies and Solutions to Present Difficulties

In the process of SCE development, there have always existed two kinds of small
classes in China. One is the so-called “natural’” small class, which is formed because
of naturally occurring factors such as the decline of birth rate and population migra-
tion; the other is the so-called “subjective” small class, which is formed when
schools or local authorities divide a large class into smaller ones.

Teachers in the former type of class tended to implement SCE passively, because
this kind of small class was a consequence of external factors outside of the control
of the school. This type of small class was characteristic of the beginning phase of
SCE and, at present, exists mainly in the countryside. Its typical features are the
continual decline of student enrollment and the shrinking scale of schools. According
to the Blue Paper on Education — China Education Development Report (2011), the
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number of students in the countryside has been falling markedly, so that the number
of small classes in many rural schools has been gradually rising.

The teachers with “subjective” small classes have implemented SCE actively;
that is to say, this kind of small class, which exists mainly in some coastal economi-
cally developed cities, is driven by internal motivation in pursuit of high education
quality. Paying close attention to the natural small classes, especially those rural
schools where the number of small classes has been rising, and supporting the active
small classes in urban areas are important considerations for China in any future
development of SCE.

The Value Consensus of SCE

No matter whether it is the passive small class or the active small class, the SCE
development is of unique and irreplaceable value to basic educational reform in
China because as Galton et al. (Galton et al. 2015) in the case of Hong Kong argue:

Putting into practice the principles associated with SCT will ensure that the barriers which
prevent pupils from flexing their thinking wings will be removed. This will allow them to
be happier, and more informed citizens of the future and will over time produce a more
creative, independent, socially responsible generation. (p159)

SCE is a part of the national curriculum and instruction reform system. Because
of its reduced numbers, SCE has two advantages that large class teaching lacks, that
is, the allocation of teaching time and the utilization of classroom space resources.
These advantages provide opportunities for SCE in China to refer to the advanced
educational theories and teaching strategies from western countries. For example,
students can be organized to carry out cooperative learning and autonomous learn-
ing. In smaller classes teachers can more easily engage in cooperative learning and
team teaching and attempt to put the theory which advocates integration, making
full use of individual differences, team and collective teaching into practice, whereas
it is difficult to engage in such activities in a class with an average number of 50 or
60 students. From this perspective, SCE provides a platform for researchers to
explore the recent advances in educational theory and put these theories into prac-
tice. Although such reforms focus mainly on the classroom, in fact, they have wider
implications for the comprehensive reform of the whole educational system as the
above quote from Galton et al. (2015) suggests.

From the philosophical perspective, the notion of equity should operate both
inside and outside the educational system. SCE facilitates the exploration of equity
inside the educational system, particularly the even distribution of interactions
between a teacher and all the students in the class. This can influence each person
present, based on their individual traits and styles, and can ultimately make a stu-
dent become the person he wants to be (Su 2008). For the basic education in con-
temporary China, the research on SCE theory and practice can not only enrich the
current curriculum reform movement but also accumulate experience in the promo-
tion of equity of education.
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The Implications of International Research

Research on the reduction of class size to improve teaching quality in western coun-
tries has been a source of reference and the focus of Chinese studies for more than
10 years, but the findings are not always relevant in the context of the problems
faced by the SCE in today’s China.

The international research on the reduction of class size to improve teaching
quality can be divided into two aspects. One is the study of the relationship between
SCT and students’ achievements, and the other is the study of the relationship
between SCT and students’ emotional attitudes. As for the former, there exists con-
siderable disagreement over the magnitude of the achievement effect, but greater
agreement that belonging to a small class improves students’ emotional attitudes.

It should be understood, however, that the contexts governing the implementa-
tion of SCT in the eastern and western countries are quite different. The United
States and the United Kingdom introduced SCT because of the increase of birth rate
and the public’s dissatisfaction with the quality of education (Blatchford 2003).
SCT in the western countries, to a great extent, is a kind of reaction to the needs of
society and a subjective change to achieve equity of education and therefore seeks
to build up a solid foundation in knowledge and materials, whereas, as has been
argued earlier in this chapter, the implementation of SCE in China is, to a large
degree, based on objective factors, an imitative education reform germinated by the
decline of birth rate. Most of the schools that took the lead in the implementation of
SCE were weak ones, which faced the crisis of closure because they could not enroll
sufficient new students. The decline of birth rate is therefore a root cause of the
implementation of SCE in China, but gives rise to the hidden problems of SCE
development as well. Obviously, the research in the western countries cannot pro-
vide a ready-made recipe to cope with these particular circumstances.

Even the mature ideas concerning the creation of classroom settings and the
adoption of certain teaching principles, as proposed in western countries, cannot be
transplanted directly into the Chinese SCE classrooms due to the differences in
political systems, social cultures, and economic foundations. In the late 1990s,
when China began to implement SCE, quite a few schools attempted to imitate and
transplanted American and British practice into the local classrooms. This simple
“transplantation” model was gradually abandoned as schools encountered many
“real-life” problems of implementation, and those involved began to reflect on how
to implement SCE according to the local situation. For example, the American and
British system employed a “class teacher” who was responsible for teaching most
of the curriculum including language and mathematics. In this “packet class” sys-
tem, the teachers who were responsible for teaching both Chinese language and
mathematics, as well as managing the class, met with the problem that they were
only trained to teach one of the two subjects and did not feel competent to teach the
other. The packet class system was therefore changed so that a teacher taught his or
her specialist subject to two classes (one teacher responsible for teaching either
Chinese language or mathematics and managing one class, while the partner teacher
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taught the other subject and managed the other class). The typical four-corner design
of the SCE classroom setting was also gradually modified and replaced by a design
plan which was more practical and allowed for individuality.

In practice, western ideas in developing and implementing SCT therefore pro-
vide a useful “backcloth” in the creation of a small class pedagogy to suit Chinese
teachers and students, but they cannot become a ready-made panacea for solving the
problems faced by SCE in China.

A Local Theoretical Construction for China

Research seeking to develop adequate theories and practices which are appropriate
to SCE in China must meet a number of conditions. First of all, research should be
done on the construction of SCE theory, and it should be a theory that can be put
into practice to teach effectively in comparatively small classes. SCE aims to pro-
mote equity of education and tries to teach in a democratic, equal, and fair way, and
therefore its need for the construction of a classroom culture and an appropriate
teaching theory surpasses that of the other educational reforms as a whole. The
construction of SCE theory must stand at a higher level with critical spirits and
cultural innovation consciousness.

Secondly, the accumulation of practical experience in Chinese SCE development
and the rich and vivid reality need to be regarded as the source of theoretical cre-
ation. The problems existing in the practice of SCE should be observed and exam-
ined from the perspectives of sociology, psychology, and cultural studies and be
coped with in a way based on the local context. The Chinese cultural characteristics
and the features of the times should be analyzed, and the nature, the value orienta-
tion, the classroom culture, and the teaching principles of SCE should be
interpreted.

Thirdly, with the development and improvement of the research on SCE theory,
it’s necessary to introduce the teaching principles of SCE theory into preservice
teacher education and in-service teacher training in order to improve teachers’
teaching quality.

SCE has been developing for more than 16 years in China. The track of develop-
ment shows that the implementation of SCE is a bottom-up educational reform, and
it builds upon a platform for exploring and putting into practice the advanced
educational theory of western countries. SCE can not only enrich the achievements
of curriculum reform in China but also accumulate experience to promote equity of
education. The current dilemma, that is, the shortage of educational resources, is an
inevitable wave of pain to promote equal access to education during the period of
social transition in China. And at the moment, top priority should therefore be given
to what is immediately achievable: the construction of an appropriate SCE theory
and the training of teachers.
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Chapter 6
Teacher Education and the University:
The Global Reform Imperative

Bob Moon

Abstract This chapter looks globally at the role of the university in teacher educa-
tion. Over the last hundred years, it is suggested, universities have become the main
provider and accreditor of teacher education programmes. This has significantly
improved the professional standing of teachers. Yet, paradoxically, the analysis sug-
gests, in many countries, public and political opinion has become highly critical of
the quality of the education and training provided. The reasons for this are dis-
cussed, and it is suggested that this is a consequence of underlying social pressures
that need to be understood if confidence in teacher education is to be regained. Five
directions for change are proposed: making the research role of the university stron-
ger and more explicit in teacher education, giving increased emphasis to the social
mission of teaching, ensuring that the teacher educator is to the fore in monitoring
the impact of social and economic change, radically reforming the content of teacher
education and positioning the university to act as a hub around which a regenerated
network model of teacher development can prosper.

Keywords Teacher education * Teacher professional development ¢ University role
in teacher education * Teacher social mission * Professional network ¢ New com-
munication technologies

In an important sense, the history of teacher education is a success story. Over the
last three centuries, and especially in the twentieth century, institutions of teacher
education, increasingly university based, expanded in all parts of the world.
Recognition of the importance of educating teachers has become a part of the policy
agenda for most national governments. The need to ‘qualify’ teachers is now widely
recognised and is an unquestioned assumption in most countries.! Teachers have

'There are some exceptions. In England, for example, government policy to establish ‘free’ unreg-
ulated schools in the period 2010-2015 also embraced rhetoric of freeing teachers from the need
for regulatory qualification.
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played an important role in the remarkable improvements in the range and quality
of schooling in many countries, South Korea, Singapore and the Shanghai region of
China providing three examples.?

Yet, despite the record over what the French would term ‘la longue durée’,
teacher education in the first decades of the twenty-first century has experienced
unrelenting criticism.

Arne Duncan, President Obama’s long-serving Secretary of Education, one of
the leading critics, has said:

By almost any standard, many if not most of the nation’s 1450 schools, colleges and depart-
ments of education are doing a mediocre job of preparing teachers for the realities of the
21st century classroom.

And Time magazine, one of the journals reporting the speech, was equally
forthright:

It was a damning but not unprecedented assessment of teacher colleges, which have long
been the stepchildren of the American university system and a frequent target of education
reformer’s scorn over the last quarter of a century. (Time, October 23, 2009)

In England, similar, perhaps even more strident political attacks have character-
ised debate over the last two decades. In 1990, Conservative government proposals
to give schools rather than universities the major say in teacher training were warmly
supported in The Times (June 11th):

Current teacher training courses lack rigour and are not up to university standards.

New regulations were put in place to require that four fifths of all teacher training
courses took place in schools, a move that was strongly supported by some right
wing think tanks (Lawler 1990). This debate has rumbled on for more than 20 years.
In 2013 the current minister argued strongly that ‘the best people to teach teachers
are teachers’, rather than, as he saw it, the prejudiced community of education pro-
fessors (reported in The Telegraph March 21st).

Concern about the quality of teacher education, however, goes well beyond the
developed world. Successive UNESCO global reports monitoring the progress to
secure a school place for every child by 2015 have called for the reform of a teacher
education and training system perceived as outdated, insufficiently practical and
failing to prepare teachers who, in developing countries, can be effective in the
classroom (UNESCO 2004, 2014).

In this chapter, I want to look more closely at the dichotomy between the world
of university-based teacher education and the public and political scrutiny it has and
is now undergoing. I want to suggest that we look beyond the politicisation of
teacher education and examine the deeper social pressures that are often overlooked
in the debates and controversies around teacher preparation and support. The teacher

2A major programme to raise the quality of London secondary schools, in the first decade of this
century, developed a ‘Chartered Teacher’ programme to give greater legitimacy to improvement
through professional development. Although successful in terms of the aims of the overall pro-
gramme (Brighouse 2007), the Charter approach has not been sustained.
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education community, now almost wholly based in universities, needs, I believe, to
be responsive to these pressures and map out a reform strategy that takes account of
social, political and professional unease. I will suggest the directions that these need
to take.

In doing this, it is important to stress that I am not thinking of any one national
system. There is now a strong global discourse around the education and training of
teachers. There are many interesting, usually localised, examples of new and inno-
vative practice that do address the issue of public confidence, and some of these I
will refer to. My main concern is with systemic change and at scale. To achieve this,
I think we need to rethink some of the ideas and assumptions that underpin present
practice. I want to look at general concepts, and to do this, I need to look first in
more detail at what I have termed the ‘success story’ of teacher education and the
problems that have arisen subsequently.

Formal provision for educating teachers, in Europe, goes back some way. Jean-
Baptiste de La Salle established the first French ‘école normale’ in Reims at the end
of the seventeenth century (Johnson 1968) and the first German seminary for teach-
ers was set up in Gotha in 1698 (Neather 1993). In England the first teacher training
college was established in Southwark, London, in 1798. Nearly 40 years later, the
first teacher training ‘normal school”’ in the USA was set up by Cyrus Peirce in
Lexington (Provenso 2011).

These institutions focused almost wholly on preparing teachers for the elemen-
tary or primary phases of schooling. As primary education expanded, becoming
universal in most parts of Europe by the end of the nineteenth century, so the institu-
tions of teacher education proliferated. These were single-purpose institutions with,
in some countries, strong links to the church. By the early years of the twentieth
century, such institutions were educating very large numbers of teachers for the
rapidly newly created mass education systems.

The origins of teacher education are, therefore, unlike professions such as medi-
cine or law, outside the academy or university. This was to change through the
twentieth century. What one commentator (Neave 1992) has termed the ‘universiti-
sation’ of teacher education began to take hold.

The incorporation of teacher training into the university sector proceeded at dif-
ferent rates from country to country. In the USA the move took place primarily in
the 1930s, in England in the 1970s, in France in the 1990s and in South Africa in the
first decade of the present century. Other countries moved at varied time scales, but
in most parts of the world today, teacher education is either provided by universities
or accredited by universities as primary teacher education became incorporated, so
the pressure to provide teacher education for secondary teachers increased, and it
became increasingly recognised that a subject degree was insufficient for entry into
teaching. One, sometimes two, year of pedagogic preparation for pre-service
courses quickly became the norm.

The involvement of the university in teacher education has had important conse-
quences. The increasing number of primary teachers educated to degree level con-
tributed to the rising status of the primary sector. The universities, for the most part,
guarded closely an academic freedom and autonomy that, initially at least, protected
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teacher education from government intervention or regulation. Good primary and
secondary teachers could aspire to a university lectureship, something unheard of
before.

Over the last 25 years, however, the role of the university and the practices of the
university in teacher education and training have come under relentless scrutiny. I
have referred to the concerns in the USA and England and in the developing world.
The examples proliferate.

In France the Sarkozy government in the first decade of this century set about
abolishing the equivalent of university departments of education (the Institut
Universitaire de Formation des Maitres-IUFM) and moving teacher education into
the subject departments of the universities (Lapostelle and Chevaillier 2011). A
study for UNESCO found that the vast majority of European countries had intro-
duced regulatory or legislative reform to improve the quality of teachers (Moon
2003). In Australia there have been numerous governmental and state reviews of
teacher education. The Ramsey Report for New South Wales (Ramsey 2000) pressed
the need:

To align teacher education with the needs of our times: in too many current instances this
seemed not to be the case. (p.24)

And suggested that:

The current way of conceptualising teacher education reflects a traditional adherence to
discipline areas, and precludes the involvement of multi skilled educators in the school
environment...the current paradigm for thinking about teacher preparation programs is out-
dated and has been over-taken by changes to work patterns and practices. ( p.24)

The report looked at the position of teacher education within the university:

Teacher education is less connected to the other disciplines in universities than it has ever
been. In the very period when the university disciplines should have engaged with teacher
education, they have distanced themselves from it as much as teacher education has from
them. Equally, teacher education in the State’s (New South Wales) universities does not
generally operate within models that make strong connections with schools. (p. 25)

If we are to understand the situation of teacher education today and if we are to
set out proposals for repositioning and reform, then it is necessary to examine the
origins of this sort of disquiet. How did a system of teacher education that, for most
of the twentieth century had gone unchallenged, gain such critical political attention
and, in some countries, acquire such notoriety?

It is important to remember that criticism has come from across the political
spectrum, Democrats as well as Republicans and Socialist as well as Conservative
parties. The concern represents something more than party politics.

I believe that the worry about teacher education is part of a wider social unease
about the quality and effectiveness of schools generally. In Europe, North America
and Australasia, and increasingly in developing countries, concern about achieve-
ment in schools is a major political issue. It is not only a national achievement
overall, as judged, for example, by international tables such as PISA but also the
inequalities of achievement within countries that is creating unease. These doubts
are expressed across the political spectrum.
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I think that the concern about teacher education is, in no small measure, a conse-
quence of the progress made in education. Over the last 50 years, larger proportions
of the populations than ever before, in most developed countries, are achieving edu-
cational success. In the UK, over 40% of the population go on to higher education
compared to less than 10% in the middle of the last century. In South Korea, the
proportion of young people entering the university has just topped 80%. In France
the same proportion pass the secondary school leaving baccalaureate.

These improvements have led to many more educated parents who, implicitly or
explicitly, know the social and economic importance of education for their children.
It is unsurprising, therefore, that a less deferential more abrasive approach to the
quality of schooling has come to characterise our social institutions. Parents are
prepared to be critical of schools and teachers. Where politicians take up the stan-
dards issue, they are plugging into a deep source of parental worry. This is not
confined to the richer nations. A report by The Nelson Mandela Foundation in South
Africa, aptly titled ‘Emerging Voices’ (Nelson Mandela Foundation 2005), provides
vivid testimony of the disquiet of parents about the quality of teachers. And on
YouTube, you can watch demonstrations by parents and children about the quality
of their teachers in places as far apart as India and Mexico. Is it any wonder that
teacher education becomes a central feature in this broader picture?

Political scrutiny and attacks on teacher education also reflect the ambiguous
status of teacher education within the university. One perceptive commentator in
England (Hencke 1978) has part of the explanation for this:

Teacher training began in 1798 in Southwark, a slum district of London. That Southwark
rather than Oxford or Cambridge was the home of teacher training explains many of the
problems facing teacher educators’ today...unlike theology, medicine or law it has no his-
toric claim to a university tradition of academic excellence or respectability. It has more in
common with medieval craft guilds, whose apprenticeship system preceded modern techni-
cal education. (p. 13)

I'have already referred to Arne Duncan’s views on teacher education and training
in the USA. Critiques go back some way. The much quoted report of the Holmes
Group (Holmes Group 1995) on Schools of Education in the USA presents a damn-
ing indictment of teacher educators who, in the unsuccessful quest for status and
legitimacy in the academic community, became cut-off from their central mission,
the world of schools and the work of teachers.

I think it is worth dwelling on the teacher educators’ ‘quest for legitimacy’
because I believe this to be one of the major fault lines of the present structure of
teacher education. As teacher education institutions became part of the universities,
the staff who made the transition had to adjust to new systems of status and reward.
Research and scholarship had much higher visibility than in the teacher training
colleges or colleges of education that existed formerly. The ‘practical’ work of
preparing teachers for the classroom sat uneasily with prevailing norms. Although
doctors, lawyers and architects embraced ‘the practical’, there was less of a percep-
tion that this was necessary in teaching.
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Given this context, teacher educator legitimacy was sought more easily in the
social sciences, particularly sociology. The bourgeoning development of the sociol-
ogy of education followed the influx of teacher educators into the universities. The
social sciences, to which many teacher educators were drawn, were not primarily
focused on practical and professional work. I say this with no criticism but it did
mean that teacher education began to acquire a reputation for overly theoretical
courses unrelated to the real world of teaching.

There are consequences from this. The quest for legitimacy has only been par-
tially successful. Teacher education has remained the poor relation in many parts of
higher education. The practice of teaching has struggled to gain legitimacy. In
England tutoring on the Postgraduate Certificate of Education (PGCE) programmes
is often outsourced to temporary lecturers on short-term contracts. In the USA, most
of the Schools of Education in the leading universities do no teacher preparation. It
is unsurprising, therefore that, as many teacher educators move away from the
‘practical’, so they expose themselves to the criticism of being out of touch or too
concerned with theory. The practical component of teacher education has repeatedly
come under criticism for lacking articulation with other course components (a situ-
ation unthinkable in medicine), and in many education courses across the world, the
practicum takes up only a small component of time.

The gap between teacher educators and schools continues to be significant. In
many countries, teacher educators, as the Australian review suggests, have failed to
establish a support base either within the schools or within the wider university
academic community. Into this vacuum, governments have been regulating and leg-
islating independent of the teacher education community within the university. For
the most part, these interventions have championed practical skills, competences
and performance-orientated modes of teacher education and training. The universi-
ties, often outside this discourse, have been unable to establish an alternative capa-
ble of convincing political opinion.

In some contexts, it is true, the teacher educator community has sought to medi-
ate between the governmental and university perception of the teacher education
curriculum. In England,? for example, where the stand differences between govern-
ment and teacher educator have been especially acute, some universities sought to
anticipate concern with a more practically focused approach to education and train-
ing. As a young head teacher in Oxford, I was involved in the school-based model
developed by Harry Judge and colleagues at the University Department of Education,
the Oxford internship scheme, modelled, as the name implies, on approaches to
medical education. Few universities followed this approach until required to do so
by government regulation. And regulation in turn created an ideological battlefield
between those advocating craft skills and competence (governments) and others
(teacher educators) advocating a more rounded education embracing a grounding in
theory as well as practice (and sometimes incongruously appearing to oppose the
idea of competence).

3The UK has four education systems, England, Northern Ireland, Scotland and Wales. The fierce
political debates about teacher education have been almost wholly confined to England.
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Let me, therefore, summarise this discussion before moving to suggest how con-
temporary problems could be addressed.

First, the universities have played a pivotal role in raising the status and ambi-
tions of teacher education. This has been especially true for primary teachers and for
secondary teachers who had previously been trained outside the university (e.g.,
physical education teachers). In most countries, the university maintains a strong
involvement in the teacher education process.

Many departments of education in universities have, however, become increas-
ingly isolated from schools. And the links with other disciplines within the universi-
ties are weak. The curriculum of teacher education has been strongly influenced by
ideas and concepts from the social sciences, and this has laid university departments
open to the criticism of being overly theoretical and lacking in engagement with the
practice of teachers. As a consequence, often quite instrumental skill-based and
competence-/performance-orientated regulatory frameworks have been prescribed
by governments and government agencies.

So what to do?

System change can be a slow process. More than one commentator has pointed
to the conservatism around teacher education (Hargreaves 1990). In this chapter, I
am seeking to identify directions for change at a systemic level where inbuilt resis-
tance to change is often very apparent. I think in most, if not all, countries there is
an urgent need for reform, but despite the setting up of interesting projects and
experimentation, systems have been slow to evolve.

It follows from my analysis that, I believe, it is necessary to reform the attitudes
and positioning of the teacher education community. The public concerns about
teacher quality will not disappear. There is validity in these perceptions, present in
many countries that cannot be ignored. Inequalities of learner achievement must be
addressed and teacher educators have a key role in this. Overall levels of achieve-
ment, particularly in developing world countries, are a concern, and teacher educa-
tion again ought to be in the forefront of meeting this challenge. Improving the
quality of teaching through better education must be, in these contexts, a key strate-
gic objective. I think the teacher educator community needs to be more cognisant of
this.

In the UK, there is now an attempt at accommodation between the different,
often competing, stakeholders led by the British Educational Research Association
(BERA 2014). BERA launched a major inquiry into teacher education in 2012. The
preliminary findings take a critical, but non-partisan approach:

There is strong evidence that teachers and teacher educators need to engage with research,
in the sense of keeping up to date with the latest development in their academic subjects and
on effective instructional techniques to inform their pedagogical content knowledge...
Looking across the UK, it is evident that although there are pockets of excellent practice in
teacher education, there is as not yet a coherent and systematic approach from the beginning
of teacher training (see footnotes) that is sustained throughout a teachers working lives... It
follows that there is an urgent need for all stakeholders (Government, national agencies,
schools, universities and teacher organisations) to work together to create a national strat-
egy for teacher education and professional learning. (p 8)
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There are many countries around the world where the rebuilding of trust will
require processes such as this. That may take some time. Teacher educators within
the university do, however, retain significant room for manoeuvre. I want to identify
five areas where I believe a change of positioning could work in favour of building
greater confidence in the teacher education process.

The first draws on ideas from the BERA inquiry. Teacher education needs to
promote and profit from the findings of research. It is not clear to me that the public
perception of teaching includes such a research dimension. It should. I think it is
important to make evidence and research more explicit in teacher preparation and
development programmes. And there is a need for research, which, whilst having
strong foundations in conceptual and theoretical ideas, also has strong relevance to
practice. Lawrence Stenhouses’s concept of the teacher as researcher (Stenhouse
1983) remains powerful through action and activity-based research networks, but
few teachers engage in these. If we think of the teacher, and trainee teacher, as the
‘consumer’ of research, with a much stronger role for the teacher educator as the
mediator between research and practice, then I believe the relevance of research in
professional life will become more apparent.

The idea of the teacher educator as ‘research champion’ could also help lengthen
teacher and institutional memory around research findings. The teaching profession
can too easily forget some rather important evidence. As I wrote this chapter, I heard
on the radio a government minister talking about the problems of children transi-
tioning from primary to secondary schools and falling back in some subjects. It was
presented as a new finding. Nearly 40 years ago, Maurice Galton, to whom this
book is dedicated, made this finding very clear through the ORACLE research pro-
gramme (Galton and Hargreaves 2002). How has that been forgotten? Why does the
research need to be carried out all over again? Is there not a need to develop a pro-
gression in research that is shared by teachers? It seems to me that medicine is much
more cumulative in the way research moves forward. And in law ‘case law’ is a
building block of professional practice.

The second direction of reform relates to values. I use the term values in a gen-
eral sense wary of the scrutiny of the philosophers of education. A concern with
values might be seen as something of a hostage to fortune, particularly in those
countries where the polarisation of theory and practice has acquired a political
dimension, but for me, this is arguably my most important point.

Teaching, from the earliest times, has been understood as a vocation with a
strong sense of social mission. This was true in missionary schools, and it was
equally true of the reformers who introduced universal primary education to Europe
at the end of the nineteenth century. Today, however, in the developed and develop-
ing world, the sense of social mission is more muted. I have just been reading a
fascinating and rigorous analysis of the role of teachers in South Africa (James
2014) that demonstrates just how ambiguously teachers perceive their role in rela-
tion to social purposes such as combating disadvantage.

Yet, by almost any definition of the purposes of education and schooling, the role
of the teacher, the process of pedagogy, must be social as well as educational (Leach
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and Moon 2008). Creating the means for children to learn is a process that enfran-
chises the individual within our complex social structures. Pedagogy is emancipa-
tory. Those children, who for one reason or another are disadvantaged in being able
to seek such capabilities and thus personal autonomy and freedoms, are even more
dependent on the school and teacher’s sense of social mission. In the large scale
state education systems of the world and even in some small scale private ones,
providing equitable teaching and learning opportunities is at the core of the teach-
er’s task.

I would like to see a more public articulation of the social role of the teacher
placed at the core of teacher education. This would have to be done fairly and with
a sense of humble enquiry rather than ideological determinism. In fulfilling their
social mission, teachers need to become expert in the learning process, they need to
acquire the latest evidence about barriers to learning, and they need at all times to
be seeking to change pedagogy (and all the systems that support good pedagogic
practice) to better address the social challenges faced by most schools.

In 2013 Vicky Colbert won the World Innovation Summit for Education (WISE)
prize for an outstanding contribution to education. She founded and directs the
Escuela Nueva schools movement in Colombia. The schools that espouse child-
centred active learning and educate five million children have spread across Latin
America and other parts of the world. On receiving the award, in a question and
answer session, she was asked about how Escuela Nueva teachers were educated,
and what professional development they received? In a rather apologetic way, she
said that in no country had they found the existing systems of teacher education able
to respond to Escuela Nueva needs. They had, therefore, established their own inde-
pendent structures for teacher education. The Escuela Nueva schools are clearly
inspirational. They make up a school system that is built on the traditions of
Montessori, Freire and others but is unable to source inspiration from the teacher
education communities in which they work.

Economic and social structures in the developed and developing world appear to
be creating fault lines that continue, sometimes in ways more extreme than previ-
ously, to render even more important the social mission of teaching. This ought to
be at the core of teacher education and the university could have a vital role in
establishing such a universal principle.

My third point follows from the first. If teachers are to engage with the notion of
social mission, they will need to understand the processes of social change. The
university is well placed to be monitoring the processes of social and economic
change and mediating these to inform the work that teachers do. I suspect this rarely
happens in current teacher education programmes.

Will Hutton a journalist and chairman of the Work Foundation sees technological
change as having immediate and profound effects on work and social life:

As the battle for the shape of society unfolds over the next five years, the work force will
change irrevocably. The importance of hard and soft skills will become even more obvious,
as will the rise of cognitive and geographic inequality. (for a fuller discussion see www.
futurehistorynow.og )
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A view that the Australian review (Ramsey 2000) gave some consideration to:

Teacher education needs to equip future and current teachers with much greater awareness
about and knowledge of the rapidly changing nature of work and the expectations which
employers now have of education systems and schools...the traditional approach to teacher
education no doubt provides teachers with the necessary skills to facilitate and manage the
learning process in the classroom ...however, it does little to provide teachers with any
practical knowledge of the modern and changing society they are preparing students for.
(p-21)

Teachers and schools always seem to be playing catch up to changes such as
these. I am not sure it features on the agenda of teacher education. Teacher educa-
tors, for example, have been slow to embrace the new information and communica-
tion technologies (Bingimlas 2009). Positioning teacher education to be aware of,
and monitoring, the sorts of changes Hutton refers to, especially the concept of
cognitive inequality, would be part of the attitudinal change that needs to be brought
to teacher education.

My fourth point relates to the content of teacher education programmes. Here I
want to be rather bold in saying that too much of teacher education is, to put it
frankly, far too boring. Educating someone to become a teacher, the noble profes-
sion as I recently heard it called by a Congolese educator in Kinshasa, is a fascinat-
ing and almost sacred task. How do we manage to make it so uninteresting? I
recently sat in on a lecture on active learning where, for an hour, the only person
talking was the lecturer. That might be rather extreme but it is not unique.

I think part of the problem is the way too much teacher education is separated
from practice. I remember a teacher education upgrading programme at the
University of Fort Hare in the eastern province of South Africa where the course
director insisted that no content would be ‘admitted’ unless there was a clear and
explicit link to show the relevance to practice. This seems a powerful strategy and
one that could be used in all contexts. If the relevance to practice can be made
explicit, then the political impatience with theory could be obviated. New teachers
should be experts in learning theory but rarely are. New teachers should understand
the latest ideas about brain science and be able to debunk some of the myths around
intelligence that have pervaded teaching and learning cultures. The fascinating story
of our minds and learning should be a lifetime interest for all teachers (Leach and
Moon 2008).

Content also extends to teacher professional development. In most parts of the
world, the university has a weak presence in this crucial area. In part this is because
the structures and mechanisms to facilitate this are not in place (see my fifth point
below), but it also reflects the attitudinal divide between schools and universities. In
general terms, the evidence suggests that most programmes of teacher professional
development are uncoordinated and lacking coherence and intellectual rigour. These
findings are consistent across the developed and developing world (McCormick
2010a; Westbrook et al. 2012). Yet we also have good knowledge about what makes
for good professional development (Cordingley 2013), namely:
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» The deployment of specialist advisers and experts to support teachers.

* Ensuring peer support and a collaborative approach.

» Respecting the evidence of what works.

* Ensuring that prevailing assumptions and practices are challenged.

* The regular observation of practice in all aspects of professional development.

The university teacher educator should have expertise in respect of all these pro-
cesses. If teacher educators could conceive of a role that embraces ongoing school
improvement linked to professional development, then the status of teacher educa-
tion would be enhanced within and outside the university. There are examples of
this. The British Curriculum Association, for example, working with BERA gives
an annual prize for university-school collaboration, which, in 2013, was won by The
University of Glasgow and a cluster of local Scottish schools.

The university could also take a role, perhaps the lead role, in capturing teacher
professional development experience through the application of portfolios or pro-
files. Other professions have been able to do this. Despite innumerable projects and
pilots, it is difficult for teacher education to identify anywhere in the world such an
approach has been sustained and adopted at system level.*

There is significant potential within the universities for enriching the content of
teacher professional development. Most subject academics, for example, have little
contact with schools. As more and more young people move from school to univer-
sity, the links between teachers and subject academics need strengthening. Subject
specialists in secondary schools or colleges could spend some time in a university
academic as a visiting teacher. We make much of the need to ensure a smooth transi-
tion between primary and secondary schools but give little, if any, attention to the
school to university transition.

The teacher educator could have an important role as the broker in such a pro-
cess. There is now good evidence, I think of the influence of people like Lee
Shulman in the USA, that good subject knowledge is crucial to effective teaching in
all phases of education. We need teachers who are motivated or even ‘fired up’ by
new understandings of subject knowledge and the ways this knowledge is trans-
posed through pedagogy into effective learning and teaching (Shulman 2004).

My research team has explored the nature of teacher professional knowledge and
the role of subject knowledge in some detail (Banks et al. 1999; Leach and Moon
2008)). In our work with teachers, in many different parts of the world, we have
seen how motivated and engaged teachers become in making the links between
subject knowledge and pedagogic practices.

*It is interesting in using the phrase ‘teacher training’ in the conclusions of the BERA report. The
English language, unlike some other languages, makes this distinction, which has sometimes
defined the debates around teacher preparation with the ‘trainers’ on one side and the ‘educators’,
the other. The Conservative government in the early 1990s set up a Teacher Training Agency to
oversee the universities much to the irritation of some teacher educators. However, the two words
are defined it would seem to me that both have a role to play in developing programmes, as the
BERA document recognises.
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One leading primary school head addressed this issue more than 20 years ago.
He asked the question ‘how far we can trust teacher — trainers.... in the important
task of managing change in pedagogical theory and practice?” And he went on to
argue that the successful adoption of new methods would create trust and a ‘grow-
ing professional status’ for teachers (Winckley 1989). Twenty-five years on these
assertions continues to be pertinent for teacher education.

My fifth direction for change would be in rethinking the relationship between the
university, university departments of education and schools. In initial training, this
would involve significantly extending the practicum and making it central to the
education and training experience. In a few countries, Finland, for example, there is
a long tradition of school involvement in the pre-service phase, but in many con-
texts, the practicum is a ‘bolt on’ to the curriculum of initial education and training.
In recent years, I have spent a great deal of time working across sub-Saharan Africa
where, in many countries, the undervaluing of the practical component in courses is
particularly acute (UNESCO 2004, 2014), but this is a systemic issue in all parts of
the world. It is inconceivable in other professions that trainee students would sit for
years in lecture rooms without any observational and practical experience. Why
should teacher education be any different?

The rethinking around the practicum of the pre-service phase should extend to
teacher continuing professional development. The university today is hardly visible
to the teacher in school or college. I think, as I suggested in my fourth point, that we
should be forging much stronger links that legitimate the teacher’s intimate relation-
ship with the academy. We need to think about extending higher-level postgraduate
qualifications to a much greater proportion of the teaching profession than is the
case today. In many countries, the numbers of teachers enrolling on master level
degrees are dropping (Ramsey 2000). It will be impossible to achieve this through
the traditional route of seconding teachers out of the school ‘to’ the university. We
need solutions at scale through new forms of school-based teacher education (Moon
2013). The communication technologies now available offer radical opportunities
for creative and innovative approaches, and some universities are beginning to
exploit the potential. The Harvard WIDE World is one example and can be viewed
at www.learnweb.harvard.edu.

Most important for me in the rethinking process is, as I suggested above, the
need to develop much stronger links between the wider academy and teachers.
Networks bringing together university academics and teachers are few and far
between. They should become the norm. There has been a growing interest in the
power of networks in the research discourse around education (McCormick 2010b)
with little practical applications to show for it. The university department of educa-
tion has the position and potential to provide the brokerage to achieve this. It would
be a significant way of ending teacher education isolation within the academy. We
have the technology to link teachers to cutting edge work in all the subject disci-
plines and to those other disciplines that can inform educational practice.

The university, especially the Department of Education, should be the hub around
which networks of cooperation and advancement could be built. Networks involve
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Fig. 6.1 The university as the hub of teacher education

two ways, multiway processes and the linkage of universities with teachers repre-
senting a fascinating structural and content challenge.

Figure 6.1 illustrates diagrammatically how this might look. In moving towards
a more extensive, school-based programme of teacher education, I am not suggest-
ing a diminution of the role of the university, rather the reverse. The university
becomes the resource centre, the animator of a range of teacher education opportu-
nities more varied, richer and relevant than anything teachers have had available
before.

I would envisage clusters of local schools and teachers acting as sites, as I term
it in the diagram, of professional learning. Each site would be networked within
itself, with other sites and with the university, providing the hub through which the
networks are sustained and nurtured. Some of these might be physical resources,
experts, for example, but many would be sourced through the sorts of networks now
afforded by communication technologies. Many people now know that in visiting a
doctor or specialist, there might well be reference to online resources and advice. A
few years back, I remember this as disconcerting. Surely he or she should have such
knowledge at their fingertips? Today it is commonplace. Teachers now make exten-
sive use of the web in their work, but usually in a private way. I think much would
be gained by creating the networks that would make this a more public and collab-
orative experience. Such networks are beginning to appear although rarely with any
part of the university at the centre of the activity.

The aim of this chapter has been to raise questions against which teacher educa-
tors, working in different countries and contexts, could examine their own policies
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and practices. Let me, in conclusion, suggest and select just five that could be asked
in any university.

To what extent does the research of this university, and our knowledge of research
elsewhere, feature explicitly in our teacher preparation and teacher professional
development programmes? Do we address the idea of the teacher’s social mission
through these programmes? Are we, as teacher educators, aware of the changing
social and economic forces that are, and will, impacted on the task of the teachers
we work alongside? How motivating is the content of our programmes, and are we
inspiring a lifelong interest in this content amongst teachers? And finally, how net-
worked into local schools are we and how accessible is the wider academic com-
munity of the university to teachers?

There are other questions that my analysis raises. I believe strongly that schools
and colleges gain greatly by working closely with universities. But I also believe
that the standing of teacher education within the university and in public and politi-
cal perception will be greatly enhanced where deep-rooted forms of partnership and
cooperation can be created.
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