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Introduction

Schools are given a variety of labels. "Good" schools, "failing"
schools ; "open" schools, "beached" schools ; effective schools,
efficient schools. Each one of the labels reflects an ideology, a
set of beliefs about what schools are for and how they can best
be organised so as to achieve these purposes. As we approach
the end of the twentieth century, schools are at the centre of a.
whole series of struggles about what counts as legitimate
goals and what is accepted as appropriate methods.
Increasingly, school quality is bemg defined in terms of a
market environment. Good schools satisfy customers'
expectations; effective schools meet the performance
standards required by the state and the economy; and
effective schools conform to contracts specified by those who
fund or manage them.

In this book, the chosen theme is the democratic school - or,
more precisely, the democratisation of school processes. And
behind this selection lies a confidence in the power of the
concept. Democratisation is about dealing with differences -
differences in the visions and wants that inspire us,

‘differences in the abilities and the resources we possess to
‘reach towards such goals and differences in what we know

and understand. As such, the concept provides a firm basis for
concocting a strong antidote to the norms, standards and
uniformity of the application of market logic to educational
analysis and policy-making. By pointing the spot-light directly
upon the differences between people and groups and how
these are both something one has to deal with in some way or
other and something which provides possibilities for really
fruitful, creative life-chances, it keeps on forcing open the
debate about how to define the 'three Es' of market principles
in education - economy, efficiency and effectiveness. It is a

‘basis for resistance.

The concept, however, has a more particular power.
Fundamentally, democratisation is a force and a vehicle for
school improvement and for. educational change. There is
already, of course, plenty of educational change about these
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days. However, democratisation has the singular advantage
of being a change agency in which moral or ethical
suppositions and defences are visible and unavoidable. If, as is

unpacked more fully in the chapters that follow,

democratisation is about building-up frameworks for
everyday life in schools and society, frameworks for the
reaching of agreements on how to face and on how to handle
the differences between individuals and groups, certain
properties emerge. The search to reconcile differences is a
catalyst to originality, it inspires the discovery of new ways
to act so as to accommodate variety. As a built-in regulator,
these voyages of discovery, to pass the test of mutually-
agreed deals, have to be navigated in a way in which it is
demonstrated just whose interest is being served by a
particular "solution” and why that is the case.

Democratisation is about dialogue. Handling differences in
a way which is meaningful to all those implicated is
impossible without dialogue. Dialogues about how we define
our worlds; dialogues about how want we want to do is
important ; dialogues about possible strategies for action ;
dialogues about the possible consequences of our actions.

Dlalogue is an important concept in this book. It is seen as
central in school democratisation. It is also perceived as the
real bridging notion which links research in schools to taking
action within them. It seems to us that if outsiders and
insiders in schools, if researchers and teachers or policy-
makers and practitioners, are going to get together in ways
which will progressively transform the process of schooling,
then not only will they need strong networks for talking to
each other but also a set of principles that regulates these
dialogues in a mutually acceptable way. In this book, we
suggest that democratic action research satisfies both these
demands. :

The book is itself something of a dialogue, a conversation
between the authors and the readers. We have quite
deliberately avoided a more traditional "academic” style - in

-which reference to influential texts, supporting quotation and

linkages with mainstream theoretical debates. are heavily
sign-posted. This is not because the ideas developed in the
discussion are outside the influence of others. Quite the
reverse, and .in the bibliography we acknowledge the
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considerable influence of those other writers who have
shaped our thinking. Our intention through-out, however,
" has been to try to produce a text which reads like a
conversation, atext which speaks directly to the reader. To
help achieve this ambition, we have also used a rather
unusual style to report or reference the democratic action
research projects from which the present manuscript has
- evolved. We have selected "stories"- from ~our project
experiences to illustrate our ideas and argumentation - rather
than to serve as some kind of "evidence" - stories which depict .
the case. '

The first chapter of this book is about ways of getting into
social conversations . - about how we might make dialogues
between teachers and pupils, between researchers and
teachers, between readers and writers, more fruitful. It is
about making an entrance. We hope you enjoy it and feel part -
of it.
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Chapter One
Entrances

Getting Started: Long-term Goals and
‘Short-term Strategies.

These days, a great deal of money, t1me and energy is spent on
change and innovation in education. New Curricula are de-
vised and installed and fresh programmes are set up for
teachers’ work and for school development. Committees and
boards are put into place with the explicit intention of secur-
ing an increase in the quality of education. The necessity and
desirability of the quest for better quality in educational and
school life seems to be beyond legitimate dispute.

However, it is our impression that many of the recent ini- .
‘tiatives undertaken as part of this search for an increase in the
effectiveness of schools and in the development of the quality
of schooling will not necessarily serve the long term aims of
education unless we take seriously the inventive cultural and
societal task of the teacher and of the school system - to foster
" a democratic culture through education.
' That’s a pretty big ambition! Whilst it is likely that few peo-
ple would want to disagree with it as a broad social goal,
there are also many who would admit to being overwhelmed
at the prospect of selecting precise strategies through which
we could be confident of achieving such a dream. Certainly,
~we don’t want to claim any special status or privileged vision.
with respect to either of these endeavours. But, if we reflect
for a moment on some of the problematic, associated with this
ambition, if we' try to unpack some of the basic assumptions
and challenges that are contained within this deceptively
simple little slogan ‘to foster a democratic culture through ed-
ucation’, we do believe that we can, at least, begin to give
some basic idea of what this book is all about. For us, the fol-
lowing reflections on the slogan seem particularly pertinent:
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What should we take a democratic culture to mean and in
what sense is it something worth. striving towards, some-
thing worth chasing? An ethlcal question.

What has schooling -got to do with culture and, equally,
what has it got to do with efforts to reform or reshape that’
culture? An analytical and an ethical question. |

And what does it mean to ‘foster’ educational and social
development? What strategies are suitable and available
for this? Who influences and gives direction to such efforts?
What tools do we need - to foster’ change in a manner that
is consistent with the longer-term goals of cultural inven-.
tion and re-construction? Ethical, analytlcal and methodo-
logical questions. :

Before we get too caught-up in complex theoretical debate -
which is somethmg we will strive to keep to a minimum in this
chapter and in those which follow - let us consider a case. The
case of the story of a small project in one fairly small school. It
is not, at first glance, particularly exciting case - in the sense
that it signals new possibilities or startlingly original ap-

" proaches to educational development. We begin with this

story simply because it is a case which permits us to enter a
discussion of some of the ethical, analytical and methodologi-
cal issues set-out above and to consider the question of
‘making entrances’ in democratic action-research as a way of
thinking and of working.

- Case study One: The island Bornholm From

cliffs to conditions of life

Introduction

The reader should imagine a school with a problem. In the
Third class of the school (i.e., 9 - 10 year olds), following a pe-
riod during which the normal working practices of the class .
had been disrupted by frequent interruption of timetables-and -

by changes of staff, the ordinary discipline and order routines
of the classroom had weakened to the point that the teachers

in the schools felt the need to do something about the situa-

s

12



<

- tion. A well-tried procedure in such circumstances is for the

staff to re-establish ‘good order’ through the introduction of a
stimulating and demanding new project for the pupils, di-
rected by the teachers; and the staff of the school decided to -
try such an approach. It was agreed that a suitable exercise
would be the study of a small rocky island, Bornholm, with a
concentration upon the learning of basic geographical con-
cepts and of mapping principles.

At the same time as the ‘problem’ came to a head, the school
had been supplied with some new micro-electronic equipment
and the intention was that all classes should be supplied with
a computer and that all students should have access to them.

But in the class with which we are concerned - the Third class -~

- the starting-point was decidedly the issue of classroom or-
der and discipline; the geography exercise as the means and
the use of computers a possibility.

Initiating the project

To begin the project, the pupils of the Third class were given a
task by the teachers. The children were required to draw-up a
list of between 10 and 20 questions about Bornholm, questions
which the individual pupils considered important for this
topic. The pupils composed their question on the computer
data base and this first phase resulted in an incredible number
of questions which, working together, the class categorised.
The next step was for the children to evaluate their sets of
questions and to decide which they thought were important -
a task made easy by the use of the micro-computer. In the

course of the discussion about the relative importance of

questions for investigation, it soon became clear that two -
main concerns had achieved a significant priority. The first
was that the children were very preoccupied with social life -
on the island - with family and personal conditions. Questions
about parental employment, about brothers and sisters, about
divorce experiences and about the opportunities for children’s -
leisure activities on Bornholm were frequent. The other con-
cern was to do with more general geographical interests, as
expressed in questions like: ‘How tall are the cliffs on
Bornholm’?, or ‘How many lakes are there’?

In the third phase of the initiation of the thematic work, the
issue arose of how best to find answers to questions in the

13
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data base the class had established. Many of these questions . -
quite simply could not be answered through reference to the
library and other materials the children had at their disposal.
These questions could only be answered by someone who lived
on Bornholm. -

Together, the children and their teacher decided that a
fruitful line of inquiry might be to write to another school class
on Bornholm and to ask members of this class if they could
help with these questions, questions like the following, which
the Third class pupils considered important.

Questions from one of the Third class pupils: :
What is your name? ' '
Where do you live?

How old are you?

Are your .motller and father living together? -
How many people live where you live?
Whére were you born?

Do you have a_dbg on Bornholm?

Is your father a farmer?

Do yoﬁ play football?

Is your mother alive?

What is your teacher’s name?

Are you a boy or a girl?.

Do you live on a farm?

How big is the island of Bornholm?

How many lakes are there on Bornholm?

How many rivers does it have?

- However, in discussing this method trying to get answers to

their questions, the class reached the conclusion that they
could not pose questions which touched so closely on other
peoples lives without having introduced themselves. It was

14
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agreed that the children in the different classes could ex-
change letters and, for a time, the Third class pupils
‘converted’ Bornholm to their own local neighbourhood, to
their own living conditions, and used their questions about
Bornholm as a basis on which' they could write about them-
selves. '

This agreement resulted in some widely different texts from
individual children even though the same questions provided
the basis for composition.

Draft letters:
" “Dear Pen friend, |

My name is Lisbeth. I am 9 years old. My Birthday is on August 26th. I
" live in a street classed Artillery Road in Copenhagen. Artillery Road is
quite a new street, what I mean is that it is two years old. I have a little
sister who is four years old. I live together with my mother and my
little sister. My little sister’s name is Jane and my mother’s name is
Ulla. I was born in Amager, which is where I still live. I have only
my uncle, my grandmother and my grandfather. I also have a great-
uncle over in Sweden and he is very nice. ' -

Amager, where I live, is a very small island. The school I go to is
called Iceland Wharf. - .

‘What is your name? How old are you? Where do you live? Do you
have a brother or a sister? Is your mother alive? What is your
mother’s name? What is your father’s name? What does your father
do? What does your mother do? Were you born on Bornholm? Do
you have many friends? Do you go in for sport? How many years
have you lived in Bornholm? Is Bornholm a small island? What is
your school called? How many are there left in your family?

Goodbye and keep well. :

o . ~ Lisbeth”

And another one:

“My name is Adam, and so on. And I attend the school on Iceland’s
Wharf. I have an older brother and a Iot'of cousins.

My hobby is birds. I have nine stuffed birds and a squirrel. The birds
I have are: a crossbill, a nightingale, a robin, two kinds of jays, an

15
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owl, a nutcracker, a hooded crow and a buzzard.I would very much
like to receive a letter from someone who knows something about
Bornholm’s species of birds.
- Kind regards.
' Adam”

Developing the pro]ect

The letters were sent to a school class on Bornholm a few
weeks before the summer holidays and the class in
Copenhagen received a provisional reply which promised
that answers would be returned after the vacation.

Perspectives in the project

For the teacher, the purpose of this project was two- fold to
re-create a basis for order in the classroom and to create a

.. setting, a frame of learning, in which the necessary know-

ledge and skills of a social science might be more securely con-
nected with the real and legitimate differences in the chil-
dren’s individual interests and experiences. It is significant
that she quickly and directly seized on the strategy of making
- individual interests and questions PUBLIC as a way of doing
this. In doing this, she not only addressed some of the order is-
sues by more directly involving pupils in a consideration of -
how their interests stood in relation to those other pupils, she
also shaped a platform for categorizing single topics, for re-
flecting on their importance and for a shared realisation or
insight into different opportunities which might exist for get-
ting knowledge and for finding answers through the use of
different means.

For the pupils, the project became a personalised quest. The
children’s letters were carefully formulated and included a
deep personal content - although, as is clear from Adam’s
letter (above), there were also pupils who rejected the wish of
touching upon their personal relations all too closely 1
have an older brother and a lot of cousins. My hobby is blrds

" But what about the names of the tallest cliffs and statistics
of the population, the most crowded towns, the patterns of
employments and production on this island of Bornholm?
 Certainly, we can recognise that some of the children sought

- to include questions about these phenomena in their study. But
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* usually on a personal level, which had then to be qualified by
reference to books, support materjal and the teacher’s pro-
fessional knowledge; after all, they were in school and had al-
ready learned something about what counts as serious knowl-
edge!

This tension, this important question about how teachers
can strike a balance in school work and forge real connections
between pupils’ personal concerns, curiosities and interests
and the common public curriculum - albeit evidenced only in
the snapshot of a microcosm of classroom life exposed
through the simple story narrated above - is a quintessential
fly-wheel for democratic action research. However, it ap-
pears as influence through a wide variety of the multi-faceted
proccesses of both action research and educatlonal innbva-
tion.

It seems to us that it is reasonable to suggest that what the
Bornholm case illustrates, at the very least, is that perhaps
this question of the tension between personal and public per-
spectives and purposes is first raised in a really critical and
meaningful way in education when the school begins to give
space for dzalogue and for coinfluence to the students.

In the Bornholm project, the whole Third class group
(together with the teacher) takes individual pupil’s questions
" as its starting point, questions which are openly discussed.
During the course of this discussion process some changes
begin to take place:

- new facets are introduced into the work of individual
pupils and of the whole class,

- -new ways in which: knowledge can be collected are -
opened-up, :

- new momentum is provided to stimulate curiosity and the
search for knowledge, and,

- a new, and possibly stronger, engagement between the
individual pupils’ own situation and preoccupations, those
of others and the intricacies of the subject.for study are en-
visaged and legitimated. :

17
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We could speculate that later, much later, these kind of expe-
riences might coalesce into a commitment by those involved
into the kind respect for the development and protection of
shared insights and action programmes which serves as a
beacon for many social scientists and for groups engaged with
social and political evaluation. However, we would also have
to admit that here, in this case the point is that the children in

~ the Third class recognise and experiment with their growing

capabilities to gain information and to realise the power of
dialogue, part1c1pat10n and co-influence for their enterprise.
The question is, can we build on this experimentation and ex-

~ tend the possibilities it prov1des7

Workmg with the teacher

We can empathlse with the dllemmas experienced by the -
teachers in our case study - and through this empathy we can |
begin to reveal some of the significant points at which teach-
ers and researchers can make an entrance, can begin to come
together to participate in a single research project from which
both parties can benefit.

At first glance, the range of issues of direct concern for the
teachers themselves involved in the Bornholm project is fa-
miliar enough. The project was clearly a success, at one level,
in that the children were energetic, fairly well motivated and
seemed to find a programme in school in which they could in-
troduce their own interests and with which they could connect
their own lives and experiences. On the other hand, what did
they learn? And, how could this - whatever it was - be as-

‘sessed? Or, again, how could this project be related to other

programmes of study in the school?

But let us put another layer of questions over those already
complex interpolations. Let us see this case not only in terms
of a set of experiences for the pupils but also one for the
teacher. _ A

First, how do the teachers concerned in this case stand with
respect to their professional obligations? Are we to see them
as being obliged to be more attentive to introducing children’
to the public curriculum, to socially useful knowledge - about,
say, geographical terms, concepts or applications, about how
environments influence peoples’ lives, about different life

18
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styles and cultures - or, on the other hand, as being responsi-
ble for the children’s experience of controlling their own
learning and opportunities for generating fresh insights.
Better still, is it possible to attend to either of these obligations
in a way which does not damage the other? What is certain is
the duality of the teacher obligation is ever present. A teacher
can never be wholly withdrawn, completely invisible or
merely a vehicle for cultural transmission. The pupils them-
selves not only bring into the school their own idiosyncratic
ambitions and experiences but they also have influence on an
access to the content and form of the lessons in which they are
involved. The teacher is their point of contact with the world
beyond the classrrom, the ‘’knowing adult’, but the circum-
" stances of this role are unpredictable, moving between the ca-
pacity to plan, monitor and direct activities according to her
own ideas about how to fix details of instructions work styles
and resources and a pressure to accommodate her pupils’ re-
sponses, reaction and attempts to intervene.

Secondly; we can ask what, in the course of the develop-
ment of this project, actually did change? Certainly, the teach-
ers partly and gently allowed some variation from the exist-
ing ways"of doing things, from the established routines or
praxis of the everyday life of the school; these patterns, being
mainly introduced and conserved by teachers and mostly un-
der their immediate control. But how deep and secure is our
knowledge of such praxis and of how it influences what
teacher and pupils managed to accomplish on a daily basis?
Could a more systematic inspection of praxis be of use for
- both teachers and researchers - whatever their personal mo-
tives might be?

Thirdly, the case seems to depend upon the ways in which
subtle power shifts between teachers and pupils were man-
aged and re-negotiated. What is the basis of this power? How
is it managed? And if we can become more conscious of the
- mechanisms of these shifts and negotiations, might we be able
to find a platform for reaching a fuller understanding of edu-
cation change for both teachers and researchers?

_ The crucial point, here, is that, for us, the Bornholm story
underlines an assumption about how teachers are important,
an assumption we wish to defend about the distinctive and
central role occupied by the teachers for research and devel-
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opment. As cultural mediators, as the gate-keeper of praxis
and as powerholder and power managers, teachers stand in a
position at the very centre of projects which try to achieve a .
more secure understanding of how school processes work and
of how they might be developed. :

Working with schools

For some years now, discussion ‘about the nature and direc-
tion of school systems in the USA and Western Europe has
centred upon the issue of “quality in education”. One of the
more frequent criticisms levelled at schools as part of this dis-
cussion has been about how, in their emphasis upon “basis
skills” and the public curriculum, schools have been too con-
cerned with cultural transmission and, in tandem, with giving
qualifications as a preparation for the world of work. Radical
critique has championed an alternative perspective along the
lines that experience and knowledge are the tools of auto-
nomy and that work in school is not only to transmit but to
produce culture. , :

It would be quite possible to present a view of the case we
are exploring as part of this entrance to our more developed
discussion as an exact illustration of this dichotomous repre-
sentation of educational quality - a tension between a concern
with cultural transmission as against cultural creation and
self-development. However, for a number of reasons, we
wish to adopt and extend an alternative view which is a se- -
cond important basic assumption underpinning democratic
action research, and which gives theoretical and practical pri-
ority to the notion of duality. ,

In the Bornholm project we can find many pointers relating
to why it is useful to see cultural transmission and cultural
creation as two parts of an indivisible process, as different
sides of the same coin. *

In projects like this one, teachers and pupils come to pro-
duce a kind of culture, a framework, in which the particular
priorities and activities of the specific theme or plan are im-
pressed upon the larger, more general routines and procedu- -
ral rules of the class, of the educational relationship.
Theoretically, this culture has a duality if pity in the sense that
it can be stamped by democratic or by totalitarian traits. It can
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reflect traditional, established notions of what is to be learned
and how this is to be done or new, freshly formed agreements.
And it can be governed through power relation between
adults and children which does not recognise that they have
different resources, interests and insights.

What the Bornholm project indicates, for us, is that, in reality,
the truth is somewhere in between. The project began with the
intention, for the teachers at least, of establishing a pro-
gramme characterised by a culture which affirms order and a

closed attitude to differences between those involved. As it

developed, it became one which managed to link the public
curriculum with a multi-culture which celebrates exchange
and an open attitude to the management of any differences
that exist between participants. It might have been easier for
the teachers to stand firm on their original decision and to in-

. sist on teachmg formal geography, from books and in a tradi-

tional way. It is clear, however, that in this case, the teachers
became more and more convinced that the changes in the
pupils’ work methods and topics do not in themselves weaken

- learning achievements of a traditional kind. On the contrary,

it seems as if the teachers realise that if they try to organise
their students’ work in a way in which the children get an-
swers to their own questions, then they are able to add some-
thing to the formal curriculum and how they come to terms
with its content. The teacher opened-up more extended
means for the acqulslon of knowledge - more extended than
an acquISlthI‘l of basic skills and concepts. But the key point
here is that this dual operation was only made possible
through dialogue - a dialogue between participants who de-
veloped some meeting place to display and to resolve their
different interests.
Minuscule a phénomena as this illustration mlght seem, we
would like to develop the idea in this book that working with.
schools. to develop the quality of education necessarily in-
volves conscious attempts to understand the main mecha-
nisms, the grammar of these education dialogues and to be
creative in developing new opportunities to extend them.

-National curriculum policy or the teacher’s interpretations of
- the curriculum can never exclusively shape the form and con-

tent of lessons in school. Adults’ notions of what counts as ef-
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 fective or valuable learning can never be impressed on chil-

dren without challenge or reaction. Cultural transmission can
never be accomplished without personal re-interpretation
and individual creative development. They are all given ex-
pression and direction through dialogue: d1alogues in which
differences collide and get negotiated.

Educational reform and dialogue

‘Where does research enter this discussion of schoolmg, the

education system and the search for ‘quality’. How and why
should it be a field for research?

Let us stay, for a while, with the status of the concept dia-
logue. :

‘Traditionally, educational dialogues are seen as rather

technical mechanisms through which teachers manage in-

struction. Dialogue refers to the exchanges through which
teachers exercise their rights to direct the content and the
shape of lessons. Dialogues are to do with the preparation of
material and with encounters between teachers and pupils in

. the classroom.

This usage of dialogue as speech or conversational interac-
tions has some merit, expecially in the sense that it can help to

| -clarify and provide a rational analysis of how and why

teachers’ roles and work and those of the pupils are differen-
tiated in particular ways. Amongst the dangers of this rather
restricted use, however, is that it can be indicative of a more
general view which reduces education to effective training,

_ the teacher being reduced to a skilled instructor and the stu-

dent to a trainee. In this way, when restricted to this meaning
and the applied in practice in the school system, it can produce
a tendency which actually counteracts some of the basic in-
tentions of democratic development, such as that to do with
the fostering of a spirit of individual autonomy and mutual
responsibility in individuals and in education settmg and insti-

_tutions.

At the risk of being charged as being as lustfully addicted to
talk, we hold strongly to the view which gives the concept of
dialogue a central place in both analytical and interventionist
frameworks. But the reference for the concept is wider than
that we have just depicted. |
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Dialogue is about talk and conversational interaction. But it

“also works at several levels and crucially, with respect to edu-

cational development and quality enhancement, dialogue
implicates:

an attempt at promoting shared understanding,

- "a negotiation about resources, rights and the opportunity to
act upon and secure a personal desire or viewpoint,

- an engagement between fresh interpretations and existing °
customs, between new goals and established praxis,

- and, if it is to be of public consequence, dialogue inevitably
takes place within sets of social relationships, within inter-
actional and structural power systems and processes.

. Dialogue, then, however trivial or minimal _the' reference to

its incidence might be, involves two actors in interaction. It
has a direction, an aim and energy in that it is, by definition,
reconstructionist. It possesses 1mportant subject-object di-
mensions; a subject-object meaning (i.e., the relations be-
tween the constructs used in a dia’logue and the physical

- world) and a subject-object relation (i.e., the engagement or

negotiation between high status people [power holders] and
low-status people [power-subjects]).
The idea of dialogue as the necessary and 1dent1f1able core

- of social experience and everyday life (inside and outside edu-

cational settings) is equally applicable to an analytical por-
trayal of the wider social formation as it is to an appreciation

- of the mechanisms of small-scale social interaction. Many re-

cent reforms and development programmes in education can
be criticised for giving insufficient emphasis to certain fea-
tures of the nature of social order, an emphasis which a
careful deployment of a concept of dialogue helps to restore.
We can identify certain elements of the dialogue process dis-
cussed above as recognisable features of the social world, of
the social order.

* Social interaction is conflictual
More as a rule than an exception, social change and de-
'velopment involves conflict between individuals or groups
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in terms of interests, resources, perceptlons and under-
standmgs strategies, rights etc. :

¢ Social order implicates a dialetic tension -
This may refer to either the relationships between either
" individual and collective rights and duties or between exist-
ing praxis and ideas for change. :

¢ Social order possesses a dynamic

The dialetical relationship between experience of existing-
praxis and new perceptions can be understood as a friction
which has its own energy. '

e Social order is mﬂuentlal

Social order, in the final analysis, can only be seen as the
outcome of struggles between individual, groups and fac-
tions.

Essentially, and without afteinpting a fully-fledged theoreti-

cal defence of the concept, the assumption about the centrality

of dialogue made here, seems most-useful in that in thinking
about how research can enter the educational debate about

quality and purpose; it means one does not neglect the issue of

power and it means one has some serviceable tools with
which one can grapple in this issue. The notion of dialogue we
have sketched in this first chapter underlines how important it
is, in educational research and development to realise that
people are not only either suppressor or suppressed, oppres-
sor or oppressed - they are always also active individuals.

That is why we have adopted and make frequent use of
Matheson’s (1987) concepts of power-holders and power
subjects to depict dialectical social relations - to underline the
view that power and power games are social relations and
that the agents of these have both the possibility for change
and the responsibility for relating their interests and actions
to these others, for behaving as civilised persons.

Dialogue, education and action research

On what grounds might we defend these claims about the
power and centrality of this rather dry and abstract concept,
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dialogue? What is to be gained by making dialogue, as a di-
alectical process or occasion, both the subject and object of ed-
ucational research and - as we shall argue later- the means
and the method for making this research. One benefit, cer-
tainly, is that we can use the concept to secure some kind of
theoretical cohesion on which to ground both our analyses
and our intervensions. Giving conscious priority to dialogue
in educational processes in both these endeavours means that
we are more likely to undercover key connections between ac-
tion and structure, to be able to focus on the actual processes
through which those involved construct their shared social
worlds and relate these accomplishments to social conditions
and operations outside of their immediate interactions. Our
starting-point, however, is much modest. Our claims about
the centrality of dialogue stem from a basic recognition that
the dialogue is an essential condition of how teachers work

“and of how they accomplish changes in such work. And the

obvious task for action research is to enhance the quality of

these particular dialogues and to reveal wider opportunities

for them to occur. .

Perhaps we would clarify at this point the link we assume
between dialogue and dialectic, and especially, how we un-
derstand dialectics. In common use, one mostly finds expla-
nations of dialectic couched in metaphor. Two contradictory
parts of social equation are in struggle and, eventually, one of
the contradictory elements will be strong enough to conquer
the opposing side or interest. This might be true in the devel-
opment of antagonistic contradictions. But in most social set-
tings the contradictions, the elements in dialectical relation,
are not antagonistic and, as a consequence, through dialogue
both sides can develop in strength and in quality and the result
of any struggle between them is most likely to be either a syn-
thesis of the contradiction or that the struggle is split-off into
other areas of concern whilst the basic dialogue is kept alive.
In action-research, then, we have to recognise and value the
differences in knowledge, skills, attitudes, beliefs, experiences
and ‘interests which different partners bring to their educa-
tional dialogues and use to make the dialogue happen.

This gives a sharp focus to our understanding of educa-
tional change and a move to improve the quality of education.
Any new ambition or plan, as either a suggestion or a pro-
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posal for implementation involves creating or negotiating
fresh shared-understandings, new agreements with others -

. about new relational rules. Without these, the new idea re-

mains private, inert on inconsequential. We will discuss some
of the ways teachers struggle to manage these dialogues later -
in this book, but for the moment, let us stay with the simple
proposition that dialogue is a quintessential property of any
innovative change in teachers’” work or educational accom-
plishment. ~

- So, pedagogical innovation and accomphshments in teach-
ers’ work perhaps are best interpreted as struggles to estab-
lish a ‘new’ social order. And they are also best understood as
dialogical and dialectical in character. But what happens if we
try to take these propositions seriously in educational re-
search. Certainly, we have to develop existing research
methodology. We will have to provide a set of research prac-
tices' and principles which is itself based on d1alogue and
which leads to the development of richer dialogues in schools,

dialogues which are based on a democratic culture in that they:
accept and manage the differences in interest, understanding
and resourcefulness of all those involved in the dialogue. In
short, we could call such an endeavour - democratic action re-
search :

Democratic cultures in school and the process
of democratisation ~

The democratisation of education is. a process, a struggle, a
moving and constantly shifting series of actions and desires.
Various schools in Europe have attempted to change educa-
tional thinking and practice through this struggle to move a
step further along the path towards increasing the degree of
democracy experienced in schools and classrooms

So what is the movement? What is democratization?
As the public debate certainly illustrates, and as we admit-

" ted at the start of this chapter, there is no common definition

or agreed core concepts. But, as we have tried to show in our
discussion in our first case study, “From Cliffs to Conditions

of Life”, a case which could have come from almost any pro-
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gressive school, there are some basic themes which have to be
confronted. o o

In every school, a lot of different interests are present - as
well as many external interests which influence life in the
school. A key theme, a guideline in both this book and in our
research is a concern for the interests of the child, of children.
Democratic action research and school development are
closely linked by a wish to create a more democratic lifestyle.
Crucially, this involves systematic inspection and develop-
ment of our working assumptions and practices of power-
sharing. It also involves dialogue. It involves giving-up privi-
leges 'and making difficult choices. It involves exploring the
relationship between established features of social life and
‘new visions and imaginations. And this connection beween
the reproductive and inventive character of the school and
democratic culture provides us with our first chapter themes -
~ the key role of teachers in achieving effective educational
- change. | '
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Chapter two

How are teachers important?

Vision and Praxis

Poor educational investigations, which confuse rather than
clarify are bad enough. Good investigations which are simply
ignored are probably worse. Obvious though these comments
might be, such destinies are often the real fate of not a few re-
search projects in education. In democratic action research,
either of these awful prospects is made less likely. As we ex-
plained in the last chapter, one of the basic assumptions of this

- approach is that the whole enterprise is based .upon a com-

mitment to the development of an empathetic dialogue be-
tween research partners, both as a key perspective and as a
quintessentfial tool or strategy. Development through dia-
logue has many aspects: '

The development of shared interpretations of experiences
and ambitions; the development of a common language and

 meta-language;

The development of links between layers of action - be-
tween school organisation, teachers' plans and life in class-

‘rooms;
The development of mutually benef1C1al action networks : .

between different parties and partners - teachers, pupils, par-

| ~ents and researchers. And in this development, teachers are

important.

And clearly, by definition, a great deal .of action-research in
education has recognised this. It has sought to use the
teacher's language and images and reflections as a way of
avoiding the pathway to confusion. It has sought to use the
teacher's unique capability to create, enact-or to block peda-
gogical development to avoid the pathway to oblivion.
However, the issue of how are teachers important is not just
to do with their special 1n51ghts into education reality or their
developmental role as "gate-keepers" of educational change.

28

F. "
3 0 .‘Q' f
..



In democratic action research the teacher is important in a
rather different way. She, above all others, shapes and gives
life to the hundred thousand incidents and events that consti-
tute the everyday reality of the classroom. Whether she. re-
produces existing patterns in these affairs or attempts to
transform them, or both, she is the flywheel of this reality, the

praxis of schooling. :

The teacher as a mediator and producer of
school culture -

For the most part, mass schooling is owned by the State.
Equally true, teachers in schools have themselves been edu-
cated in State institutions, are employed by the State and are
subject to the legislative and ideological pressures exerted by
the State through policies designed to manage the system. It is
not surprising, therefore, that in a great deal of traditional
sociological analysis, it has been common to see teachers as
social agents - as bearers of societal traditions and values and

' as distributors of socially approved knowledge and skills. In
 much of this analysis, the teacher's role and functionis ulti-

mately reduced to that of a conservative caretaker who is
working towards the reproduction of labour power.

In contrast, much pedagogical or curricular analysis depicts
the teacher as the potential innovator, as the person who has
the real power to make changes in the form and content of her
work. From this viewpoint, not only is the teacher involved in

. a steady process of cultural production, through the myriad of

decision she has to take on how to prioritise her work and
how to get it done, but also, more significantly, through the
potential she has to generate new objectives and ways of
working. : I
In the first of these views, there is a clear over-estimation
of the teacher's involvement in cultural mediation and an un-
der-estimation of her ability to transform culture and produce
new meanings and opportunities. For the second view, the’
reverse is true - mediation is under-estimated and the poten-
tial to be creative is over-estimated. We have to recognise
both these engagemerts and -accept their functioning in the
everyday life of the school - teachers function neither as
bounded social robots nor as boundless cultural inventors.
Which particular function is given the most weight is always
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realised in the context of the daily classroom praxis and in the.

‘local conditions in which the teacher is operating, and, cru-

cially, must be investigated as such. So, on one level, praxis
becomes important as the arena in which the scale of conser-
vative tendencies and transformative potential is both re-
alised and balanced.

The balancing act

We need to be careful wits terms here. In considering this
question of balance, the concept of culture used to give a pic-
ture of teachers' functions is crucial. In making a contrast
between cultural mediation (reproduction function) and cul-
tural transformation (production function), it is often as-
sumed that reproduction is equated with a closing-down of
opportunities for individuals and production with opening
them up. We argue that it is fruitful to recognise the duality of
these functions. In the passing-on of existing cultural tradi-
tions and forms, there is always an emancipatory potential.
Culture, viewed from this stance, can be seen as having refer-
ence to three kinds of social experience:

Cultural products
(Cultural with a Capital C - the cultural heritage).

Cultural Work
(The well-developed tradltlons ina somety through

which its members formulate and express their
feelings and understandings).-

and

Cultural Norms

(The day-to-day codes which make it possible for
someone to operate as a citizen, as a member of an
identifiable community).

Can we seriously pretend that it would be possible to describe
anything a teacher does to help pupils gain access to any of
these cultural items as a straight-forward expression of their
reproduction function? Can we really imagine that it would be
possible for teachers, on the other hand, to concentrate so
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much upon the creative side of their job that they end up by
helping pupils grasp new insights or ambitions which are di-
vorced from the culture of everyday life? Can we suppose that
teachers could empower pupils without actually helping them
know and use the cultural heritage and processes of the com- -
munity in which they live?

Supporting the balancmg act

‘Many teachers are well aware of the doubleness of the1r work

of their mediation and transformative functions. But, when"
professionally challenged, they often fall-back on Culture
with a big C or Cultural Practice, as their main reference,
when making a response.

As teachers try to make sense of some of the confusing
experiences in their lives - such as, for example, trying to
develop a language scheme which provides both an extension
of pupil's instrumental skills and an increase of control in the

- purpose of their writing - in moments like these, teachers

recognise the contradictions of their job. And it is, perhaps, at
this moment of recognition that teachers begin to form their

~ attitude to change. Now we are very well aware of the image

of the teachers as a resistor of change rather than a
supporter, as tending to adopt a defensive stance when faced
with innovation - although this seems to be wrong and
unhelpful. Whilst it no doubt makes sense to notice that,
generally speaking, schools in various countries have an
ethnocentric fixation which tends to attract them towards
conservative rather than progressive orientations, this does
not allow us to conclude that teachers stand against change or
that they are inclined to refuse a dynamic conception of their
work. From our point of view, a more useful reaction would
be to ask further questions. Which conditions and
characteristics of the social order of the school - both internal
and external manifestations - might we work upon to give
support to teachers in the development of their personal
positions towards innovation or towards statis? Which aspect
of the social conditions of schooling facilitate innovation?
How can research support teachers' mventlveness instead of
just leaving things as they are?
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Private problems and public issues

As long as teachers'’ professmnal concerns stay within them-
selves, as long as they are individualised, the chances of them
. being changed are limited to good will or to personal stamina.
Unless the social order of the school is deliberately re-organ-
ised to promote dialogue, the public sharing of private and
factional troubles, joint evaluations, shared problematising
and mutual decision-making, then it is almost inevitable that
the teacher will take a defensive stance towards innovation.
- But action research can help teachers critically and construc-
tively get to know the social order of their school and class-
room; to recognise how oppressive elements enter this sys-
tem.

- Social praxis and classroom life

How is it possible to develop a fruitful dialogue with or
amongst ‘teachers which enables them to analyse their own
praxis and to create a picture of their own functions, both
mediating and transformative?

It is, of course, fairly easy to get into dlalogues with them in
a way which manages to allow them to distance themselves -
from everyday lives and cultures. In one project in which we
"have been involved, for example, teachers were given oppor-
tunities and 'space to stand back from their classrooms and to
reflect on which of their working conditions they found
stressful and how. The teachers proved to be highly aware
and highly analytical. They knew about role conflict, about the -
contradictions implicit in their work and about how they sur-
vived the pressures on their personal resources. But they also
showed that this very awareness often seemed to anchor
~ them to conventional and accepted attitudes, views and
practices - as a means of coping and surviving. This might
suggest the very real danger of such dialogue. If we create a
gap between reflection and praxis in action research, there is
the danger of pushing analysis towards an over-emphaszs on
“the teacher's cultural mediation function. The danger is of
reducing the p0381b111t1es of the research dlalogue having
impact on prax1$
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Some helpful concepts

To initiate any rich dialogue through Wthh teachers’ own
opinions, views and visions are actively linked with the very
praxis which gives these perspectives shape and direction -

means we have to use the notion of praxis with sensitivity.

In action research, as a method of trying to secure this con-
trol, we have to borrow ideas about praxis from different re-
search fields, particularly organisational analysis, and we
have picked-up the following concepts, the use of which
complicates the dialogue but also gives a fuller picture of
school praxis. The concepts are:

Rituals
Habitas
Routines
‘Norms
Actiﬁties
Myth

(

We are not suggestmg that the above should be seen as a
check-list or as a blue- prmt for the shaping of research dis-
cussion. Simply that an awareness of these different features
of praxis provides a good basis for exploring constraints and
opportunities in the classroom.

Rituals

' We use 'ritual' to direct attention towards special but recur-
. ring larger events in the school and classroom calendar - first

day or last day at school, tests and examinations and other

- red-letter days. Ritual events in schools are those where the
-meaning of the event is expressed symbolically, where it is
- surplus to the activity itself. Quite often, the only grasp the

participants have of the ritual is that they know that the event
will take place. The reasons for the event may be obvious but,
quite often, the decision about how to implement the ritual is -
so old that the reasons are forgotten. Some kinds of rituals
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correspond with traditions within the community or with re-
ligions life - nativity, Valentines Day, Diwali, Easter, May

- Day. Wearing uniform can be part of ritualised behaviour.

Saluting the flag at the start of the school day or standing up
to mark the entrance of a teacher are usually habitualised rit-
uals. '

Habitas
Unlike rituals, habitas (or 'habits') is to do with repetitive ac-

tions which have no particular symbolic significance or link- -

age. The concept applies to activities which are frequent but
which are not to be subject to any discussion or any attempt to
make them problematic. This is the way things are, and this
way suits us well enough.

As teachers, we take care of many of our lessons or our du-
ties automatically and become "accustomed" to many proce-
dures and practices without discussion - apart from those sit-

- uations where something disrupts the habit or changes the

conditions for our procedure

Very often habit is an expression for normative action, that
is we act on the basis of some values we hold, although habit
can also be frequently based upon myth. The common denom-
inator here is that as teachers, as individuals, we do not re- -
quire any reason. It is, after all, quite obvious in such and such
a manner.
- In schools, as well as in society, many habits have changed
in the last twenty years. For example, social norms about the
use of the 'you' and 'thou' forms of address have shifted. As a
consequence, not only have ways of addressing people in
school been brought from habit to reflection, but this has also
brought inspection of the relations between teachers and stu-
dents in the everyday life of the school and a shift from a sta-
tus orientated towards a mere informal and personal style of
interaction. Mediation and transformation come together
here and one of the ideas related to manipulating praxis to

‘achieve, say, the development of the school as a cultural cen-

tre might be to review these 'habits’ which prevent genera-
tions from developed newly-shared p0551b111t1es to enjoy joint
experiences. If you want to make changes, it's not enough to
have good intentions, you also need new habits; new habits
reflect new intentions. -
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Routmes

- Routines differ somewhat from habits. Routmes encompass
accepted procedures and established criteria for how daily life

“in school is performed - and even, perhaps, for reasons they
are done in this way. In many ways, routines can be usefully
regarded as cluster of habits or as the productlve consequence
of habits.

To some extent, routines are more easily brought into con-
sideration through action research dialogue because they are
not partlcularly associated with us, with personal norms or
motives. There can be procedures which are prescribed by the
bureaucratic teams of an organisation, after agreement, for
use in anticipated by less frequent situations or circumstances. -
The organisation has a procedure, but the person charged
with its implementation is not conscious of it as some fixed,

“recurring event. One does things in a way which has been de-
termined at some point or other in the organisation’s exis-
tence but - similar to rituals - it is not certain that many can
remember the reason for this or see any value in them unless
the routine is disturbed. In modem education, a lot of the old
routines have changed. The traditional routines with one

“teacher, one topic, one class and one lesson has, in many
schools, given way to team-teaching, interdisciplinary educa-
tion and thematic feature weeks which include a mixture of
different classes of students. Or, in some cases, the ordinary -
"lesson-divided' school day has been restructured to allow for
the scope and intensity of some working theme. Or, at the
same time, methods and materials have changed from proof-
reading of textbook toward thematlc-orlentated authentic
texts or even self-composed texts.

. Myths

We understand myth as referring to the everyday explana-
tions for ways of acting and ways of holding sets of activities -
together. Such everyday activities are taken-for-granted and
often provide the accepted rationale for rituals and habits.
. The function of the myth is to justify attitudes and actions
without any obligation to defend this justification through ra-
tional argumentation.
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Myths have positive and negative valence. That 'Teachers
have a pastoral concern for children' is a powerful myth So is

. that-"Nice girls don't do Physms

Myths have various origins. Sometimes they are just curi-
ous re-assertations of obligation and rules like when, for in-
stance parents decide about their child's obligation to receive
education with the assertation, "You have to go to school - it's
the law'! Of course, we know that in most European systems,
parents are allowed, if they wish, to teach children them-

- selves, the only 'obligation’ being that the child gets an educa-
“tion comparable with the fixed years of formal schooling.

Sometimes myths are rooted in prejudice. We know that
within a community we can still find labels like, 'This is a
Good school - this is a Bad school'. We know that within a
school we will find similar labelling at work - about good and
bad classes, teacher or pupils. Usually, their labels have no
empirical basis; no-one has made a studyor even, maybe, set- -
out the criteria for the judgment. The everyday explanation
suffices. To work actively on myths is to work upon systematic
institutional change, since it requires the production of fresh
insights (or "counter-myths") and the implementation of new
criteria to justify actions in the school.

Activities
Put simply, Act1v1t1es refers to the everyday behaviour Wthh

- teachers and pupils choose to enact as a consequence of their

understanding of the classroom or school conditions. Patterns
of communication, patterns for the use of space and re-
sources, patterns of curriculum selection and exploration. In
this connection, then, activities are habituated forms of read-
ings of power relations and the role possibilities envisaged

- through this reading. This does not necessarily mean that a
. particular teacher or pupil is terrifically anxious about the re-

actions of those holding power. It can quite simply be an ex-
pression of the fact that, as an individual, they cannot imagine
or just glimpse an idea can be done in other ways or with
other perspectives and understanding. A head is a head is a
head. A teacher is a teacher is a teacher. And a pupil is a pupil
is a pupil.

Now the key pomt is that the above list of possible elements
of social praxis is only a rough map. It's not a complete pic-
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ture just a way into understanding life in a school. Indeed, it
is probably true to say that the map can only make sense and
can only be useful if it is applied through dialogue. Or, to put
it another way, that school praxis can only be explored and
modified through dialogue. But why should ene attempt such
explorations or modlflcatlons why not just leave schools in
peace? : |
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Chapfer Three

Why not just leave the
school in peace?

Interests in Schools

'In some important ways, the question in the title of this chap-
ter is a joke, a bit of empty rhetoric. Schools are never left in
peace. Educational managers appear to have an infinitely
extendible interest in "reforming" schools - in revising the
curriculum, the funding and the operations, organisation and
objectives of schools. Teachers appear to have a boundless

- interest in exploring new approaches, in finding more effec-

tive ways of getting their work done. Educational researchers

appear to have an insatiable appetite for probing, describing,
~ analysing and pointing to new possibilities for schools to try-
out. '

Interesté in Action Research

The question becomes less frivolous if one proclaims a com-
mitment to action research. A different interest is implied. Not
just an interest in intervention and innovation. Not just an
interest in the validity of descriptions and analysis of school
life. Rather, it is interest in blending both of these challenges -
in identifying concerns that are equally of significance and
moment to those in school and those on the outside. Action re-
search demands a steadfast resistance to the temptation of
constitute schools as merely objects of research. It demands
that researchers work not only with an interest in making in-
novation but that they also put themselves at the disposition
of the main agents of any innovation, those inside schools.
Otherwise action research is reduced to the investigation of
some parts of a process which is implemented by others.

We feel that as we are advocating democratic action re-
search, then the basic question becomes decidedly serious. The
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interest in blending insiders' and outsiders’ views and visions
and in building-up working relationships which celebrate
partnership is given a sharp edge - an interest in extending
dialogue about power-sharing in schools. But this still leaves
open the question of motivation; on what might this interest
be based? ' ' S

Why do Action Research in Education?

This headline can be interpreted in at least two ways. It could
" be re-expressed as 'Why is education an interesting field
within which to do research?’, or it could be taken to be asking
'Why and how are particular individuals interested in the
field?' Let us explore the second version first - the personal .
motivation.

The three of us who are writing this text have been commit-
ted to understanding and developing schools through four
different connections; we have been pupils, we have been
teachers, we have had children attending schools and we
have done research on different layers and areas of school life
" and, in these four spheres of operation, we have been in-
volved in many different kinds of practice. This might be re-

garded as our legitimation on the level of common sense. In
our research, however, we have come to see the power of
another kind of argument.

A 'common sense' commitment to school development,
however noble or altruistic is, by definition, personal and in-
“dividualistic. When we began to do research work together, it
soon became self-evident that we would have to find some
way of moving beyond 'common sense' and of sharing our
perceptions and agreeing some basic targets. Coming from
different academic, cultural and research backgrounds (one
Danish psychologist, one Danish sociologist and an English

" teacher educator), this was not just a technical or intellectual

problem. It was not enough to agree topics - although we
seemed to share an interest in exploring questions about di-
dactical thinking, in the school as an organisation and in the
connection between parts of the schooling process. We soon
found that it was difficult to agree on what would count as
routes to acceptable "answers” to these questions. We lacked a
mutually-approved interdisciplinary understanding and re-
- search procedure. -
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Actions not Abstractions

On reflection, it is clear that this personal dilemma, this
search for a shared point of view, is exactly the same one that
confronts anyone embarking on action research - the dilemma
of interpersonal relations within research. As long as there
are people in schools, this is not just a concern about intellec-

tual agreements, about research style or paradigms. It is "
about action. It is about acting in relation to other people. It is
about the real consequences for real people of both research
acts and of actions based on those acts. Teachers and pupils
are people rather than carriers of data. In our work, we have -
found that we are always coming back to talking about bodies
doing reseatch, about teachers and pupils and real people in
school rather than the more abstract parts of the debate about -
research or interventionist principles. This is not in itself a
philosophical or theological defence. To be sure, there is al-

' . ways a moralistic commitment in action research because it is

‘to do with deliberately engaging with and exploring real
lives. But in our opinion, this commitment comes from a basic
assumption about the reality of social life and not from a -
moral stance. ' '

The unifying feature we found most applicable was
democratisation; as both the subject and the means of manag-
ing action research. Our own experience of working together
‘upon projects aimed at extending the potential of schooling,
reinforced the realisation that in this kind of endeavour, in
action research, we confront a stark choice. One can either as-
sume that differences in interest and understanding are rela-
tively unimportant or one can see them as crucial and attempt
- to manage them; one can attempt partisan. action research or
democratic action research. For our part, the first option is
not fruitful. This is because we believe that if we are going to
develop action plans in schools, plans which are of real im-.
pact, influence and consequence - then this is only possible by
working with other people. And only and almost always this
demands through dialectical dialogue. In this recognition, we -
get the beginning of an answer to the question of “why not jut
leave schools in peace’?. It seems to us that the democratisa-
tion process in school is of fundamental interest to action re- -
search, in just the same way as it is an appropriate way of de-
veloping the research perspective itself - whether this re-

40



search is done by teachers, or by outsiders, like ourselves. If
action research is done without a visible and firm orientation
to democratisation, then, clearly, some of the questions raised
- here will not be pertinent - or maybe the issues involved will
be less interesting, less compelling. For instance, the relation-
ship between researchers and other participants, or between
researchers themselves, will be mainly a technical problem. In
democratic action research such questions become all-pervad-
" ing; and this is not a burden because, in many ways, a consid-
eration of them raises exactly the same kind of issues, in terms
- of relatlonshlps as those which govern the interactions be-

tween people in their different status position in the education
system itself. In both enterprises, the issue is to do with power
and it is to do with status and the way it is managed. And that
is where action research in education and democratisation
come together. In the final analysis, both are concerned with
trying to establish new insights, new ways of seeing-and un-
derstanding the basic social definitions on Wthh practical ac-
tions depend.

Managing status

One day, in a school, some teachers raised a couple of queries
about their work and then they invited us to help them to ex-
plore these questions.

“We .think it would be a good idea to listen to what the
pupils say a bit more carefully and if we tried to take what
they say a bit more seriously. Do you have any suggestzons
about how we nght do this?

~ This tiny, little question raises a multitude of issues relevant to
our concern with power-sharing.

Why is the question important? That's the first i issue. Is it an
important question for researchers? Can researchers find
anything useful in the question? Can they get anywhere near
sharmg the teachers’ understanding of the question? Once
you've understood the questlon how do you start a search for
an answer?

In action research, from the very beginning, one has to try
to apply a different perspective in this analysis: Why is this
question.important to teachers? The answer to this is to do
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with teachers’ concerns and researchers’ concerns about peo-
ples” educational and social lives - which, in the final analysis,
are several steps removed from emergent educational pro-
perties like the curriculum or school management or the level

‘and direction of funding. It is to do with everyday, interac-

tional relationships and with how to turn one’s vision of what
is going to be done into practice. And just from this simple
start, we can generate a lot of other pertment questions Wthh
become important research issues:

Are we listening to the children?
How are we interpreting what we hear?

What kind of barriers exist between our intentions arnd our
interactions, between listening and acting? -

This basic question, which actually was the startmg-pomt of a
project, is a good case for another reason - the question was
put by teachers to someone else, and by exploring this first
turn, this first utterance in a dialogue, we can begin to get to
grips with the intricate issue of research relations.
Teachers rarely have either the time or the opportunity to
raise simple questions like this one as a professional concern.
They have so many things to do in their daily activities and so -
many procedures- are self-evident in teaching anyway - ac-
cording to tradition, to working conditions and cultures, ac-
cording to here and now strategies of routine life in schools.

~ But researchers can; they have the time and the space to do so.

An action researcher and a teacher can quickly agree on the
importance of some questions which they both find interest-
ing. But that does not mean that they understand the question
in the same manner. They seldom do. They have different.
backgrounds and they work with different norms within dif-
ferent myths. However, a real point of contact is to exploit
these differences. We adults see things differently from chil-
dren - hence the force of the basic question being discussed
here. The researcher and the teacher see things differently as
well. But these differences still form the basis for an agree-
ment - an agreement to make different attitudes, experiences
and knowledge a vital starting-point for joint projects.
Probably, we will never be able to reach a complete agree-
ment, to share exactly the same understanding and yet we can
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still have and continue social interaction accordmg to our
different interpretations. We don’t have to agree on every-
thing, but we might need to know where we fundamentally
disagree.

The issue is really to do with finding ways in which schools
can respond and react to conflict and differences in a manner
which gives space for pupils to éxpress their beliefs and to
have them taken senously As we have already said, recognis-
ing differences does in itself go some way to meeting . this
challenge. If differences in perception or opinion or interest
can be defined as normal and fruitful, then this surely does
provide a basis on which the partners in any project can grad-
ually negotiate certain means and mechanisms for coping
W1th their competing claims, for managmg differences.

The visions of the child is the key

This attitude to differences and to agreements blends optl-'
mism and respect with responsibility and obligation. It is ap-
propriate, we would suggest, as a basis for both research re-
" lationships and those forged through the processes of school
life. Children are not adults, nor are they to be treated as
such. But they are always to be seen as people, as individuals
who have an ever-growing capacity to deal with new situa-
tions, and as persons. with whom one can negotiate and reach
agreements. This vision is not just a picture, a mental con-
struct. For us, it becomes the basis for relationships in the
school or the classroom. If we are to keep with this image,

then adult-child or teacher-pupil relations have to be shaped
in a way which systematlcally creates space for children - to
- make reflections and imagine choices and decisions; to extend
~ their capacity for actions and to honour any agreements into
which they enter. This process, which is basically a description
of democratisation in process, sounds very simple. It prompts,
a similarly basic question about how such spaces can be cre-
~ ated, how the changes implied can be accomplished.

Creating Spaces for the Children

It is, we recognise, one thing to assert that one might like to
create new spaces in the classroom for children (‘to foster a
democratic culture’!), and quite another thing to put this into
practice. Where does such an enterprise begin? With curricu-
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lum review, with teaching methods, with the internal organi-
sation of the school, with staff relations? There is, in fact, no
single answer. The model we are suggesting has to work with
an assumption that differences between teachers in a school
~ or between one school staff and another one as real and nor-
mal and healthy as those between adults and children. It has
to be assumed that, within a school, one group of teachers will
champion one set of objectives designed to extend their pupils
capacity to make decisions and to reach agreements which
conflicts with that promoted by another group. However,
rather than see these as obstacles and deficiencies, the posi-
tion taken in democratic action research is that such differ-
“ences are synergetic challenges. Democratic development and
change has to begin precisely where those involved feel there
- is a need, for starting the dialogue, it is their choice. But that
doesn’t mean that we cannot construct a basic framework or
design to facilitate such developments.

Action Research Prmc1ples Three Pairs of
- Concept

In our work, we have come to value and to use three pairs of
concepts which we see as fundamental in democratic devel-
opment. The concept pairs - which are set-out below - apply
to many different levels of action research processes. We have
used them in analysing the conditions or the context of action
research projects. We have also used them as principles
through which discussions about the questions addressed in
projects and the tools used to explore and to form new plans
are managed. And we have used them as a means of handling
dialogues about democratic perspectives and school develop-
ment. The concepts refer equally well to issues of choice and
control as to questions of influence and co-influence.

, These three pairs of concepts are:
Freedom of Speech and of Public Oplmon in that e1ther
only has real value in terms of the other.

*  Resourcefulness and Self-Administration - in that the
more resourceful the individual, the more mdependent
and free the collective function can become.
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*  Individual Development and Collective Development - in
that one is dependent on the other.

~ The six concepts are arranged in pairs, the one part of which

concerns the single individual, and the second part of the pair
concerns the group or the collectlve Let us explore them in
more detail.

Freedom of ExpresS’ion and P_ublicity'
(Offentlichkeit)

The first concept-pair are related to the democratic debate
we have called them Freedom of Speech and Public Opinion
and Publicity.

The person who functions democratically must learn to use
his or her freedom of expression. In the school, this means the
presentation of one’s ideas concerning the work’s form and
content.

However, there is nothing to be ga1ned from expressing
oneself if no one listens, no one to adopt an attitude or put -
forward their own suggestions. Therefore, ‘publicity’ must be

-developed, The teacher is an important part of this publicity.

In addition to the presentation and justification of her own |
considerations, she can ensure that the education is organised

to provide scopé for individual freedom of expression, public

debate and discussion. Here, the ‘conception phases’ of edu-
cational work often play a special role, the reason being that it
is here that the democratic debate is particularly lively and,
necessary. -
The participants’ comments in the evaluation phase express
different evaluations of what has been gained from this work
sequence, and of what has been opened in the way of new
possibilities. It is thus important that teachers and pupils ex-
ércise one another in the public presentation of a retrospec-
tive, constructive criticism and self-criticism, and hereby
throw light on new proposals. Evaluation is thus made on the

“premises of the collective, and just as much upon those of an

outside authority: this doesn’t mean that no reference at all is
made to external expectations or demands, but simply, that

even this is part of the public agenda
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Resourcefulness and Self-administration

The second pair of concepts - resourcefulness and self-admin-
istration - involve efficiency, i.e., the participants’ abilities of

being able to achieve something without constant outside

support. Again there is an individual and a collective aspect.
There is not much use in only making decisions - they have to
be realised. Independently or in association with others, the
individual must learn to administer as great a part of his/her
life as possible.

This concept-pair displays its importance particularly in the
action phases, where ideas and decisions must be put into
practice. The practical implementation depends on the abili-
ties possessed by the participants, or those they are willing to
acquire. Democratic capability is something more and other
than just the technique displayed at meetings.

Individual and collective Development

The third concept-pair involves the tension between the indi-
vidual’s and the collective’s development. They are concepts
which embrace the two pairs already mentioned, but they
contain something more. It is possible for a strong feeling of
solidarity and community to be developed within a class.

* Fellowship is built up on agreements which must take inter-

ests and willingness into consideration. Good agreemerits are
not reached without the participants knowing and under-
standing each other’s arguments. '

The two concepts are two sides of the same relat10nsh1p A
restricted individual influence on the fellowship most fre-
quently leads to a hierarchical power structure, also mutually
among the pupils. The regard for the individual’s and the col-

- lective’s development will constantly change character, and

this manifests itself in the conflicts which are experienced by
the participants. Therefore, a precondition for development is
that participants examine those differences which are incom-
patlble and those which can be modified when an agreement
is entered into, this agreement making differences public if not
reconciled.
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Teachers' Work . -

- The work of the professi.o'nal teacher is, perhaps, best under-
~ stood as a paradox. On the one hand, a great part of what

teachers do - day-by-day, lesson-by-lesson, minute-by-minute
- is largely built upon routine, upon well-established, tried
and tested habituated practices which are based on past ex-
perience and previously determined decisions and agree-
ments. It is custom. Sometimes, however, and for some teach-
ers more frequently than others, something disturbs these

* routines, this praxis. It might be anything: a change of na- .
" tional or local school policy, a chance remark by a pupil or,

quite simply, the emergence of a new feeling, attitude or am-

‘bition on the part of the teacher.

Pupils' Work
Though often complementary pupils” work is not the same as

teachers’” work. From the start of their school career, pupils
take the initiative as they react to the praxis managed by the

teacher. Children send a lot of personally significant mes-

sages and utterances into the classroom and the practised

teacher has, to some degree, to respond either by interven-

ing, ignoring, listening or even answering or developing the
dialogue. Hidden curriculum theorists suggest that this work,
in the main, is characterised by a slow but effective process of
routinisation. The teacher’s communicative acts and initia-
tives lead to two types of modelling of pupils’ behaviour. The
pupils both radically diminish their verbal initiatives and they
learn, as a general rule, to listen and to wait for tasks to be

-given to them by the teacher. And the tasks will be a reflection

of the teacher’s professional praxis and sense of priorities -
built on her embedded skills, her strategic solutions for plan-
ning activities, glvmg information, for using aids like work
sheets, for giving unambiguous instructions - skills which
make strong claims for a necessary routine for both educa-
tional workers - pupils and teachers. Of course, routine is .
necessary. and unavoidable. It would be impossible to begin
every meetmg in a school with some kind of negotlatlon But
routine is also something to work upon.

However, the skilled teacher is fairly well-aware that she
would find it difficult to achieve complete control of life in the
classroom, either through routine strategies or through ad-
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vanced planning; she will know that it is almost impossible to
exactly replicate a previously given lesson or even implement
advance plans with any degree of certainty. The unpre-
dictability of so many of the real circumstances of classroom
life makes total routinisation impossible and teachers’ control
of their own and their pupils’ work insecure and inexact.

Faced with this paradox, the teacher can weigh the advan-
tages and disadvantages of two general strategic responses.
Either, she can invest more effort and energy in attempting to
enhance her control through close attention to the details of
her methods of instruction, work styles and teaching materi-
als. She can attempt to impose her planning rationale more
powerfully. Or, she can work at establishing a more differen-
tiated network in the classroom - one which relies upon and
enables the sharing of ideas, negotiation, reflectivity, argu-
ments, co-influence and which depends upon agreements be-
ing made with students. She can either accept or she can work-
upon the irrationalities of the planning rationale. - . L

Let us turn, now, to how action research can support those
teachers who are seeking the second pathway and attemptmg
to change praxis. . '
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Chapter four |

How to create a more
democratic Lifestyle?

Basic Assuptions

~ Itis possible and useful to find some tralts some trends in the
social organisation of life and work in school which can foster
conditions for a more equitable distribution of power or
which, at least, secure over time that power-sharing becomes
a custom. Differences are managed by blurring the status
boundaries which govern relations between groups and indi-
viduals as well as by a sharing of influence and privilege.
One of the more puzzling experiences we sometimes get in

our action research work and ih our involvement with in-
service education for teachers is the distance we find between

dreams and accomplishments. Although you can often find a
- wish to move towards a more democratic lifestyle in modern

- schools, you will find examples of where this ambition is even
partially realised few and far between. You will, of course,
frequently find the ‘wish’ expressed in celebratory rhetoric on
Speech Days and public occasions or in staff meetings and
open discussion. It is not even that difficult to find individual
teachers who really do ask themselves questions hke the fol-
- lowing. :

“How can 1 gwe children a more posztzve life- experzence in
- my classroom”? :

“How can I give them responsibility for their plans and

their actions and, by discussing their imagined possibilities,
involve them in designing and evaluating their work”?

Much more seldom do you find a group of teachers who have
developed a common practice, together with their pupils or-
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with their teachers, - common in the sense of embracing a
shared responsibility for educat10na1 content, style and eval-
uation. .

This might seem as if we are blaming teachers for a faﬂure
to innovate. Quite the opposite. Our intention is to draw at-
tention to the fact that many of the necessary conditions for
democratisation are already in place in schools. Furthermore,
both of these traits are not idealised or romantic hopes, but
derive from the essential nature of schooling as it already is.
Schools cannot avoid the issue of dealing with things which
disturb routine and invite change; and teachers cannot avoid
the question of how much influence they will exert. Similarly,
schools cannot escape their function as agencies of cultural -
reproduction and cultural productlon and teachers cannot
realistically escape the duality of their role as both agents of
cultural transmission and as potential innovations. To recog-
nise this is important. It underpms a basic justification we
would support for interfering in schools - to support teachers
in their unavoidable tasks of dealing with ideas about their
educational ends and means which break into their estab-
lished routines and, at one and the same time, of developing
ways of enriching the educational experiences of each of their
~ pupils. Both of these tasks, as we have already argued in-
volve struggles; struggles to manage differences in vision,
definition and prescription.

Supporting Teachers' Ambitions

. We could support such struggles by taking sides, by producing
our own clever suggestions for change and enrichment - sug-
gestions based on our own very good action research and
which are powerful enough to wipe out opposite views. Or,
we can support such struggles by working to strengthen the
mechanisms in schools through which these inevitable con-
tests are conducted in dialogues which manage differences
through negotiated agreements. In short, our work as action
researchers can be fundamentally concerned with supporting
teachers in their efforts to extend their capacity and capability
‘for democratic change. And that is our original, private legi-
timation.

Our working definition of democratisation demands a
rather sharper focus on the problem of power. In our under-
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' standmg, the democratisation of schools and of educational

processes minimally involves a re-shaping and reform of the
conditions which help those involved to experience meaning-

" ful co-influence on their own situation and on the collective

endeavour, the joint practice of a group of participants. One
of our aims, therefore, is to develop the insights, the means
and the tools which make changes in the distribution of
power, influence and privilege more accessible to the partici-
pants. And it follows that these developments have to be

. made together with the participants.

They are to do with their situation, their power economies,
their individual and group endeavours, their choices.

Power-sharmg

But when the issue is choice, how can the differences wh1ch
will inevitably arise from conflicts of interest or from compet-
ing perspectives be managed? Recognising and respecting
differences of interest and ambition is the subject of a
democratisation process. The object of the process is power-
sharing, the fundamental and most difficult issue.

To untangle this issue, we need to make a re-consideration of .

how schools are perceived as being implicated in.the repro-
duction of 'social inequalities or are themselves directly re-
sponsible for creating inequalities of experience and treat-
ment. The actual expressions of inequality.or of problems
about power distribution which have provoked research, ex-
perimentation and innovation in educational projects are
many. Each project centres upon its own evaluation of in
which aspect inequality is most vexatious. Inequality based on
age-differentiation in the adult-child/teacher-pupil re- .
lationship, inequality based on how schooling responds to
cultural, class or community differences; inequality based on
ethnic or gender differentiation and inequalities which spring |
from the ideological manipulation of the less powerful by

- those who wield power. If we look carefully at these projects,

it is indeed possible to discover some good explanations of the
nature of inequality in education and of the apparently strong
resistance to efforts to reduce it, resistance in both
educational institutions and in-the social formation outside

" the school. Our attitude to inequality, however, tries to put
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the basic questions another way round. In doing this we
concentrate on the identification of those conditions which
work for equality, which may nurture a more democratic life-
style in school and open-up the traditions, norms, routines
and customs of school for the necessary changes which reflect
a democratic approach.

Some conditions for Equality

If a group wants to work towards equality certain conditions
must be met. This is not to do with strong leadership or with a
threat from an agency outside of the group. One essential re-
quirement is the need to establish some sort of frame of com-
mon reference. It is more effective and certainly easier to
work towards establishing such a frame by concentrating on
creating a common memory rather than clear cut rules. A
common memory provides individuals in the group W1th two

- opportunities:

- the opportumty to inspect one’s ideas and p0551b1e contri-

butions in the light of the wider, common situation and
- history, and,

- the opportunity to have readily available an updated,.
overall impression of the ‘shared field” of action and prac-
tice, and, by implication, a feeling of knowing the approach
and the norms of the group through practical experience.

In building-up a common memory, we can begin to share our

“interests within both practical and emancipatory fields as well

as begin to move towards a deeper understanding of our own.
and of other’s position. In short, we develop a ‘sociological
imagination’ in which possibilities and constraints are linked.

Phases in Group Work

We realise that people involved in group activities have dif-
ferent interests and obligations when they join together in ei-
ther action research and educational innovation as a common
endeavour. That is why it becomes important to establish a
common memory from the very outset - to make the different
conditions, expectations and imagined. possibilities explicit.
This pathway leading to a public sharing of knowledge, a
sharing of the diversity in the parties’ interests, needs and re-
sources. In our research work, when asked for support, we
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have tended to fix the agenda along the following lines. A first

task is:

Analysing ‘ o
Establishing a dialogue between the researchers and. the
teacher groups. This allows us to go onto

Planning | ,
Elaborating the dialogue by planning the tools for ‘mutual
publicity’ and individual influence on the problems of the staff.
The agenda can then moveto :

_ Action

To assisting and supporting pedagogical initiatives and daily
life. Evaluation is not a special phase in itself, but rather, it is
a necessary condition of all three of the above.

- The rat_ion'ale_

The rationale from which this Analysis-Plannihg-Action
phasing is derived, contains two basic assumptions:

1. Adult participants in school innovation or democratization
. projects can benefit from experience of the problems of
democratization as existential questions before they can
effectively work on these problems in teaching-learning
situations. ' ‘ ‘

2 In action-research on democratization, it is fundamentally
contradictory to implant theoretical understandings about
teacher behaviour and possible innovations before either
of these can be firmly attached to the themes or issues
already given high priority by the staff group itself and the
individuals who make-up the group. -

Bad Tools for good Intentions
Democratic action research has to be experiential and in that

sense, its focus from the outset has to be the local problems of
the people for. and with whom it is undertaken. Too often,
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action research can become research on action and thus
becomes reduced to an attempt by outsiders to implant their
perspectives on others - as some feminist or socialist or anti-
racist commitments have done. Action is disconnected from
research, and vice versa.

The strategy of establishing a shared memory through
which members of a group can begin to interpret aspects of
their reality is very useful here - and has many advantages -
over starting with a presentation of research issues or possi-
bilities or with an attempt at a clarification of attitudes and
norms as such. To be a member of a group does not necessari-
ly (or usually) lead to easy compromise and the harmonisation
of action. The concept of democratization asks for commit-
ment to group activity, to an honest attempt at building-up of
trust, this feeling of solidarity towards the group, is to focus
not upon the compromises, the harmony, but through an em-
pathetic understanding of individuals' different definitions
and desires. In a nutshell, this strategy can be expressed as a
chain of experiences:

reflection - action - new relations.

Giving away Priviliges
In many ways, the position and work of researchers in action

research are privileged - more 'so in some countries than in
others. One such privilege is that researchers have time of in-

vestigation and analysis and a legitimate interest and obliga-

tion to describe and provide accounts of the situations and
conditions of other people
When action. research is linked to educational development

.through a democratic perspective, it becomes incumbent upon

the researchers to reduce these privileges, to give some of
them away. Traditionally, this is done through the process in
which researchers hand over (and encourage the develop-
ment) of their theoretical tools and methods. But it is not only

-a question about tools and methods. It’s about giving away

the monopoly of defining research pr10r1t1es the perspectlve
privilege.

An Exchange of insights and understandmg is a requisite of
a joint venture like democratic action research - a movement
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from being different parts of a Venture to becommg members
of a growmg partnership. 3

Obstacles to Democratisation _ |
It is easy to proclaim and pay lip-service to the partnership
ideal. It’s not so easy to create new cultures of partnership,
cultures which give new shape to.research and to educational
relationships and operations. Certain obstacles s'tand in the
way.

The radical educational cr1t1ques and the school-based ped-
. agogical discussions of the 1970s and early 1980s - about the
nature of inequalities in schools, the operations of the hidden
curriculum and about emancipatory instructional strategies -
"seem, on the wide canvas, to have contributed to the
achievement of at least one important transformation in the .
culture of schooling. This is perhaps best summarised as the
- establishment of a much more informal and gentle style of
teacher-pupil interaction in the classroom, and, consequently,
a movement away from one of the traditional authoritarian
rules and methods of classroom management. Social relations
in schools to-day are decidedly warmer than they were in the "
past and it is sometimes assumed that schools have, therefore,
become democratic. But this assumption is misleading. In only
a few schools is it possible to find an example of where the
question of how the school is run has been made a collective
concern. To be sure, one can find some (mostly smaller)
schools with a kind of individualistic €éducational focus -
where the single child is given space and an opportunity to in-
fluence their own work as a pupil. But often, even in these
schools, the charismatic teaching style is maintained, i.e., a
reliance on a teacher initiated agenda and upon a teachers
competence to work- at the hard task of motivating the
learner. And this exposes one of the more obvious obstacles to
work on in an attempt to develop the democratisation of
schools. The change in everyday school practice is delayed, is
fossilised, by the shortage in the establishment of new myths,
' rituals, reasoning, customs and working norms which could -
replace the old, well-known educational culture.
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Chapte'r five

Making Classroom Practice

a

Theme?

The teacher is an agent of Change

The sediment of the rituals, routines, myths, habits and ac-
tivities in a classroom, then is a praxis. But let us say straight
away that the image of the ‘sedimentation’ or ‘habituation’
can be distorting. If we collate these concepts or features of
praxis with the pairs of concepts which, as we have already
explained in Chapter 2 is a basic assumption and technique for
democratic action research, we can begin to consider the real
power of the concept. We can observe that:

- praxis is both predictable and fluid or dynamic.

In the sense that praxis is the bedrock of everydéy affairs in
schools, much of it is habitualised and regular. In the sense

" that praxis is an expression of subjective interpretations

which express and give direction to teachers’ and students’
sense of what they are about in school, it is open to fresh

interpretations.

- praxis is energised by power-holders and power subjects.

" Much of what is routine in school is the outcome of previ-

ous negotiations between individuals who stand in differ-

ent positions of the micro-power structure of the school. In
recognising this, we gain some purchase on where power

actually resides and how it operates.

- praxis is individualistic and collectivistic.

Praxis represents the setting where local interpretations of
how to make schooling happen and those rooted in the
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~ conditions of wider cultures and communities collide and
get. negotiated. In this sense, praxis is at the centre of the
working ideologies of schooling.

- praxis is both limiting and limit-transgressive.

On the one hand, it is the daily processes through which
cultures, .ideologies and norms are handed-over. Praxis
makes it possible for individuals and groups in school to
keep themselves informed about their basic purposes -

- without constantly having to ask themselves, “‘Who am I
and where am I heading’? On the other hand, it is also the
point for cultural creation and renewal. If traditions are
expressed through praxis, this is also the point at which
new contents, new possibilities and new operations can be

~put into place - through breaking existing routines and
habzts

The concept of praxis articulated above might seem to place
most weight on the limiting side of everyday life in school, as
the reality, and less weight on cultural creation and produc-
tion, as the possibility. An investigation of praxis certainly -
does indicate what could stand in the way of cultural renewal -
or educational reform. But it also indicates the importance of
~ the processes of cultural mediation in schools - processes
which give classrooms shape, purpose and cohesion.

From this basic recognition of the teacher as a mediator of
praxis - as the essential agent in both the reproduction and
production of classroom cultures - we can begin to establish
three important methodologlcal principles for democratic ac-
tion research.

1. Strategic Questions

It is from praxis that strategic questions and concerns for
action (and, hence, for research) arise.

Their actuality is in praxis.

But how. is this so?
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An action-researcher and a teacher can initiate a research
project by agreeing that certain questions are interesting. But,
as mentioned earlier, they will not approach the questions in

~ the same way - they have different backgrounds and different

myths. Of course, they can accept that they are never going to
reach a shared agreement and work with that. But that makes
dialogue difficult and less fruitful.

An action-researcher and a teacher can also start with a no-
tion that they have one level of shared agreement, that cul-
tural mediation and production takes place inside established
praxis. The issue then becomes one of getting new pictures,
fresh imaginations of this operation. But how do. we generate
these. The key here is that to reflect or analyse praxis is, nor- -
mally, only interesting if you are working together with
someone else. Teachers’ own personal, practical and strategic
concerns - how they can solve their problems - are important
to them, but, in the sense that these concerns are themselves
locked into praxis or into teachers’ cognitive understandings,
are pretty inaccessible if left simply at a level of personal con-
cerns. It is only when, through dialogue, these concerns are
pitched against the praxis that they become accessible and ac-
tionable.

2. Rude Questlons about Praxis provide a Basis for Action

'Educational development needs a stronger catalyst than the

energy for change produced by the outcomes of a single teach-
ers’ reflective consciousness. Many teachers, therefore, spend
a lot of time in reflective partnership. In the same way, the
partnershlp between the researcher and the teacher is syner- -

~ getic not in terms of the researcher prov1d1ng the “good’ ques-

tions, the ‘fuller explanations’ or the ‘more adequate’ visions
of development. It is, in fact, the opposite. Only through hav-
ing someone celebrate the ‘outsider’ role, the ‘alien” perspec- -

tive with the explicit intention of asking rude questions about:

the reality being realised in the praxis of the school can real
progress be made.

In most of our experience, teachers do not really start their
own evaluations or innovations of big visions or grand
dreams of educational development. ,

They have tended to start with local concerns. How can I
integrate children from different ethnic backgrounds? How
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can I motivate this group? What can I do to make Toplc work
more interesting? How.can I make my job more interesting?

All of these local questions can be met with local answers.
You can try this or that. You can try to integrate children by
using their language, their culture. You can try ‘Horses’ as a
topic¢ instead of ‘Lakes’. You can try to do more practical
work. And so on.

In all local questions there is also another more > basic i inquiry
and this is, for the teacher, ‘How do I ]ust1fy my strategies, my
educational plans’? This means.that in action research we

“have to find some way of working with teachers to maintain.

and to support self-coniscious reflectivity. We do, of course,
take the ‘local’ questions seriously. But we can also, as
‘strangers’ with respect to these questions, suggest different
angles from which they can be explored. And, basically, it is by
inspecting praxis rather than by ‘brainstorming’ that this is -
possible. But how to mspect praxis and connect with local
concerns?

Let us return to the project in which some teachers did select

as their point of departure a question somewhere between a

local concern and a full-scale critical exploration of their own
praxis. It is this: “How -can- we listen to our children more
carefully”? ~

And from this they began to develop a series of more interest-
ing and more probing questions. The first was, "How should
we decide on the themes for Topic work, next term’? The sec-
ond was, ‘And how will the children react to these ideas - can
we take their opinions into-account’? The next was, ‘Isn't it

" the case that doing this, actually listening to the children and

acting on their suggestions, we solve our own teaching prob-
lems? Problems of metivation, relationships and of providing

materials?”
- Now, there are two points to this story. First, that whilst .

the teachers eventually come to be actively interested and in-
volved with a commitment to equalising participatory power,
they didn’t start there. Second, they arrived at this point

-through a consideration of a rude question about their own

praxis set against their own practical concerns. Questions
about how and why they qualified topic work, and why they
made curricular decisions, about how and why they imple-
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. mented curriculum plans and about how and why they listen-
“ed to each other. These questions are interesting to re-

searchers, but initially not so interesting to teachers. It is bet-
ter to have rude questions of reality as a starting-point rather
than sophisticated ones. Reality is reconstructed by rude
questions being directed towards the praxis of the school.

3. The Etiquette of rude Questions

Case story

The polite visitors from another country sat and listened to .
the Minister talking about the Education System in his coun-
try. He knew his visitors were keen to know how the system
he managed was developmg, was belng seen as progressive.

“There is change”, he said, “but it is slow because our teachers
are not that imaginative, that creative”. Pohtely, one of the

‘visitors put a question in response to this. “Could you tell us”

she asked, “how your teachers could be more imaginative and
more creative without having more influence”? The Mlmster

‘gulped. “That’s a rude question”, he said.

The Minister could have avoided the request for a fully-

| fledged answer; but he could not avoid the “basic’ question.

Visitors can ask questions and look for answers which would
be impolite if put by local inhabitants. L

As a guest, as an outsider, you can politely ask questlons
which “go to the bone”. These questions are ‘rude’ in the sense
that they delve into issues not normally explored according to
the etiquette of a particular group or community. Rude quest-
ions have, however a polite force.

4. Through Praxis we take Teachers seriously
In action research, access to teacher’s worlds and concerns is

- usually taken to be a problem. A common solution is to shape

research so that, somehow, the researcher gets an under-
standmg of the teachers praxis and then uses this understand-
ing as a platform for the introduction of ‘better” curriculum or
management structures and provisions.

An inspection of praxis, however, has other more secure
advantages. Access problems are made less problematic when

“this analysis of praxis is not a mission for the researcher to
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become like the teacher but rather a base from which (a) the
teachers’ relative power is revealed and, (b) the teachers’
questions are given a wider reference to strategic conditions
and circumstance. In other words, the teachers questions are
both taken and made serious.

But it is not only a question of culture. Teachers are the

~ driving forces in pedagogical development, just as they can

also obstruct innovation. The obstacles which teachers come
up against in the school are often of the kind which they them-
selves can work actively to avoid. Quite a few of these obsta-
cles are, in fact, created by the teachers. For example, they
determine many of the parameters which pertain to the sociai
life of a class. By recognising that many of the framework and
rules-embedded in praxis are actually the teacher’s responsi--

bility, not merely as a role or a position but also as a person,
* make it possible for new and wider parameters to emerge.

Exploring praxis is one method by which didactic discussion
can be sharpened. A teacher must be able to argue in favour-of
her justification of a teaching situation. If she cannot, then the
teaching situation must be changed so that it can be under-
stood (and preferably understood as a legitimate by those
others in the discussion). A usable procedure here will often be
for the teachers to examine their own place in the life of the
school - their working conditions, their decision - making pro-
cesses, their theoretical understandings, their behaviour in
school and in the classroom. Their own praxis as a group of
teachers.

Paahtatmg D1alogue between Teachers and
Researchers

To try and shape the conditions for a dialogue is only worth-
while if all parties in it can benefit from it. We might assume
that as researchers “choose” to talk to teachers they accept
that this will be beneficial for them. However, let us just talk
about teachers, for the moment. :

The conditions for a good dialogue with researchers, from »
the teachers’ point of view, is that they share some interests,
can grasp some common topic and th