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Classrooms as Learning Communities

This book presents the practice and vish classrooms thabperate as learning
communities.

In classrooms that opera#s learning communities, the social and learning purposes

advance together through all participants being involved and engaged in building
knowledge. This is a new way of seeing and managing classrooms and offers:

an integration of what's béstearning and what's best the social life of classrooms;

a vision of the role of the teacher thahore creative and more related to the
commitment of teachers;

a more connected view of school, in cahtiathe mechanistic view that currently
dominates;

an answer to the short-term performance pressure of politicians — better performance,
better behaviour, better social development.

After readingClassrooms as Learning Communitéesy classroom teaehwill feel more
able to take steps towards building a more effective classroom with the aspects o
learning communities they choose.

Chris Watkins is Reader in Education at thestitute of Education, Universityfo

London.
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Preface

During the final stages of the preparation of this book, | was visiting a school in Acton in
order to develop a learning project with staff. Four 14-year-old pupils were givenkhe tas
of showing me around the school, and | soon explained a little about my interest.

We settled in the corner of a playground, and | asked, ‘In the four years that you've
been at this school, what hamelm your best learning experience?’

Two of them immediately flashed a glanceretognition at each other and started to
talk about a class they were in:

‘The teacher was really interested in the subject.’
‘She really cared for kids.’
‘It was just like a mini community

As my mouth hung open with amazement & gummary description, | dared to tkin
that pupils, as well as the many teachehsite worked with, nght welcome what this
book is trying to do.
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Introduction

Why this book?

This book is intended to supp the hopes, visions andggtices of classroom teachers,
and through that to contribute to creating the classrooms and schools our pupils deserve
In it | aim to comnunicate three things:

e avision,
» some of the practices, and
« the evidence

for seeing and promoting classrooms and schools as learning communities. | make tha
plain at the outset, because it's not partidyl common nowaday® be clear and ‘up

front’ about the first element, vision. In much of the literature which finds its way into
schools, classrooms are talkaabut in a way where the visiomnot stated. Indeed, there
seems to be no need to be clear about vigibis. is because such writing rests on a et o
unstated assumptions which are prevalent in society and which have become ttaken fo
granted in many places. They are a setefmanical assumptions, and recently they have
become commonplace in the offitivoice and its pronouncemts on schools. As Terry
Wrigley put it:

A public discourse has been establistétich accounts for successful teaching
in mechanistic and superficial terms aset of external behaviours which are
not linked to an understanding of learnirtigis based oneacher performance,
not interaction between teachers and learhers.

This discourse and the prevalent assuomstideserve questioning for two important
reasons. First, they maydorporate a limited and limitinget of concerns. For example,
many politicians and a minorigf anxious parents press thegacher-centred, ‘delivery’-
centred view of classrooms in responsaheir short-term pesimance concerns. The
longer-term developmental coerns of individuals and cfociety are sidelined, and the
risks are many. One is that creative antheutted teachers become disaffected. As the
Times Educational Supplemeheadline put it: ‘Young staff flee factory schools'.
Second, the prevalent assumpsiamay actually be counterproductive for achieving the
goals which many stakeholders and the vast majority of educators would hold dear
including the goal of high-level performancehe idea that better performance, even on
the many narrow tests which beset pupils nowadays, is achieved through improving the
mechanical efficiency of teatty, of routinising our appexh to teaching, is challenged
by much evidence. By contrast, the evidencihé classrooms whicoperate as learning



Classrooms as Learning Communities 2

communities also get better results.

So I'm writing this book from a stance whidéhcludes the belief that current trends
towards routinising classrooms are wronwgong for pupils, wong for teachers and
wrong for achievement.

The quick-fix instrumental strategies which have been promulgated may be ‘fnore o
the same’ in terms of the history of classrooms, and as such will not contribute to the
transformation which is needddr the times we are in. We need to move from the
mechanical and backw@looking ‘what works?’ to the more human and future-oriented
‘what’s worth working on?’

This book stands for the idea that it is worth working on the practices which help
classrooms to operate as a collectivéeafners and a learning collective.

Why now?

Recently, the Organisati for EconomicCo-operation and Developmén(OECD)
addressed the theme of ‘What Schools forRhture?’. Expert papers were invited from
people who had given much time to thesonsiderations. They came from the USA,
Australia and five Europeagountries (but not the UK). After working on the collected
ideas, the report painted a picture of gossible scenarios, tweach under three majo
themes:

The status qup extrapolated
1 Robust bureaucratic school systems;
2 Extending the market model;

The re-schooling scenarios
3 Schools as core social centres;
4 Schools as focused learning organisations;

The de-schooling scenarios
5 Learner networks and the network socigty;
6 Teacher exodus — thmeltdown’ scenario

What strikes me about these scenarios is that even in their most limited, single-line
descriptions they are recogable, both to me and teachers who are introduced to
them. The implications whiclare spelled out at morenigth in the report are also
recognisable;

1 Strong bureaucratic elements andspuees towards uniformity; new tasks and
responsibilities continually addgo the remit of schools, e face of the problems in
family and community; financial and humeesources continually stretched. Despite
repeated policy initiatives, ¢heducational inequalities thaflect unequal social and
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residential home backgrounds/environmeats/e extremely resilient, as educated
parents ‘play the system’.

2 Greater privatisation and more mixed public/private partnerships; seriously enhanced
risks of inequality and exclusion and of the public school system being relegated to
‘residual’ status; market approacheseoa bewildering variety of policies.

3 School seen as the modeetive bulwark against socilagmentation and a crisis of
values; strong sense of schooling as a ‘public good’; the individualisation of learning is
tempered by a clear collective emphagigater priority is accorded to the
social/community role of schools; high levels of public trust.

4 Schools are revitalised around a strong ‘knowledge’ agenda;
academic/artistic/competence developmemigare paramount; experimentation and
innovation are the norm; innovative forms of assessment and skills recognition
flourish; a strong emphasis is placed on educational research and development; ICT is
used extensively; the very large majority of schools merit the label ‘learning
organisations’, informed by a strong equity ethos.

5 Quickening abandonment of school institutions through diverse alternatives, stirnulated
by extensive possibilities vike Internet and powerful and inexpensive ICT; radical
de-institutionalisation, even dismantling, of school systems; learning for the young not
primarily conferred in partidar places called ‘school’ ndinrough professionals called
‘teachers’ nor distinct residential community bases; evbibmoted as supporting
diversity and democracy, also substaniigis of exclusion especially for those
students who have traditionally relied the school as the mechanism for social
mobility and inclusion.

6 Teacher recruitment crisis and relatpaditical impotence to address it; education
political climate increasingly conflictual; inequalities widen sharply between
residential areas, social andtawal groups, etc.; affluemgarents in worst-affected
areas desert public education in favoupa¥ate alternatives; intensive use of ICT as
an alternative to teachers; wide dispagtpossible betweendtily innovative and
traditional uses; solidarity declines and protectionist responses increase, especially if
competing for limited poolsf qualified staff.

| consider that analysis whrfjuoting at length because it gearly describes a rangé o
scenarios, each of which isdliinctly possibleand indeed the segdf many of thos
scenarios are evident mur schools today.

For me, for the teachers | work with, afwd the education prefsionals canvassey b
the OECD, scenarios 3 and 4 are the onealde and the ones | work to create€Th
vision of social and learning functions coming together and being served by schools i
one which is not only essential for our futures but is also immensely realisable.

What's in it for schools?
Above | have been so bold as to suggest that the very future for schools is in becomin

learning communities, and similarly for classrooms within them. Why should schdols an
teachers be interested ing Put briefly, because:
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1 in learning communities theachers’ role is more focusen learning rather than
management, and is more professionally rewarding;

2 in learning communities, pupils developmaaompetences which are transferable to
non-school contexts;

3 learning communities provide a good preparation and a good model for many aspects
of a better future life for all.

As a bonus, effective learningromunities are associated whietter performance, bette
behaviour, and better social/moral development. More detail on this evidence is to be
found in the chapters that follow.

| also feel confirmed that teachers will fimauch in it for them, for two reasons. The
first is that over a number of years, in schools and on courses, | have asked teacher
‘what’'s most important about life in your classroom?’. The replies are many and varied
but some patterns also emerge. Techers | have asked regularly mention:

« the creation of an overelimate in the classroom;
« the social relations between groups of pupils, and how to help them get on;
 the managing of the multiplenginsions of classroom activity.

All these are key considerations in this bodke second reason is that in recent years |
have heard from teachers who have experimented with and adapted the sorts of practice
this book is about, and hear them talkout inspiring expeences, reclaiming thei
professional vision, and even relinquishing leadership roles in order to spend more time
in the classroom.

Who is the author and whose are the voices?

I have been an educator for over thirty yeand am currently @a&cher at the University
of London Institute of Education. | come from one of those South Wales families that
overproduced teachers all through the last cgntWhy? To escape the limits of the
valleys. So | keep alive a very real vision of expanding learners’ horizons. And Irhonou
the sense of community which was found ingh valleys, even in times and conditions
of adversity. My mother was a primary schteacher for most of her working life.

| have been a maths teacher in a large cehgnsive school, a form tutor and a teache
of social education. In all ofhose contexts | have be@specially interested in the
personal-social dimensions of learning, classrooms and schools. | have worked with
pupils whose effect on schools was sometimes disruptive, have studied on courses in :
particularly active approach to school counselling, and have run courses in pastoral care
school behaviour, tutoring, mentoring and so on.

Currently | am course leadép the MA in Effective learning and have been course
leader to an MA in School Development.

As a teacher | currently usaost of the classroom pramtis explored in this book.
Indeed, through many of the courses and projects | am currently involved in, the vision
and practice has been developed collaipaty with many of the other teachers | am
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privileged to work and learn with. In my job | intersect with the world of research so am
also privileged to examinaccounts and evidence from acrdke world. In both senses

of evidence — the lived experience and theaesh of others — this book is founded in
evidence. | value the contribaih of research to the praae of teaching, not least on
occasions such as when thgS said, reviewing myManaging Classroom Behaviaur
‘Chris Woodhead’s commentbaut never encountering adisl piece of educational
research is effectively debked by this publication®.

The voices of teachers | wodhd learn with appear in thepages, as do the voiceds o
pupils they work and learn with. Theyeamentioned in the acknowledgements. But
equally important, these pages examine thiees which serve tdimit teachers and
pupils in their classroom practice and ackiment. My understanding of what helps
people to achieve their best is that theistbgoals are often inspiring and moving, yet
they can be undermined and disempowebsgd other voices. Sometimes these are
imagined voices which all afs know — doubt, inertia andg¢casionally, fear. But all too
often these voices are real ~vesen the official voice speaks from a view of learning and
teaching which is far from inspiring. In ordé achieve our beste need to identify
those voices, be able to aysg them for what they arand thereby reduce their life-
negating impact.

An outline map of the book

» Chapter 2 considers classrooms and learning, the dominant patterns and the need for
change.

» Chapter 3 examines the concept of comynasisomething practical rather than
sentimental.

» Chapter 4 reviews research evidenagd®@woutcomes of clagssms as learning
communities.

» Then a brief interlude considers Hmegt to consider classroom practices.

» Chapters 5, 6, 7, 8 and 9 look at classmaiiters in detail: the goals, tasks, social
structure, resources and roles needed.

» Another interlude offers pointers for observing classrooms from this perspective.

» Chapter 10 examineg tbchool context as a dér learning community.
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Prompts for reflection
Before you start your journey with that map, try to have in mind your jown
view of the ‘big picture’ for schosel and their future. Perhaps a quesfion

which my friend Guy Claxton asks will help. Do you think that:

(a) schools are doing a good job of preparing most young people for thg
demands of the future?

(b) they would be, iflhthe currently moted reforms were implemented
successfully? or

(c) we have got a long way to go?




2
Classrooms, changdgarning, teaching,
community

That's not much of a chapter title is it? Buheadlines the issues we need to address in
the first section of this bookhey are connected issues)d together they forge the
framework for the whole entetipe of operating classrots as learning communities.

Classrooms: the dominant image

Let's face it, if at the beginning of the éwty-first century you were to design an
environment for learning, you might not design something which looked and operated
like the modal classroom. All aass the world, in differertultures, a classroom and its
dynamics are easily recognisable and redhk similar. The model which spread
throughout the world during the twentieth century, and bears remarkable similarity with
the earliest known classrooms of 5,000 years ago, is remarkably dominant and
remarkably resilient. It has somehow becofteeked in’ as a design, rather like the
QWERTY keyboard, long after the reasons for it being that way have passed. If you
examine images, prints, pairgi; and photographs of classms over the centuries, you

will readily list observable similarities — classroom walls, rows of pupils, status gende
and power — but differences are more difficto identify — acasional changes in
technology, and perhaps some reducirgadalistance between teachers and pupils.

The point of remarking on the resilience of the dominant image of classrooms is not to
conclude that nothing can change and to give up on schools! Quite the opposite. We nee
to recognise and understand the dominant picture in order to better know how to
construct something else. And we need to recognise that when making a change from th
dominant pattern, it will feel to be more othange than it really jgust because it goes
against the taken-for-granted views whaittulate in our society and in us.

How have classrooms managed to stay the same?

Researchers of classroom consistémmjint to two major sources of stability:

« the characteristics of ttlassroom sitation, and
« the power relationstiieen teachers and pupils.

| would add a third, which reflects thbave two but adds another consideration:

 the dominant view of learning and learners.
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Let’s consider each of these, so that mvay understand better the connected change
which occur when teachebuild classrooms as learning communities.

Classrooms are measurably timost complex social sitiam on the face of the planet
Teachers may be involved in a thousand or more interactions per day, manynof the
personally demanding. In thisusyness, teachers make damis fast and they consttuc
routines in order to make classroom life mgewble. | remember hearing of a test pilot
who after a placement in schools decided @amntas a teacher: when asked to explaén, h
said that the flying led to an adrenalineshuon each flight, whereas classroom lifeti
was there all the time. Teachdrave precious little time tmteract with each individda
pupil, so they have to make the classroorarate as a system a€tivities for groups ah
learning. At the same time they give comesable mental attéion to pupils. Seasode
classroom researchers have given uperapts to categorise teachers’ comple
considerations about how to respond to individual pupils.

Classrooms are public places. In the classroom, teachers andgpapilghly visibled
others. Teachers occasionally feel on stagel, may use audience &fts to affect other
in the classroom. If the public aspectdlod job are emphasised and increased, teacher
can react by isolating their performance from view. This explains and may also éncreas
the isolation which sometimes charactesistheir work. Padxically, teachers ar
psychologically ‘alone’ in densely populated settings.

Classrooms and teaching areltigimensional. Pupils (and teachers}dring multipk
concerns, interests and life experiences &dlassroom, yet they handle this multiplicit
and in the midst of it, for example, leamaths. For the teacher the multidimensiona
nature of classroom lifemeans they are continually invel¢ in balancing acts, dilemma
and trade-offs.

Classroom events happen simultaneou$bachers regularly manage more tham on
event at the same time. They monitor mubre than they can report — the ‘eyes ia th
back of the hedl phenomenon.

Classroom events are unpredlde in a variety of ways. How will the pupils react
Are they the same as the last lot? Whatt w& do with this new curriculum? Teacher
continually handle the ambiguityf knowing that the linkbetween teaching and leargin
is sometimes uncertain and always partialeréhis no single or simple manual, and
vision is crucial for survival: the vision is to make a difference, rather thare to b
remembered. Increasingly, effective teachexsrcise that key skill of modern times
knowing what to do when you don’t know what to do.

Where does this analysis lead? Recognidimese features has considerable value
Teachers’ complex skills are realised anshdwred. The nature of classrooms demsand
high-level skills of interpreting situaths and orchestrating learning. Teachers ar
sometimes slow to describe these aspectd, sometimes feel hesitant to do so lést i
divides them from the laperson. But their professionalism is founded ons thi
complexity.

It also helps us recognise the povertythadse views which portray the classrooneas
smple cause-and-effesituation, which offer a simpleeacher-centred view, and whic
propose ‘one-size-fits-all' strategies fomprovement. These @ws are common in ¢h
voice of policy-makers but are positively dangerous as a basis for improving classrooms



Classrooms, change, learning, teaching, community 9

Respectively they lead to teashk feeling de-skilled whenmsple add-ons don’t work, to
classrooms not being places where studenisldp the skills to tee responsibility fo

their learning, and to éhcreativity of the system beingpiessed. As noted in Chapter 1,
one of the key features of this officiabice is its mechanical assumptions. Such
discourse is not the voice of teachers, who know only too well that the interaction
between teachers and learners and the relaitioasclassroom are crucial for the quality
of classroom life and learning. Yet we liie times when some people seem to believe
that all that matters is the measured perforteaon National Curriculum tests. That’s no
way to improve: it's more likely to lead to more of the same. As noted analysts o
assessment know, the assessment systenbecanforce which works against change:
Patricia Broadfodtputs it like this:

[To the] change brought about in the schools of the nineteenth century by the ...
advent of public examinations on a masals, ... we owe a century of the class
teaching unit, subject-based curricutidactic pedagogyextrinsic motivation

and norm-referenced assessment.

Teacherpupil relationships are also highlighted as the crucial issue by Seymour Sarason.
In his bookThe Predictable Failure of Educational Refgfrhe analyses two themes
connected to the current focus: the intabdity of school systems and the naivetfy o
reform attempts. His analysiand experience of classrooms leads him to say ‘the
classroom and the school and school system generally, are not comprehensible unless yc
flush out the power relationships that inform and control the behavior of everyone in
these settings’. He takes theewi that these power relatiomse mirrored at different
levels: ‘ ... teachers regard students the whair superiors regard them — that is, as
incapable of dealing responsibly with issues of power, even on the level of discussion’. It
is these dynamics which explain both iné&actability and theenduring condition ©
classrooms:

In the modal classroom the degree of responsibility given to students is
minimal. They are responsible only the sense that they are expected to
complete tasks assigned by teachers iangays the teachers have indicated.
They are not responsible to othewud#nts. They are solo learners and
performers responsible to one adult. The responsibility othe teacher ... is
unjustified because it rests on the unexed and invalid assumption that there
are not alternative and productive wayk structuring thesocial context in
which learning can occur, ways tliate more responsibility to students.

It is useful to reflect a moment on Sana'soview. | do not conclude that teachers are
people who seek to exercise power oveougs of folks younger than themselves!
Broadly speaking, | find the majority of teaxh value and seek more democratic human
relations than are found elsewhere. Morekeéttne view that the current picture of powe
relations in the classroom is attributakite the complexity of the classroom context
together with the dominantiew of teaching. These twoombine to cor@re against
teachersbetter intentions, and at times they end up using positional power as a coping
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strategy when they would prefer not to.

Has that ever happened to you? Haee found yourselfas a teacher in a
classroom, calling on your positional authority when you would have preferred
not to? What led to it? What forcescenraged the situation to turn out like
this?

The tensions teachers face

The fact that a professionaidividual can find themselves acting in ways which do not
always accord with their pregsional vision could be explained in a range of ways. A
narrow explanation would prope that teachers lack mofddre — hardly! A very broad
view would say that humans often do other than they espopsebably so. But the
stance being developed here is more focused than that: it is to say that the comiplexity o
the classroom and the educational systentigoally faces teachgemwith contradictions
which are not of their own making but which they must find a way of resolving. When
listening at length to howeachers do their work and the dilemmas they face, Stephen
Marble® and his colleagues portrayed well the aitlons teachers find themselves in, and
the various trade-offs they make.particular he identified four distinct tensions in how
teachers described their work:

« Who is responsible for student performance?

* What does it mean to work with other teachers?
« What is happening in the classroom?

« What is the big picture?

The three specific tensionsfotded along two dimensionsach, the polarities of which
are described in Table 2.1. Again, this view honours the complekityachers’ work.
The three tensions are all of major importance for the cehtate of this book. Power,
Teacher relations and Learning.

Teacher agency

| am a little surprised at the extent to which issues of power are important in this
introductory analysis. Perhaps my surpris¢y aeflects that | haven't analysed things
that way so much in the past, and amly now getting used to it. My current
understanding of ‘the big picture’ in wdhm considerations of teaching sit gives me
confidence that power is a crucial issue foe times we're in. At the largest level,
influential social theorists like Michel Foault help us see that society has moved from
sovereign power vested in an individualnilmdern power in which citizens are supposed

to police themselves. At the government level, national governments have less powe
over macroeconomics and turn their attentordomestic domains in order to maintain
their claims for potency. In the education domain, succesivgovernments have been
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increasingly prescriptive abbyractice and thereby reduce the agency of teachers, as
well as their morale. In classrooms whisiccumb to these foes, pupils are seen as
having little agency: they are vessels into which a curriculum is delivered. And when
teachers are ‘made responsible’ for thefqgenance of pupils they become more
controlling®

Yet a better picture is at hand. This sacount can be and rdgtly is reversed, by
teachers and pupils who aogether in the cause of thewn and each others’ learning,
and recognise that local knowledge is margortant than generalised prescriptions
handed

Table 2.1Three tensions in teached®@scriptions of their work

Tension Dimension
Externallnstructional decisins depend on external
] {I policies, condition®r structures
Authority . .
Il Internal Instructional decisionare based on personal

knowledge of student needs
Responsibility

HelplessStudent success isdependent of teacher

1 action and adjustments to curricula

Agency
Uv EnabledStudent success depermsteachers’ actions

and adjustments to student needs

Work Teaching seen as@lj to be done based on

] ) ‘ﬂ‘ application of eisting skills
) Professionalism ) ) ) )
Proffessional Uv ProfessiorniTeaching seen as agfession that requires

Culture continual growth of skills

Solitary Teaching is a solitary abest done alone in the

_ I classroom
Collaboration ) o ) )
Uv Collegial Teaching is a collegl act best done in

collaboration with other teachers and their classrooms

ﬂ GivenTeachers beliesthat knowledge is transmitted

Sources of ) )
knowledge U Constructedleachers believihat knowledge is
constructed
Focus on Didactic Teachers deliver content complete to students
learning through presentation and lecture
Instructional ] Facilitative Teacher creates an environment that

encourages students to seek knowledge and find
personal meaning ithat knowledge
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to them from afar. We will be hearisgme of their storgin later chapters.

One of the key elements in changing stasms and building learning communities in
classrooms is the view of learning which isberdied in the practicdt seems that, as the
Stephen Marble study suggestéeachers might have more af less of a rich viewfo
students’ learning, and their part in it. Other studies suggest that this may also be linkec
to teachers’ responses to a changing environment. Stedolsky’s studi€sconclude
that teachers who adapt and change arethd® ‘expressed a mestrong commitmen
to students’ personal development and to fostering interpersonal skills’. Such people,
who take a wider view of the learner,nsghow seem more likely to adapt when, fo
example, their students changie what would seem a paradtx the mechanical turrf o
mind, case studies and surveys conclu@gdorsement of goals beyond academic
mastery is associatedth willingness to adapt instruction’.

At this point let us identify some of the dominant and some of the less dominant views
of learning, with an eye to the isstegsed above — their richness or breadth.

Views of learning

There are different conception$ learning, each of whicbarries different assumptions
and implications. These imphtions for teaching, for cuculum, for assessment and fo
leading learning, will be discussed throughout this book, which aims to support
development towards the third of the three which follow.

Learning = being taught

The most dominant conception of learnirglates quickly back to teaching. This is
evident when we ask peoplabout their learning exgences: they mostly report
occasions of being taught, and focus their description on whatdbbker (or equivalent
person) has done. In this view, learning is being told. Some people cannot think o
learning occasions without adcher being in the picture. i§hconception is linked to a

view of pedagogy which assumes that learfeam by being told. This in turn is reldte

to the belief that learneexquire new knowledge in pretible and manageable stages. It
purports to offer a clear specifidah of just what it is that is to be learned and, equally
guestionable, it suggests standards for assessing its achievement. More thanrany oth
discourse about learning, this one has spawned ‘objectives’ and testing in their many
guises, and this conception is favoured by policy-makers with short time-scales,
curriculum prescriptions of the style seen in the English National Curriculum: ‘Pupils
will be taught that ... ’, and so on. Forosh the term ‘instruction’ describes this
conception. The hazard whichassociated with this view ithat of leaving the learne

out of the picture, or to view them as passive recipient,nd to view teaching as
transmission. As Mark Twain pitt ‘If teaching was as simple as telling we’d all be a lot
smarter than we are’.

Learning = individual sense-making
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Another view of learning, which has be#ime focus of researchver the past three
decades, brings attention to the processieshe learner in making sense of thei
experiences, relating them to past expegsnand taking leammg forward into thei

future. This view embraces the idea tha tbarner brings to any new experiencerthei
existing understandings and coneps, so that learning ismocess of adaptation based

on and constantly modified kikeir experience of the worldHere, the focus of a teache
moves from the idea that knowledge is transmitted to the idea that it is constructed, anc
the role of anyone helping (teaching) is examined in terms of how it helps ther learne
make their own sense. Regarding the learner vibw brings our attention to such things

as how an individual learner plans theipegach and how they engage in their own
sense-making conversation to make learning more effective. For short, this conception is
described as ‘construction’. A hazard sometimgsociated with this view is that it may
focus on the individual rathéhan the social processes ihdividual is engaged in: in

that most complex sociahvironment, the classroom, this point is vital.

Learning = building knowledge through doing things witbthers

The third stance on learning is described asawstruction. It recognises that all human
behaviour has a social dimensjand that knowledge is cdnscted socially rather than
individually. The crucial role of langge and conversation in the creation and
negotiation of shared meaning emphasised. The concept aflture is active, since
humans are surrounded by the cultural objects in which meaning has been vested b
previous generations. And the context in which meaning-making happens comes to be
more important, with more attention being paid to the processes by which learning
communities are built. This view illuminatesich examples as a classroom in which
participants are working to create new and shared knowledgen agreed focus, or a
commercial company (especially those in fast-moving industries) which benefits from
seeing itself as a knowledge-creating organisation. It helps us see how our current world
has become partly characterised as in aviltedge explosion’, andlso that traditional
‘bodies of knowledge’ are largely made consistent through a community which has ways
of agreeing as well as diffences. In this view, someone involved in promoting learning
will be helping learners engage in ‘generative’ rather than ‘passive’ learning activities,
and will act on the assumption that learners need to engage in collaborative
argumentation and knowledge-testing. The co-construction stance moves us from
viewing learning as an acquisition, whatewhe commodity to be acquired, to view
learning as also becong part of a communit§.lt would be a hazard of this view to
focus solely on social processegtte point of excluding individual ones.

Distinguishing the above thremnceptions of learning is valuable for developing a
more comprehensive understanding of how learning happens (as opposed to how it i
commonly talked about in the official w@s). As we progress through the three, more
elements are incorporated, espdligithe learner’s role andéhsocial processes: these are
crucial and influential elements in classroom and school life.
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So how do we see teaching?

There is of course a vast ligure which seems to address this question. Much of it tries
to paint inspiring answers, some of it offéeshnical answers, and so on. However, the
reality of many classrooms and the patterns of classroom life are often not found in thei
pages. At work is another set of forces whaan have a much etiger everyday impact,

and that's why the question is how do se=teaching. At any time in history we may see
things in different dominant ways, and we ewerently in times when the hazard is to see
teaching as the teacher’s ‘plathdelivery of the curriculumThe official voice only

focuses on this, but any teacher knowsetiera lot more to it. John SullivArieacher 6
English, puts it like this:

Due to the inherent uncertéizs and anxieties of teagts’ professional lives,
the tendency is to secure things, tatevthings down. We want procedures. We
want rules. We want our schemes of work written down. Yet all of these
produce cultures of control, not cultures of learning. All of these contribute to

the idea of learningof teaching, ofbeing in a school as static, rather than
dynamic: ventriloquy.

In the particular approach iaspection and accotability which iscurrent, teaching is
LOOKED AT in ways which are hazardous for the profession.hidstile withess enters
the classroom, focuses on tteacher and focuses on thegative. And sadly, teachers
can adopt a similar gaze towattsir professional colleagues.

Seeing teaching takes practice. A contekévant way of looking at teaching
recognises that teachers mgealassrooms by establisfiand running activity systems
of various sorts. In the process other kegditions of the classrao are also created: as

Walter Doyle? said: ‘if an activity system is not established and running in a classroom,
no amount of discipline will create order’.

It now becomes possible to semme of the differences irdching as differences in the
activity systems which are set up. Someans ago, | answerdtie deliberately naive
qguestion, ‘What does the teacher have iae tdtassroom with which to facilitate the
learning of pupils?’ with the overlapping headings of Figure 2.1.
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Figure 2.1The elements of classroom activity systems

This is a general model which can accommedatd describe all ¢hthings which are
often called ‘teaching methods’. More receftly have used it tandicate that the style
of activity systems in a ci&aroom might be reflecting thdifferent views of learning
which were elaborated eaati It goes like this:

1 Theinstructionapproach to learning muthe focus on the teachéney design tasks for
many pupils, often focusing on what theg &o be told and whahey are to produce
(the processes in between may not be aceerdi). Teacher chooses the material and
other resources, and plans the timing. Wihenteacher is ‘delering the curriculum’
the pace at which they perform is seen as key.

2 Theconstructionapproach to learning puts the fean the learner: tasks emphasise
pupils’ thinking and processj, and pupils are encouraged to help each other raise
questions and show understanding. Here, student experience is seen more as a resour
for learning, both experiences outside ttassroom and those within. The teacher is
more involved in dialogues of enquiry,cathe periods of time spent on a topic are
often longer.
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Figure 2.2Classroom activity systems in three views of learning

3 Theco-constructiorapproach to learning puts the focus on the class as a community of
learners: tasks are about creating knowledge as well as building criteria for judging
that knowledge. A wider variety of linkages are made between members of the class as
they contribute to the connect pool, and linkages to others sources of knowledge in
the world are rich.

And what’s a community?

The term ‘community’ has been used in more or less helpful ways. Sometimes — and this
is one of the more unhelpful ones — it i=dido refer to a geographical area. Examples
appear in such phrases as ‘the school and its community’ or ‘a community school’, which
use the term ‘community’ to denote an unspecified area and perhaps group of people, an
at the same time seem to imply that the sciolbinot be referred to as a community. In

this book, community wilhot be used to refer to a neighbourhood or other geographical
area.

Other uses of the term are more helpful in that they refer to a collective of people, but
go little further than that. Here the term can be used in a non-specific fashion which often
attracts a sentimental glow (see the nexptér). Examples appr when a school is
referred to as a learningpmmunity, yet the reference is very vague and the term
‘learning community’ has become an unjustified synonym for school. In this book,
community will not be used in sentimental or non-specific ways.

The most helpful uses of the term refer to

community as a collective, iwhich each member is an
Active participant, a sense of
Belonging has developed,
Collaboration between members of the community is frequent, and
Diversity of members is embraced.
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These hallmarks of community form partrof ‘ABCD model'. In this book, classrooms
will be referred to as communities of this sort. Also, as we shall see in the next chapter,
specific meanings of the tertiearning community’ will be developed, as the model is
elaborated further.

As a closing thought on this chapter, ture to the modal statof classrooms. One
insight from anthropological rearch on classrooms is that:

Much of the distinctive nature of the teachers’ strategiekdadling interaction

in the classroom was derived from the nature of the context in which they
worked, ... both the immediate situaticof the classroom itself and the
organisational setting of the school.... In general terms they appeared to have
little or no influence on the construction of the timetable ... , the content of the
curriculum, the formation o€lasses and the allocation of themselves and the
pupils to the classés.

So teachers are people whortat choose who theyork with, or inwhat combinations,

nor do the pupils they work with choose their teacbertheir combinsions. In the face

of this there are two broad responses. That 6 to feel disempowered by this lack o
choice: | consider this response is somehow implicated in the way that the dominant
classroom does not engagee tBocial collective, stayin mainly as a collection fo
disconnected individuals. The second resgoembraces the fact that many people are
brought together — ‘thrown together’ even — and utilises this togetherness to contribute to
our educational goals. It recdgas the core process of leangias the core process of the
collective.

Prompts for reflection
Before you turn the page, let's use thisapter break to stop the flow ahd
think about the issues in this chapter.

» Did the three views of learningoaate with youexperience? And the
three ways of running classrooms?

» Which is the dominant oimeyour current experience?

* When have you found examples of the non-dominant ones?

How did the teachers in those exampheanage to resolve the tensions| of
teaching in a way which helpedetimn run classrooms differently?
Try this activity:

1 Collect some photographs of desoms, spanningegades if you can.
From what is observable, what has changed over time? What has not?
2 Collect some teachers’ memoriesctatssroom life, spanning decades.
From their view, what has changed? What has not? What ‘pseudo-chfanges’
have they seen come and go?
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Community — more than a warm glow

In this chapter, &im to communicate:

1 the way in which the term ‘community’ is meant in this book;
2 how it contrasts with some other terms;

3 the importance of the concept for schools in current times;
4 an outline of key processes.

The term ‘community’ offers a view of a classroom or of a school which highlights the
forms of relationship in that collective. One of the difficulties with the term, however, is
that it never seems to be used unfavourablythey, it can be used in a way which lacks
detail. On these occasions it carries a diffesem glow. | find normspecific and romantic
uses of the term lack credibility: éfp paint a picturevhere goals are ngoroblematic,
relations are always good, and so on — the idyll.

Similarly, if the term ‘community’ is tchighlight working relationships, and, more
importantly, learning relationships, there could be difficulties in using the term
‘relationships’ in a non-specdiway. For example, we hear people say they want young
people to learn about relationships — do they meay relationship? abusive
relationships? and so on? Probably not, bay tforget to specifihat they really want
young people to learn about constructivetiefeships. The adjective is important. So too
with community: what sort of community® fanatical communityor an appreciative
community?

As noted in the prégus chapter, classrooms aomique social situations. Thei
crowded and busy nature accentuates issuedaifonships, so the way in which we see
and build the social relations in that contexof great importate. Teachers realise this
in many ways. When | ask teachers to tellwiat is most importarabout life in thai
classrooms, the answer is regularly that of social relations. Yet many of the current o
dominant ways of talking about classroomsrdii help us see these aspects. Indeed,
many voices on the classroom are silent about the forms of relationships which might
best serve that context. By saying nothing they unwittingly promote an undifferentiated
view of classroom relations, and colludéthwunhelpful images — the classroom as a
crowd? as a horde? an assortment? an anmunytmatch to be processed? All these words
say little about the relations between members, or indeed the purposes which may inforn
those relationships. As a result, the very issue of constructive learning relationships can
slip from view.
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Community — what metaphor?

Ways of talking about community often calh other images, da metaphor where ou
understanding uses one experience to illuminate another. Some of the metaphors whicl
have been used for schools as communities are less than persuasive. For example, talkir
about community as like family. This metaphor often conveys a rosy view of family, but
some of the romanticism that is conveyeduwtfamilies concernsie, given the evidence

that families can be the arenas for degime experience. Additionally, talking about
community as locality: this use is very common in phrases like ‘school-community
relations’, where the word signifies a local neighbourhood. In light of the fact that
education has a function of broadening horizons, and going beyond the local to connec
to world-wide communities, this metaphor could be peculiarly restrictive.

If there is a single mepdor that comes closest to whatant to convey, it is thatfo
community as orchestra — or band, or even group. This makes the point that people ar
brought together for a purpose. The relatidmdween members of this collective are
highlighted not for their own sake but for the joint action that is to follow. Together they
create something that is more than thensof the parts, and develop real skill in
orchestrating both individual and group pemance. The musicianare together for a
purpose, not because bloodatéon or quirk of geographyinds them. If we see a
classroom or a school in these terms, witt see more of the important relationsf O
course there are limits to this metaphamd if we were to accentuate the performance
aspect of the orchestra rathtban the learning that goes tm create it, or the fact that
they are working to someone else’s compositions, we would be building an inappropriate
image of the learninglohn Harvey-Jones, noted ch&fecutive of a number of large
companies, took this view:

the task of managing and leading people is much more akin to being the
conductor of an orchestra or a large band or the producer of a film, than being
an engineer assembdjrand running a machénor an accountadt.

He also recognised the importance ofaians for the orchestra and leadership:

A concert is much more than the sum of the parts; the interaction with the
audience, the effect ofehconcert hall and the wleobmbience are all parts of
the conductor’s repertoire which enaltlan or her to achieve a unique and
soaring performance.

Metaphors illuminate by proposing similarities)d we also sometimes clarify by making
contrasts. What does the term ‘communityhtrast with? The answer could be any term
for a collective which does not highlight relationship. Contenders include the words we
use every day in schools — class, for example. Or, thinking back to the first school in
which | taught, where the year groups were divided into smaller units, ‘divisions’ (on
reflection they probably were). On furthefleetion, the term ‘yeagroup’ is another fo
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the administrative terms used in a taken-for-granted way: used as such it risks
downplaying the very issues of working and learning relationships between merbers o
the collective which thewgre there to achieve.

Community — an approach to organisations

Thinking about schools customarily usee thnguage, ideas argsumptions of formal
organisation theory — roles, job descriptions, organisation charts, plans and so on — in &
taken-for-granted way. This is one impact of the twentieth century, during which we have
been taught to think of schools as formal organisations and behaviour within them as
organisational behaviour. When analysed, many of the assumptions of this view are
mechanical rather than humdhey derive from the planning of factories for profit, rathe
than human association for laarg. The mechanical way dfinking is ingrained in au
everyday conceptions of organisation and order: we assume a state of orderly relation:
between clearly defined parts. The presentation of one’s school in this rational way may
be strategically important: ‘Organising schools into departments and grade levels,
developing job descriptionspnstructing curriculum planand putting into place explicit
instructional delivery systems of var®ukinds are all examples of attempts to
communicate that school knows what it's doifg’.

The machine approach to orgsations works well in conditions where machineskwor
well: when the task is straightforward, the environment is stable, and the same product is
required repeatedly. Is this conception adequate for schools today?

More than a century ago, Ferdinand TénRiasGerman sociologist and philosopher,
drew a distinction between two fundamentally different kinds of institutions:

« gesellschaft- an association of people that is based primarily on the members’ rational
pursuit of their own self-interests;

» gemeinschaft an association of people that is based primarily on shared purposes,
personal loyalties ahcommon sentiments.

Two different visions of dtectives such as classmms or schools now emerge.

Tonnies’ distinction is sometimes used as though it described a historical trend,
associatinggemeinschaftwith rural and pre-industrial societies agdsellschaftwith
modern society. But both sides of the distiion are applicable tmodern times. There is
no need to associate community with ruralt@imagine the countryside as an idyll (I
grew up in one and remembeedark, cold muddy envirorent!). Community needs to be
understood better in the urban environmesgpecially since the balance of world
population has shifted so that the majonitgw live in cities. In cities there may be
different choices, possibilities for access, @awdon, leading to &erent versions o
community.

Each worldview is also associated withntrasting conceptions of getting on in the
world. The gesellschaftworldview sees ‘getting ahead’ @ individual endeavour; it
emphasises mastery of a set of instrumesitdls that enables one to make the right
transactions in an impersonahd competitie world. The gemeinschaftworldview
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emphasises a personal and tipggsonal world in which collaivation is crucial; it sees
composing a life as a relational matter, ueficed by family and cultural dynamics.
People who have specialised in thesellschafivorld may denigratgemeinschaftthey
may be impatient for ‘outcomes’ and ‘wds’ and have not experienced effective
communities for learning. Thdyave not realised that good relationships are essential fo
good results.

| have summarised a little more of howistttontrast views organisations such as
schools inTable 3.13

Table 3.1 Contrasting &ws of organisations

Organisation as community Organisation as machine

e -
Represented as groups, networks Remtesl as roles, hierarchy, plans
Organisational success is growth and Organisational success‘smooth running’
development
Focus on affiliation Focus on performance
‘Diffuse’ teacher role Specialist teacher role

Frequent contacts through many settings  Contact is defined by role

Personal success seen as contributingto  Personal success semnindividual ‘getting
learning ahead’

Discipline addressed through communicationDiscipline addressed through procedure

Motivation through commitment, purpose Mation through control, contracts
Curriculum tailoring Curriculum alignment
Solution-finding Routine, standards

Works well in dynamiccomplex context Works well in stable, routine context

Schools as communities: ancient and modern

The concept of community has been variously applied to schools for some time. It may
be useful to review this as we seek an up-to-date conception. Conceptions of schooling
have changed and may continue to change. The following historical progression has beel
suggested:

» School as community churdHere, school is about promoting morality and civic good.
In these times (end of the nineteenth century) there may have been more of a religious
reverence for school: teaching was viewed aacred professida view which in
England and Wales continued into the middle part of the twentieth century — my
mother was thrown out dfer teaching job in thedBOs for getting married!).
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» School as factoryThis view creates an econonpigrpose for school, emphasising
selection grading and standardisation. At this time the school is managed by principles
which view the organisation as a maahiand teachers aveewed as skilled
technocrats. Also at this time the notion of failure is invented.

» School as hospitallhe view of school as addressing the ills of society developed after
the world wars and a wider recognition of thgistice of industrial society. School is
to ameliorate these difficulties, and at this time a new language develops: ‘pupils at
risk’, ‘the needs of children’, and so on. For the first time individualisation of the
curriculum is considered.

» School as knowledge-work organisatidiis is a current and future concept. It
embraces the idea that we are in a knogdedork world, and proposes that the
function of school is to help students learn what they need to know in such a world.
Curriculum is not to be delivered (and re@al), but becomes a body of knowledge: to
be processed and formed by students) are both workers and customers.

In many ways the impact of the early metaphors continues today, and even slch brie
descriptions may help you notice contemporfagtures of schooling. The fact that th

term community is used so early in the list deserves reflection if we are to bringeit up t
date. It refers to a time when school was a key institution in any locality, a location fo
meeting and for advancing individual and community goals. For example, in the sout
Wales valleys, school was still somewhat redeand it continued to show its histotica
connection to that other community cenfog advancement ansitruggle, the workig

men’s institute.

Throughout the twentibtcentury the concept of schad factory has been dominant i
many countries. Factory sobl communities emerged in the USA as reforms i th
1890s, at which time age-giiad, subject specialisatioand routinisedteaching wer
increased as part offfegiency for progress”. They also emerged in Russia in response t
industrialisation and urbanisatién.

At the end of the twentieth century, the study of school differences has shown that
dthough the language of school as factory remains, it does not explain the realitys Studie
which were premised on the input—output ‘sausage-machine’ assumptions, have needed t
invoke relational and cultural aspects of school such as ‘ethos’ in order to explain thei
findings? Research has identified practicemd processes in schools whiche ar
measurably operating more like a communrftyand has added practical significance t
the vision.

At the beginning of the tenty-first century key chilnges face schools and thei
function which make the idea of a leagiand knowledge-creating community mor
salient. In the contemporary context:

» The knowledge base in society is increasing rapidly, and now said to double every 373
days!! Teaching knowledge is an anachronism.

» A wider range of the population process and generate knowledge. Information is not the
possession of a few ‘experts’.

» Employment prospects relate more to til#yato enhance and transfer learning. The
accumulation of qualifications is not enough.
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» The landscape of learning is much widérraher, involving multiple contexts, mocles
and sources. Learning is no longer the prowiof special institutions: it is a way of
being.

Our up-to-date conception of community must consider the role of commungcation
technology. Although many siren voices warn us of the detrimental impactwof ne
technology on community relationships, other voices see positive potential. For example:

New technologies make it possible to sustain relationships — either directly or
indirectly — with an ever-expanding range of other persons.... With the
intensifying saturation of the culture, however, all our previous assumptions
about the self are jeopardised: traditional patterns of relationship turn sttange.

Certainly my own experience of easy tw@y communication with people arounck th
world and one-way linkage to many others with common interests gives me adhange
view of self. Ard

through the technologies of the centuthe number and variety of relationships

in which we are engaged, potential frequency of contact, expressed intensity of
relationship, and endurance through timue all steadily increasing. As this
increase becomes extreme we reactate of social saturation.

‘Virtual communities’ are much talked aktolt remains an open question how much
collective without personcontact can be like a face-to-face version. Turns i
communication are separated by time, saommunication may be differently strategi
as there is more time to plancontribution, and the sense of joint action may be different
In some cases there is less of orfeseésted in a virtual community.

In this chapter so far, | have aimed to position and clarify the term ‘communiy’ an
suggest that the notion has key relevance to schooling for the future. Now it is passible t
put in place some elementadacharacteristics which help osove from community as
nebulous concept. | to to describe some of the ingredients which are needed fo
community to be built.

Hallmarks of community

This section is not about to specify rigid preconditions which must be satisfied in ful
before development can occur. Rather itgm®ges both some necessary ingredients fo
community to flourish, and qualities which grow when community is built. Thede wil
contribute to the more detaildchmeworks for classrooms@schools in later chapters.

Agency

The belief — on the part of all members — tiy can and do make real choices and tak
action, intentionally and knowingly, is the hallmark of agefk€¥his is both needed an
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developed by coming together in a collective. However, a further step is possible; a
personal sense of agency paies a pro-social orientatiosp the individual fosters a
communal life. Collective agency can emengeople’s shared beligfin their collective
power to produce desired resuffsThis is developed when interdependence in a
community is recognised arfdstered. In a classroom the belief in both personal and
collective agency needs to be active on plaet of teachers anpupils. This would
perhaps seem an easy notimnaccept from a distance, bakassroom customs often
compromise it. If agency is loeommunity slips from the grasp.

Belonging

A sense of being part of the collective and a psychological sense of membership develoy
in a community. This has sigitant effects on engagementtire life and purposes of the
collective. The degree to which plgofeel a part of school iassociated with their degree

of interest in class activity, their persisterin difficult work and their academic resuls.

A key dimension of that sense of belonging and membership is whether students feel
respect, acceptance, inclusion and supportg#l finterpretation of belonging could be
hazardous, as can occur in overemphasising islieas as ‘buildingclass identity’. Such
overstating of belongingness to a particular class (or even the school) might ignore the
way in which each pupil is jpart of many collectives.

Cohesion

As people act and develop a sense of belonging, they develop an investment o
themselves for the purposes which are beingeseh in and through this collective. In a
community, the growth of comitment is reflected in th@rocess of moving from a
number of ‘I's’ to a ‘we’. Again the development of cohesion in a community should not
be overstated. It is not a form of comptian or of ‘group-think’. Although there may
have been times in history when particular communities set up strong boundaries, these
were not communities with purpose of learning. A sengd cohesion at a sufficién

level for joint action is enough, especiallgdause the risk would ls compromising the
following condition.

Diversity

In a community setting, differences amot a threat, whereas in the mechanical
worldview they probably areThe ability to embrace difference and to view diversity
positively is a crucial ingredient. With it, two linked things happen: the riEk o
stereotyping reduces (and the hazaf division associated with it), and the building o
complexity is enhanced. Complexity, the development of which is a guiding principle in
education, comes aboutofn two simultaneous developments: a keener seffise o
difference and differentiated uetanding, together withlarger sense of meaning and

‘big picture’. The two processes of generating diversity and building cohesion need to go
hand-in-hand in order to achieve the balance described as ‘unified divétdity’a
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school setting with its rushed life and redd communication, thehance of stereotyping

is considerable, especially between teamshand pupils. Imagesf the other are
constructed and acted upon. Yet the realitpnae diverse. Whepupils are deemed to

be unmotivated and disengaged, closer listening to those young people shows they may ¢
the same time have a clear view on theitural identity and tke practices they would
honour, as well as seeking to meet wider worlds through the context of school. This
offers clues for creating school communities built on difference rather than homogeneity
and to become an ‘inclusi®mmunity of differencet’

Processes in community

Acting together

Activity versus passivity is a dimension ofeliand learning that has a long history: as
recently as 1916, John Dewey argued t'tthee school environment be equipped with
agencies for doing ... to aaxtent rarely attained® So if a community is about
facilitating its members’ action, it is also albabe fact that to act in community is to act
together, to act in concert. Not in unison but with some degree of coordination, stufficien
to achieve the additive sense that acting tagedbhieves more than acting alone, and the
whole is greater than the sum of the partghiiithis, individual projects take their place

as contributing to a whole when the community project for action emerges. Although
some elements may emerge which could bis){merpreted as elemnts of the machine
organisation, such as division of labour and agreed roles, these are always subservient t
the emergent community project. In thesaditions members of eollective spend effort

in maintaining togetherness and addressing the tensions it sometimes-btirgysmay

do things which to the mechaal observer are ‘off-taskbut which serve to maintain
togetherness and build imtiependence in action.

Bridging

Communities connect. Thistatement obviously appfieto the connections and
communications which emerge face-to face interaction, ame person’s interests and
ideas start to bridge with those of another person. As different individual worlds meet and
start to form a collective world, it is important to think of this in a way which maintains
the hallmarks of cohesion and diversity. Simple notions such as ‘group-think’, ‘the group
mind’ or uniform ideas of a group identity ¢t capture the variation which maintains

in community life. But bridging goes further than that and refers to connections made to
other parts of life and to other communities. Members of communities know more of the
picture of each other in wider parts of lifikan do members ahachine organisations.

And they also seem to regularly make cections to similar netarks in other places,
whether these are other networks of interests or other knowledge communities. The fac
that they do not create impermeable waltsuad them also reflects how processes often
described as ‘bonding’ in discussions of grdulding, are inappropriate for a
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community. The origins of the ‘bonding’ idea in explaining animal behaviour make plain
why it is a reductionist idea to apply to human behaviour.

Collaboration

Cooperation occurs between free agents under some particular conditions: they must fee
that their futures arén some way connectéd.But such cooperation may remain
strategic and take place without a sense @ifggng ever developingCollaboration is a
more extended process thaooperation, because it nesegeople to bring something
important together: in communities this is likely to be something of themselves. Bringing
something comparable together and wagkito find common ground are both key
ingredients of collaboration. If ‘Cooperation is working together to accomplish shared
goals?! then collaboration is working togethen a common task towards a common
outcome??

Cooperation between some parties cametomes be associated with increased
competition between them amdhers, even in some casek teacher collaboratiof?
Collaboration is less likely to be associated with competition of a between-group sort.

Dialogue

The human capacity for language and meanirag its highest in dialogue. But again this
is one of those words which is oftamsed loosely, sometimes synonymous with
discussion. The following distinctions may help:

« Discussioris generally held to be a spoken consideration in a group, but its Latin roots
carry a meaning of disputation or agitatias,are evident in theedical use of this
word, meaning the act or process of breaking up, or dispersing, a tumour, or the like.
Also consider other words from this root: percussion and concussion!

« Debateis a form of discourse in which twgposing teams defend and attack a given
proposition, often in a formalised manner, or make opposing points. Its conflictual
nature is reflected iits root, the Old Frenctiébatre to beat. See also batter!

« Dialoguedescribes an exchange of ideas anigps. The roots of this word are the
Greekdialogos(dia = through;logos= speech, word, reasorjompare epilogue,
prologue etc.

Dialogue as meaningful exchange otad and understandings is doubtless rarer in
classrooms and schools than we would wish, but for effective human relations it is a
central element.

Processes in a community of learners
The hallmarks and processes described alapgdikely to be found in any collective

which attracts the description ‘community’ in a meaningful way. But note that the
purposes of the community have not yet bepecified, nor the members. So what extra
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do we need to understand in order to best describe a community of learners?

First, some points about the term ‘community of learners’. As was mentioned in the
preceding chapter, the view t¢éarning embodied in a classroom is a crucial, though
often unanalysed and unnoticed, dimension. Those who have pioneered classrooms &
communities of learners make explicit a vi@# learning whichis active, strategic,
reflective and involving metacognitidft.Without falling into hair-splitting, the weight o
ideas are more towards the second moddé&tariing discusseith the preceding chapte
(Learning = Individual sense-making) but hadllin a collaboratie context. This is
perhaps indicated in their discussions of metacognition, which are usually in terms o
individuals understanding their own learning. Such metacognition is a crucial and
potentially transforming elemerof a classroom, but | suggest that it is less than what
emerges in a ‘learning community’ which is the community learning about its own
learning. | have selected two crugmbcesses for a community of learners.

Enquiry

If a collective is to operatas a community and if the miers of that community are
engaged and interested in learning, then endsi likely to be emphasised as a meahs o
learning and coming to kno%.An emphasis on first-hand investigation, both through
‘hands-on’ experimentation and through the use of reference material, is regularly
found2® The reason for this is not merelyaththe teachers and researchers involved
choose this as their preferred stance onnlegr it is also forthe effect it has on
relationships in the collective. Enquiry capwik®y human processes such as interest and
guestioning, and it does so in a way which supports engagement between people. Enquir
does not invoke right answers or authobised solutions: instead it invites
communication and accepts diversity.dtsal is enhanced understanding.

Established communities of learners have enquiry at their core. Take any of the
‘learned societies’: they associate in ordeexchange and delibeeathe results of thei
enquiries, on occasion coming agreements about their maftective ways of testing
knowledge. They also often associate with others in order to press collaborative enquiry.
I think it is no coincidence that a view of learning which highlights the process of making
connections between ideas and between avk&mowledge also operates in contexts
where connections between people are rich. Take a smaller example of the scientists in
laboratorg? or a team of photocopier mechamés:their communication and
collaborative construction of new knowledge is based around the problems they have
posed and the results thfeir active enquiry.

Knowledge-generation

Learning is a key human process, and as#dme time it seems centrally human to seek a
product. Here, the product of learning is knowledge: being human is to appropriate

knowledge and to produce knowleddeWhat is meant by ‘knowledge’ is crucially
changing here: it is not the school view — sgbmatter, taught bigachers and found in

books, a commodity, to be amassed and bafikedt is a contextually relevant new
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meaning, often in the form of new understandings for the people involved in learning, but
also often placed in some public domainaperformance of understanding which asks
students to convey what they know as a way of demonstrating their underséring.
for the process of generation, knowledge is not in heads but in what people create wher
they get their heads together, not in books or other sources but in what people creat
when they go to those sourcésid the product, although it is in some incomplete sense a
representation of the new knowifgis not treated as thoughdbuld lead to knowledge
being simply transmitted to others througlstmeans; others’ interpretation and sense-
making is always in the picture ey in turn appropriate from it.

In the knowledge age, the challengetas‘make knowledge building the principal
activity in schooling’, where this is understood as encompasbuoty the grasping fo
what others have already understood andstistained, collectiveffort to extend the
boundaries of what is knowR2 One of the helpful conceptim this stance is tha
knowledge is an improvable object: it is always possible to review our knowldédge o
anything and agree how our knowledge may be improved.

Processes in a learning community

The adjective which people place before therd ‘community’ is instructive. Some
examples give clear evidence that the wititgs not developed the core understandings in
this chapter so far, as whre UK Prime Minister writes:

Strong communities depend on shared values and a recognition of the rights and
duties of citizenship — not just the duty to pay taxes and obey the law, but the
obligation to bring up children as competent, responsible citizens, and to
support those — such as teachers — whem@wgloyed by the state in the task. In

the past we have tended to take sdalies for granted. But where they are
neglected, we should not hesitate to emage and even enforce them, as we are
seeking to do with initiatives such as our ‘homeschool contracts’ between
schools and parent§.

This speaks to me ofgesellschaft/iew of the world, rather thangemeinschaftiew on
which the word community is based.

By contrast, some of those who use thent&earing community’ do so in a way which
is much more specific than the ‘warnogf they seek to deslop for children

their kindness and considerateness,ceom for others, interpersonal awareness
and understanding, and ability and inclination to balance consideration of their
own needs with consideratidar the needs of others, as well as their intrinsic
motivation and attainment diigher-level academic skif3

and have identified the practices and outesrof such (see the following chapters).
At this point | wish to consider a learning community, but the adjective here is not to
be used in the weak sense, in the way teatning community isuised merely as a
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synonym for school. | use the adjective in a strong sense so that learning community
means a collective that is collectively leimg, including about its own processes o
learning. In this sense | feel it is an impaottaddition to much of the already inspiring
literature and practice on communities efiners, which | now view by contrast as
collectives of learners which may be learning collaboratively, but mainly about the
knowledge questions in hand, and not necessarily about their own learning. In this sense
identify the following two processes which are present in learning communities.

Reflection

For individuals and collectives to be ablddarn from experience, reflection is essential.

It is the only route through which our exmsce can be made an object of knowledge.
Reflection is often spoken about as an individual phenomenon: in this sense numerous
studies demonstrate how it may be promdfteand its significant contribution to
individual performance: the GCSE scordspupils who reflecteast are 30 per cenf o

the scores of those who reflect m&sBut a community demonstrates its organic rathe
than mechanical nature bgdrning from the experience @ own workings. At such
moments many of the key elements suclagency, dialogue and enquiry are present to
the full.

In a learning community there will be collective reflection, not as a substitute fo
individual reflection but growing from and enhancing it. This may comprise collective
reflection about the enquiries in hand, buay crucially be extended to collective
reflection about the community processes for enquiring and learning. The practices this
requires in a classroom are rarelpaded in the literature on classrooms.

Meta-learning

The term ‘metacognition’ has a relatively short hist$hput a very important role in
individual learning. Strictly, metacognition is thinking about thinking: here | use the term
‘meta-learning’ to denoteehrning about learning. This @early a much wider setf o
considerations than just thinking, andcempasses learning about goals, strategies,
feelings, effects andontexts of learning® For these times of @vemphasising pupil
performance, | have reviewed elsewlrhe contribution thaénhanced meta-learning
makes to individual performance, the contribution is notable, including for learners
deemed ‘learning disable®d’ or ‘having learning difficulties*? And the classroom
practices are identifiable. Atehindividual level, meta-learning is shown to be crucial fo
that much-claimed but often absent elemématnsfer. Not only for knowledge generated
in a classroom to be applied in similar sitoas outside the classroom, but also for the
understandings and capacities in learning which may have developed, meta-learning is
essential.

Again, in a learning communithere will be collective meta-learning. This requires as
a necessary element the collective reflectiderred to above, but extends it into new
meaning, understanding and kriedge of learning communities.
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A summary of key elements

The key elements reviewed in this chaptay be summarised as in Figure 3.1

Hallmarks Processes
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Figure 3.1Key elements in learning community

Prompts for reflection

» Do you find the word ‘community’ used in more and less useful ways?
When you want to convey something through the use of that term, what is
it that's special for you?

» Recall some of the occasions when a classroom you know has showrn) some
of the qualities of a community. How did this happen? What did you Idarn
from these occasions?

» Have you ever experienced a legymiommunity? Whatappened that
leads you to describe it that way?

* If you have not experienced whaiti yhink a learning community is, can
you develop those thoughts into more detail as to what it would be lik¢?

Having outlined and hopefully clarified the vision of community which might be
transportable into a classroom, you mayrbady to examine the classroom practices
which contribute to such a development. These are to be found in Chapters 5 to 9. But
before that it may be useful to review athis known about thémpact of operating
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classrooms in the ways outlined so far. That is the focus of Chapter 4. In part, the
evidence reviewed there is another answehgoguestion of this book series: ‘What's in

it for schools?’ but we should take care with thategtion lest the ingtition appears to
become the primary entity for attention. Schools exist for pupils and the society they will
compose, and we must beware falling into the situation described by one pupil in a
research project who said, rafag to his teachers, ‘Theysed to care about us — now
they care about them’. Sogtheview may also answaihat'’s in it for pupils?’.



4
Classrooms as learning communities

A review of research

The point of this chapter is to review published research on classrooms as learning
communities, and thence to get a better idea of the efieofzerating classrooms in this
way. The voices from research are one pathefanswer to ‘What's in it for schools?’.

The style of writing for thichapter differs somewhat frothe others: it is more about
findings than about visions amdactices. This is deliberate, as | want no one reading this
review to be left in any doulabout the messages from research.

Operating classrooms as learning communitiey not be the dominant style, and may
be correspondingly under-researched, but from a reading of about 100 texts there is goo
evidence that it bringsignificant benefits.

The focus of this review is stimulated bypswers to the larger question ‘What helps
learning in classrooms?’. Various meta-analyses have brought together multiple studies
of classroom learning. One, covering 11,000 statistically significant findisgswel
that the way in which the classroom is managed is more influential than any othe
variable. This points to the teachers’ rdlecomposing a classroom which attends to both
social relations and learning, and the abciature of classroom management. More
recently an analysis which combinstiidies on over a million learnérarrived at two
conclusions which confirm the focus here: ‘Mebgnition is the enginef learning’, so
that thinking and reflectiomre key processes for the ssdaoom, and ‘the self-system
appears to be the control center for humammor so that how the classroom engages
learners’ beliefs and learners’ control is ¢alicClassrooms agarning communities aim
to embrace both these conclusions.

Classrooms vary in the ways they operate and their variation may be understood in
terms of the approach to learning which is in operatigihe dominant approach is
‘Learning = being taught’, with its associated language of transmission and delivery. In a
smaller number of classrooms the view ‘Learning = individual sense-making’ operates.
This accords with theridings of twentieth-agury research on human understanding. In
the fields of mathemits and science education, muckearch adopts this constructivist
view of learning (despite thiact that the folk view ofthese subjects holds strongly that
they are about facts and knowhge rather than sense-makifigf The evidence that
teachers who adopt beliefs apthctices along the constructivist lines get better results
than those who adopt beliedsd practices along the lines of ‘Learning = being taught’
now covers a range of countries and age groups: for example, 6-year-olds in tR@USA,
year-olds in German{10-year-olds in Jap8mnd secondary school studehts.

The research to be considered here dmmsond the idea of learning is individual
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sense-making, towards the view that learning is constructing knowledge with others. ‘In a
learning community the goal is to advartbe collective knowledge and, in that way,
support the growth of individual knowledg¥.lt positions learning as a procesk o
negotiation among the individuals in a learning community, and sees individual learning
as rooted in the culture within which the individual led learning communities,
social relations and knowledgeeation meet. Knowledge (boindividual and shared) is
seen to be the product of social processes.

There are fewer studies than one mighteaably expect of classrooms which develop
in this style. Much classroo research reflects the domitaonception of ‘Learning =
being taught’, and investigatesatters such as teachers’ giigning, teachers’ managing
the classroom, teachers’ degliwith student misbehaviour, teachers’ grouping of pupils,
etc. Thus is a teacher-centred view ofssfoom life maintagd, together with an
anonymous view of learners in which researchstjons such as ‘Is it best to seat them in
rows or groups?’ are posed. Neverthelessetliera significant body of research which
shows that paying attention to social relatiansl learning processérings considerable
dividends — in short, better learning, better performance and better behaviour.

The school as a context for classrooms

Classrooms rarely operate as separate islamdspne of the major influences on them is
the culture of the schooResearch findings on schools as communities provide a
backdrop for the focusn classrooms. Some schoolsmie more as communities than
do others. This difference makea difference to a range béhaviours and capacities as
learners. Secondary schools that score high on an index of communal organisation

attend to the needs of students for affiliation and ... provide a rich spectrum of
adult roles [that] can have positive effects on the ways both students and
teachers view their work. Adults engagjadents personally and challenge them

to engage in the life of the school.

Such schools show higher teacher efficacy, morale angragjt, and students in such
schools are more interested in academicsertless often, and there are fewer behaviou
difficulties.12 A study of 11,794 16-year-olds in 830 secondary schools revealed that
students’ gains in achievement and engagement were significantly higher in schools with
practices derived from thinking of the sah@s a community, ther than the common

form of thinking of tke school as a bureaucradySimilar findings apply to primary
schools: those where studeatgree with statements such‘ly school is like a family’

and ‘Students really care about each other’ show

a host of positive outcomes. These umtd higher educational expectations and
academic performance, st@er motivation to learn, greater liking for school,
less absenteeism, greater social coenext, fewer conduct problems, reduced
drug use and delinquency, and greater commitment to democratic ¥alues.
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Pupils’ sense of the school as a community bkeen measured with validity, and relates

to individual matters such as motivation. A study of 301 students in the early secondary
years concluded ‘a student’s subjective sense of belonging appears to have a significan
impact on several measures of motivation and on engaged and persistent effort in difficult
academic work® School sense of membership is strongly associated with pupils’
valuing of schoolwork, their general school motivation, expectancy of success and self-
reported effort. These motivati-related measures are massociated with the sensk o
belonging to school than they were with their friends’ valuing of school, thereby
challenging the folk theory of ‘peer pressure’ as most influential in motiv&ion.

Students with a higher sense of school mensiip report higher grades, and a more
internal locus of control, theense that success was mortheir hands than in the hands
of otherst’ This last element can be seen as @&vi@ against interpreting sense of school
membership as a simple idea of compliancerg@anisational rules — the characteristits o
the school matter. Similarly, sense of belonging to school is not limiting studentsrto thei
school: it is associated with looking edd and expectatiorfer the future!® Positive
feelings about school relate to positieatcher—student relationph, but more so when
there is a feeling of school belonging. Additionally, sense of school belonging is
positively related to academicagtes, and even more so whandents feel that school
focuses on learning and on improvingngmetence rather than on performance and
proving competenc¥ Higher levels of affiliation toschool reflect students’ current
participation in school, not their history of prior achieventént.

Students’ sense of school membership influences their patterns of behaviour outside
school as well as inside. Schools with higher average sense-of-community scores hac
significantly lower average student drug use and delinquency, suggesting that schools
that are experienced as communitiegmy enhance students’ resilierfdy.School
supportiveness, sense of community, and opportunities for students to interact and tc
exert influence are key factof$A survey of 36,254 13- to 18-year-old students showed
that school connectedness (more so thamilfaconnectedness) was the most salient
protective factor against behaviours suclilag) use, school absenteeism, pregnangy ris
and delinquency risk® Analysis of 12,118 follow-up interviews concluded ‘[W]e find
consistent evidence that perceived caring aonnectedness to others is important in
understanding the health of young people today’.

School differences are also set in a déargicture across countries, indicating that
schools operate more as communities in sooumtries than in others. In a recent survey
of representative samples in 42 countries, 224,058 15-year-olds in 8,364 schools were
asked to respond to ‘My school is a placeewehl feel like | blong’. Seventy-nine pe
cent affirmed this statement, but countlifferences ranged from France (44 per cent),
Spain (52 per cent) and Belgium (53 per cent), to Australia (85 per cent), Finland (86 pe
cent) and Hungary (89 per ceft).25 Within countries, school differences were
significant: ‘In nearly every country, there is a wide range among schools in the
prevalence of students codered to have a low sense of belonging and low
participation’. This variation is not explained by ‘family background’ of students but
suggests aspects of school policy gmdctice create stedt disaffectionFor schools
sense of belonging is moderately correthtwith student performance in reading,
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mathematics and science. ‘So schools which give priority to working on studen
engagement do not do so at the expense of developing such skills as literacy — school
that have strong student engagement tend to have strong literacy perforfRancely
individual, sense of belonging may not be strongly related to performance: disengaging
from school does not restitt poor academic performance in all cases. Disengagement
from school is not simply about agadic success: school practices matter.

Sense of school community can be enharfoedoth students ahteachers, and the
route is through the classroom rathearththrough extra-curricular programmes o
activities. ‘These findings suggest that students will not sign up for those activities unless
they already experience themselvesbag part of a supportive communif’.Such
programmes are known to make a differenEéfects were strongedgor students in the
subset of schools that had made the greatest degree of progress in progran
implementation?8

The benefits of community building in schools are not achieved through building any
sort of community. Much depends on the values which develop, and the best is achievec
through a caring, pro-social, learning-oriented approackhéorelations between all
parties. And this strategy is relevant for those schools which are sometimes portrayed a:
most difficult: ‘the potential benefits of enhancing school community may be greatest in
schools with large numbers of economically disadvantaged stud@iiisé benefits are
often lasting, from primary schaol persisting through secondary scRBolon
achievement test scores, academic engagemmecial skills and misbehaviour.

The classroom

Focusing now on the classroothis review will not concenéte so much on the detail o
teachers’ classroom practices (see @rab to 9) as on the effects.

The review begins with research infd) classrooms as oamunities, then (B)
classrooms as communities of learnergntliC) classrooms as learning communities.
These sections are in some sense cuimalasince the development of classroom
communities is concerned with both soc&ld academic outcomes, and sees them as
connected. Indeed it has been arguedttimiagenda for educatiodeform should reflect
all three of the forthcoming sections and should cover ‘social, ethical, and civic
dispositions; attitudes toward school and learning motivation; and metacognitive33kills’.

(A) Classrooms as communities

(2) In classrooms where a seef community is builtstudents are crew, not
passengers

In any collective which operates as a comrtynall participants are active, so in a
classroom community studerdse treated as active ageimscollaboration to promote
learning. The exercise of humagencyis about intentional aicin, exercising choice,
making a difference anhonitoring effects? The collaboration on which classrooms as
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communities depend requires that studergsaative agents in choosing and learning:

We propose that the engine of collalitma is agency and its expression in the
effort to represent and ate in other people’s thobts.... One way this agency

is expressed is by the decision tollamorate and the effort to reach an
understanding when socialles are insufficient for successful collaboration.
Another way agency is expressed is by the motivation to produce and
contribute. Finally, productive agency appears in the very way we learn — we
construct knowledgé?

Human learning is about both appropriating and producing knowledge, yet the dominant
model of classrooms does not start withighicesm which enhance student agency. To
create higher levels of agency for childrethis challenge of creating classrooms that are
knowledgebuilding environments. To find ways in which student choice and student
ideas are developed has been identified as a key issue in the design of ICT38upport.

Emphasis on community action is sometimes portrayed as in tension with emphasising
achievements of individuals, but the eviderdoes not support suahview. An eminent
researcher in thield concludes:

The findings taken as a whole showvatththe higher the peeived collective
efficacy, the higher the groups’ motivatarinvestment irtheir undertakings,
the stronger their staying power iretface of impediments and setbacks, and
the greater their penfmance accomplishments.

(2) In classrooms where a sense of community is builtpils act as part of a
larger whole

Participation in school is an outgrowth of student sense of belongingness. Generally this
is weakly influenced by typal aspects of the effectsf school leadership and
organisatior?® It is influenced by both peers and teachers, more so than by parents in a
study of teachers, parents ah800 pupils aged 9 to F6.

Classroom involvement and participation are linked to a sense of community; as
students’ sense of community increasgsyrticipation increas. By encouraging
supportive relationships among students through cooperative learning activities, student
satisfaction with the group increases and behavioural referrals drop by as muchmas 71 pe
cent3® Students indicated a greater ability to build relationships, and worry less about
‘being put down’. In informal activities, good Hations became moreidespread and
factions became less in evidence.

Greater motivation also comes with ieased relatedness in communities. Both
intrinsic academic motivaih and autonomy were related to students’ serfse o
community in a longitudinal study of 4,515 students of ages 9 to 12 in multiple schools
and districts®® This was explained in terms ofréfe core interrelated motivations:
perceived competence, sense of mrand perceptions of autonorf:The higher the
perceived quality of relatedness, thgreater one's feelgs of autonomy ah
competence*! So relatedness and autonomy ao¢ opposites, athey are sometimes
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depicted. The three motivatidneariables in turn predicted children’s performance as
measured by grades, achievement and teaeltiegs of competa®. Students involved
in a programme to develop community smbrsignificantly higer than comparison
students in sense of efficacy during maldschool. ‘Program students also had
significantly higher grade-point-averages and achievement test scores than comparisol
students?2

Engagement and relatedness also influence risk behaviour. As students feel more
supported they become mosngaged and this in turn reduces risk behaviour and
likelihood of dropping ouf? In this longitudinal study of 443 urban African-American
adolescents, engaged students reportede naositive perceptions of competence,
autonomy and relatedness in the school setting than did students who were less engaged

(3) In classrooms where a seaof community is builtrelations are about
‘we’ rather than ‘you and me’

Classrooms which operate as communitiesoarage children to take an active role in
classroom governance. The tlaarity structure of the aksroom is an important
determinant of students’ experience of comityuand of some of its observed effetds.
Comparison of two contrasting programmes has shown that the style of governance
makes

a difference:

Although teachers in both of the ggrammes stressed the importance of
positive student behaviour, this appears to have been defined niligeasce,
compliance and respect for authority the [external standards] school, and
more adnterpersonal helpfulness, concern and understandirtge [classroom
community] school4®

Ten-year-olds’ interpersonal behaviour was more helpful and supportive in the latter.
Through practices such asthlass meeting to discussues of concern, pupils vkor
collaboratively with the teacher to develsplutions to disciptie problems. Teachers
avoid extrinsic incentives (rewards well as punishments) #uat children will develop

their own reasons for positive actions other than ‘what’s in it for me?’

In general the greater the sense aofmownity among the students in such a
class, the more favourable their out@smon measures of prosocial values,
helping, conflict resolution skill, responses to transgressions, motivation to help
others learn, and intrinsic motivatié#.

Teachers’ encouragement of ceogitive activities appears be particularly important in
teacher practices associateith students’ sense ofdtclassroom as a community.

Sense of classroom community is positively related to higher-level moral reasoning
based on internalised values and norms, and negatively related to lower-level reasoning
based on conformity to authity, social approval or dapproval, or reward and
punishment?® Students in schools with a strong sense of community are more likely to
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act ethically analtruistically*® and to develop sociahd emotional competencies.

4
In classrooms where a sea®f community is builtdiverse contributions are
embraced

When classrooms operate as communities d@mriange of roles becomes available, both
for the classroom and for eagfarticipant: ‘...students began to view themselves in
different roles and s@k about themselves in different wa3’.

Patterns of contribution become mofmlanced than those in teacher-cahtre
classrooms, with individuals whose conttibn rates are markedly different in large
group settings displaying very similar contribution rates in small groups: ‘[small groups]
provided a more equitable opportunity for its members to participate in high-level
discourse about science than did whole-class les8bns’.

A wider range of pupils becomes valued. é®e teacher put ih an ICT-supporte
community classroom: ‘Instead of being outcasts, the nerdy kids are being treated with
reverence.... [It] afforded a lot of kids that don’t normally have success in school, some
success’. And pupils learn a wider range dgso ‘I think there are some kids that
facilitate learning, and who want to help. | think it [knowledgéding community]
brings this out in some kids thaeait normally helpful or facilitating®?

On dimensions which are typically associatgth difference intreatment and valuing
in the dominant classroom, classroom communities de-emphasise difference and promot:
inclusion. The practices and experiences which school students report as promoting
membership and belonging for them are $hene practices as they see appropriate fo
their classmates with severe disabilifiés.

When a range of contributions is valued in the service of a larger whole, posséssion o
ideas and right answers iss¢eimportant. ‘The students put competition and claims o
authorship into perspective. Against theseytkemphasized that they should work as a
community and that it is the idea that reedt not who came up with it in the first
place’®*

Sense of a classroom as antounity can be enhancedenmtime. For one programme,
students scored significantly higher on the measure of sense of community than did
comparison studentsrfeach of three yeapS.

(B) Classrooms as communities of learners

The social arrangements which create aes@fissommunity in a classroom can operate
well but not necessarily implicate the ception of learning which inhabits that
classroom. Caring and pro-social classnocommunities can céinue a teacher-centte
view when it comes to learning. The naeiction reviews studies which have examined
the application of communityractices to the fact thite members are learners.

(1) In classrooms which operate as a communityledirners, engaged enquiry
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emerges

Agency and belonging in a community efarners are enhanced by the key practice o
eliciting learners’ questions. Various studies show that when this happens, the intellectual
demandingness is high, both in the type of questions and the processes which follow.
When students are asked to generate quesdiotie start of a new topic, they are likely

to ask questions derived from their need to understand and focus on things that they ar
genuinely interested in. Such questi@re of a higher order than tebdsed questions
produced after readirR§.And primary school students are able to follow their questions

in depth®’

When students direct collaborative knowledg@ding discussions on science topics,
they have been judged as conforming to canons of scientific enquiry, validated by
independent judgements from philosophers of science, confirming that students
collectively exhibit a high level of what may properly be called scientific thinkng.
Similarly in a maths classroom: ‘students egsed their real interest and were motigate
to work on problems. They engaged in neatiatical discussions rather than applying
algorithms and textbook rule®”

When such practices are used in a ctamsr fostering a community of learners,
students became passionately engaged, es@knce in scholarly ways, developed
several arguments and generated core questions. ‘Students’ arguments for their claim:
became increasingly sophisticated over tiffefeading to the description ‘Productive
disciplinary engagement’.

(2) In classrooms which operate as a communityl@drners, students help
each other learn

When interaction between members of asglés focused on the topic and proceks o
learning, their relations become morespectful and helpful. One of the leading
researchers in thigeld concluded:

When an atmosphere of respect and responsibility is operating in the classroom,
it is manifested in several ways. ©rexcellent examplds turn-taking.
Compared with many excerpts of clagsn dialogue, we see relatively little
overlapping discourse. Students listen to one anéther.

Further, ‘we showed that children, collabtimg as members of @@mmunity of inquiry,
are motivated to help each ottaerd to learn fsm each other®2

In contrast to the impersonal relations of many classrooms, in which concerns about
peer judgement and fear of étism arise, getting to knoather class members leads to a
different assessment of thekiof contributing. Trust builds and members become more
likely to ‘ask questions, express a minorityiropn, play the devib advocate, or publicly
wrestle with ideas®3

ICT can make an important contribution to building a community of learners. In one
example of the few ICT toolwhich embody a learning comumity stance, ‘a more even
distribution of contributions and greater attention to and productive use of the fdeas o
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collaborators” was demonstratétiStudents engaged in moreflective activity when
they had both face-to-face activity as well as the collaboragieglenblogy to construct

and pursue collabotige learning goal§>

(3) In classrooms which operate as a communityl@drners, students show
productive engagement aratientation to learn

The correlation between students’ sensecommunity and both intrinsic academic
motivation and autonomy is a feature dfssrooms as communities (see previous
section). In a community of learners stuts use collaborative enquiry to address
authentic questions they have generated, their agency creates a range of effects:
group productivity increases as students gain ownership, cognitive engagement increase
as public dialogue centres on discussions of their own experiences, and students tak
responsibility for learning antbaching as they work irrams. When tasks are student-
initiated collaborative interactions in groups increase; by contrast, when students
complete teacher-designed activities stud#intogue centres moren the procedural
aspects of the activi§f Under these conditions, when multiple perspectives are
reconciled through the medium of dialoguelladmration creates me abstractions than
does individual worlé?

Sense of community in a gsroom also supports a learning orientation on the part o
pupils, which is crucial for them to be aaiengaged learners and for high achievement.
At the crucial time of transition between schools it has been shown that the common
change in learners’ orientation is towsua concern for provingompetence rather than
improving competence. A longidinal survey of 660 studenitsdicated thaexceptions to
this pattern occurred when learners perakigelearning orientation in classrooms, and
these occasions are associated witligher sense of school belongffg.

(4) In classrooms which operate as a communityleérners, students show
better knowledge, understandingpplication and transfer

Programmes which aim to fosteommunities of learners have encouraged pupils to: (i)
engage in self-reflective legding and (ii) act as researchexho are responsible to some
extent for defining their own knowledge and expertise. The aim is to enhance children’s
emergent strategies and metacogniticemd help them adwae each others’
understanding in small grps, through processes suh'‘reciprocal teaching®

Results from such classroorsbow that improving both literacy skills and subjec
knowledge improg, specifically:

« ‘Domain-specific content isaged better by students’.

 ‘Students were able to use information more flexibly in discussing thought
experiments’ (hypothetical situations) and counterexamples.

 Students were better at applying knowledge: ‘Over time the research students introduce
more novel variations of taught principles along with more truly novel ideas’.

 Students show better transfer of learning to other domains, through: ‘(1) improvement
in students’ reading comprehension scores on materials outside the domain of study
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and (2) gradual acquisition of increasingly complex forms of argumentation and
explanation strategies’.

» Students more than doubled their commsbe on a measure wite they answered
questions after reading a prded passage unrelated t@ tturriculum of the class.

They ‘showed especially strong gains in their ability to summarise a passage and in
their ability to solve problems analogatasthe one in the provided passage’.

» Students’ argumentation skills improvecplnations were more often supported by
warrants and backings. The nature ofivbonstitutes evidence was discussed,
including a consideration of negativeidence. A variety oplausible reasoning
strategies began to emerde’.

This approach goes well beyond attempts to train pupils in learning strategies, whe
typically there is little evidence of them using strategies when left to their own devices
As the investigator put it:

Gradually it became apparent that the drfeih’s failure to make use of their
strategic repertoire was a problem of understanding: they had little insight into
their own ability to learn intentionally; they lacked reflection. Children do not
use a whole variety of learning strategiesause they do nhow much about

the art of learningl

Thus a key element in commtias of learners is tha

students should be active participantstie program, awaref their learning
processes and progress. They should come to understand why they are engaging
in the activities that form the basis thfe program.... they should be able to
serve as collaborators in the ogskration of their own learning.

The extent to which the gains from these interventions are shown up in public forms o
assessment depends on what form is used:

Two of the most successful schools anr research participated in a state-
mandated, high-stakes performance assedshmenontrast to the standardized
tests used in the other districtsetlassessment was consonant with [the
classroom community program’s] educatibapproach, both in its emphasis on
higher-order thinking in response to open-ended questions and in its inclusion of
collaborative group investigations anadblem-solving in science, mathematics,
and social studies.... Of the six distsicstudied, only in this district did
educators see their commty-building effort asa means to promote
achievement on mandated assessnfénts.

(C) Classrooms as learning communities

A classroom run as a learniegmmunity operates on the understanding that the growt
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of knowledge involves individual and social processes. It aims to enhance individual
learning that is both a contribution to their own learning and the group’s learning, and
does this through supporting individual contributions to a communal effort. Here the
stance is that the ageof enquiry is not an individual, but a knowledigeiding
community’4

(1) In classrooms which operatas a learning communitydisciplined
discourse develops

Accounts of classrooms as knowledaelding communities includéhose with specially
designed ICT support. Frometlearliest examples, ‘There hdween impressive results in
textual and graphical literacy, theory improvement, students’ implicit theofies o
learning, standardized achievement tests, and comprehension of difficult texts. Results
appear stronger the loagstudents use this collaborative environméhmisciplined
discourse emerges: records of a community discussion over a period of three months
comprising 179 entrie¥ show that although it may begin as personally-oriented, it
evolves into a scientific enquiry. Students pursue various knowledge sources, and
undertake empirical studies ae to test their questions.

(2) In classrooms which operatas a learning communityresponsibility for
and control of knowledge becomes shared

In this sort of classroom, meers not only take responsibility for themselves and others,
but also take responsibility for knowing what needs to be known and for ensuring that
others know what needs to be knofn.

The cognitive and the social are both deped in such an @ironment. Fourteen-
year-olds whose class ran as a constrigttildarning environent using communal
knowledge-building software over a one-year period showed ‘a higher level of self-
regard, improved ability to regulate their behavior and an increased ability to make
credible judgments about someone elsssertions than did the control grodp’.

(3) In classrooms which operatas a learning communitygconceptions of
learning are richer and co-constructive

Classrooms which operate as knowletigdeing communities a characterised by the
interplay of private and public reflectiomnd in such contexts students changer thei
approach to learning from a shallow paesone to a deeper active one. A total of 110
junior school students in five comparablassles were assessed in terms of their beliefs
about learning, and their reading compref@nssix months apart. They became more
likely to report that learning is a matter of understanding and not simply getting all of the
facts, that it is important to fit new infmation with what isalready known and that
learning is a matter of undganding increasingly complex information and not simply a
matter of answering all of the question¥hese students showed a significant
improvement in problem-solving andeaall of complex information, and were
significantly more likely to use information provided in a text to solve probléms.
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The shared view of knowledge which develaps learning community is voiced by
11-year-olds reflectingn their learning:

Even if you learn something perfectly, are a pioneer in your area, all your
work is useless if nobody else can understand you. You might as well have done
no work at all. The point of learning is to share it with others. Lone learning is
not enougt?

Good science making is all about working with ideas, testing them out in
different conditions, retesting, talking with people who are working on similar
ideas, and bringing ideas to the whole grétp.

(4) In classrooms which operatas a learning communitywe understand our
learning together

The combination of talking and writing ignportant in the service of learning: by
discussing their understandings students construct more advanced knowledge, an
incorporate the outcomes ofdussions in their written understandings. Eleven-year-olds
have been very positive about talking- and writing-to-learn and also on the combination,
which shows an appreciable léveof metacognitive awarene8%. Collective
metacognition has been noted emerging in group discussions among 14-year-olds. Thit
includes planning and regulating (including standards for task performance), monitoring
(including comments on the status of their understanding), and evaluating (including
evaluating others’ ideas — positively more often than negati®&ly).these ways, one
hallmark of a learning communiis built — it is a community which learns about its own
learning.

Again, interventions which focus on running classrooms as learning communities have
proved viable, with important results, not the least of which is changing the culture of the
classroom. A cumulative effect over three ydaas been shown inree studies, with the
quality of student explanations monotonically increasing over that time, and moving from
descriptive in year 1 texplanatory in year &

The processes of a learning community can be built without expensive technological
support®® Indeed, relying on pre-existing technology from outside is not likely to change
the dominant culture of classrooms. Technolaggds to co-evolveith social practices
and structures of participation in communitfe§’ for effective learmig environments to
be built8

Prompts for reflection

» Which aspects of the research ig ¢hapter surprise you the most? And
which the least?

» Does your reading of this review help you notice anything about your
current beliefs regarding young people and regarding classrooms?
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» Are there aspects which have been briefly mentioned here which you would
like to explore irclassrooms you're in?

Concluding this review

This review shows adequate evidencestgpport the idea thathe development fo
learning communities should be a key feature of twenty-first-century schools. The
connectedness of outcomes — social, mor&labeural, intellectual and performance — is

a particularly important feature here, ane avhich may address the challenge which has
been set by key players in this field:

To draw politicians and business people away from their fixation on
achievement test gains one must offer them the vision of a superior kind of
outcome The failure to do that is, | believe, the most profound failure of
educational thought in our epo¢h.

At the same time, the fact that the reseaestiewed here is investigating understandings
which are against the currenf dominant discourses could create difficulty for both
researchers and practitionelgk@ Researchers may have poat additional effort into
their proposals in this domain. Teachers rfiagt themselves developing practice which
is contrary to the conventions of 5,000 ye#msa classroom wheithe aim is to promote
public dialogue and deep understanding rather than pre-fixed procedures, close analysi
of the discourse confirms that the teacidt find herself amidst various voices which
may be in tension or even confl®.But it would be hazardous to overstate o
oversimplify these forces. Voicem educational reform shosonsiderable variation, and
are not the one simple or single stance which is sometimes stated.

It is noticeable that the rearch reports span North Anga, continental Europe and
the Far East but none comes from the United Kingdom. The UK has excellent pioneers in
aspects of classrooms a&sitning communities, such as dialogue, thinking andftg
there is not a comprehensivarfiework applicable to all agsrooms nor studies of its
impact. In addition, | have been unablefitud a UK example ware school classrooms
are using the technology referred to above for building learning communities.



Interlude

Practices in classrooms

My interest in creating this book is to comnicate practices in assrooms that support
the vision of learning communéts. | also want to activelgcknowledge that classrooms
are necessarily complex and necessarily vagedhere will be no single answer. And |
accept that local knowledge &farners must be a guidjright in building classrooms
(and leave to those who think they know wisabest for everyonghe task of specifying
what works for all).

So here, in the next five chapters, | need to avoid the pitfall of writing prescriptions
which could easily turn out to be like theeahanical fixes promulged centrally by the
official voice. How might | do that? | intend to use two main devices: naive questions and
stories. Both of these stand in contradti® definitive statementnd lists so beloved by
mechanical views of classrooms.

| ask the naive question, ‘What does a teabtlage at her/his disposal in a classroom,
with which the achievements of classrooms areated?’. This question helps me focus
on the lived practicalities of life in classroonsit with the particular purpose of learning
in mind. Given that the classroom is not ideally designed for learning, this question helps
me read more selectively theres of print devoted to classrooms, putting to one side the
prescriptive and to another side the grandatives which have little link to practical
action.

As indicated in Figure 2.1, mgnswer to this naive qu&s has been cast in termé o
some general overlapping heading eacWinith has practical importance:
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Tasks Social
structure
| Goals
Resources \ ' Role
Time and
pacing

This model has had a good response irlipations on mentang beginner teacheraind
on managing classroom behaviduhapters 5 to 9 will address these areas as they relate
to the practices of building la@ing communitiesn classrooms.

The telling of stories aboueaching offers a means edmmunicatingpractice which
(i) accommodates the complexiand ambiguity of the contgx(ii) enhames teacher’'s
voice and (iii) avoids the ‘one-size-fits-all’ stam It also turns out to be engaging inttha
it is more likely to lead to dialogue, andlirential in that it is more remembered (many
of the books which begner teachers report as influehtieom their training are first-
person accounts of classroone)if It's not the only way t@ommunicate practice, so |
will add to some of the stories that are re-told in these chapters frameworks and ideas
collected from other accounts. In this way noye will be to offeé extra meanings and
maintain the big picture.

Practice and vision go together, so the description of classroom practices cannot be
divorced from the vision which helps the practice come to life. Equally in order for the
vision to be realised we negdactical action. On that note, the phrase ‘the devil is in the
detail’ comes to mind, and may well be a useful reminder at times, but | want to propose
a more constructive phrase: ‘the dream is in the detail’.

Your story so far

In order to promote more engaged reading and to acknowledge your existing experiences
it can be useful to run through the follog structure for capturing reflections and
achievements. It is also important to identify those elements of a dream which you have
experienced already, so that yoarry forward into the future the best parts of your past.
Take a few minutes to thinkf classrooms you have knowand occasions when those
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classrooms have operatad learning communitie€hoose the best experience you.can
When you have identified thatne occasion, do all you cda reconstruct it in yau
mind’s eye — recall the room, the conditiott® people and so on. Capture in concrete
detail the things that made that experience possible. Reflect on the following:

« What was working aslearning community?
* How you make sense of this positive occasion.

Try to capture some of what you have identified into a provocative proposition:

* ‘Classrooms work bestlaarning communities when...".
[A provocative proposition provokes thought and stands in contrast to a soggy
proposition; for example, ‘Classrooms work best as learning communities when the
teacher—pupil relatits are good’.]

Having used this activity during workshops, | offer below a selection of the propositions
which teachers have created (and roughlyegatse them into the themes of the
forthcoming chapters):

Classrooms work best &sarning communities when:

Goals and plans

» Teachers are intentional in planrand facilitating strature and freedom

» They're fun, differer#ind the personal is planned into the learning

» The responsibility for the learning remains with the learner

« Children own thelearning experiences

» The pupils cooperate, understand that everyone has something of valpe to
offer, share a common purposealamork together to achieve it

Teacher’s role

» Teachers reach out from their comfort zone

» Teachers embrace pupitsl their experience

» Teachers and pupjsow together

» Pupils see teacher as more thatlithtor — as person, as story-teller
» We deconstruct existing experiences of non-learning communities
» Teachers sacrifice thpparent constraints

Social structure and climate

» There is psychological safety anolalance of challenge and support
» People feel safe enough to take risks and laugh together
» Everyone feels able to take riskggtakes are not negatively evaluated

Resources and bridging
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* The room is a special space
» Boundaries between in-class and out-of-class break down
» Not confined to four walls

My impression from these contributions Haeen that many teachers have experienced
elements of the dream. Thigt heartening given the dominant culture. And that more
practical detail would be welcome for cremtimore of that vision. That is the hope fo
this book.

Where might you start?

It's a reasonable enough questito ask, but there’s not aeelr answer of the linear sort
which says, ‘Start here at A and then move to B’. When dealing with complex systems
like classrooms, there is matigan one starting point and necthan one ending pointrfo
building learning communities. For that reason, the order of Chapters 5 to 9 is pretty
arbitrary (although it may be best to consider goals at some time early on). Don't let this
possibly ambiguous answer hold you back, however: the best answer is make sure yol
start somewhere!

Anticipating what you may meet

Given that the approach to learg and classrooms that this book is developing is not the
dominant one in our society at this time, certain things follow which it will be useful to
anticipate:

1 As members of this society, we won't alwdeel easy when working and learning this
way.

2 A range of pressures and forces in owiety will seem to challenge us in this
approach.

Over recent years | have learned (in myn practice and wheworking with othe
teachers) that:

1 It is useful to recognise that curtlgriClassrooms as Learning Communities’ is
against the grain of everyday views of ldag and teaching. The very phrase ‘against
the grain’ can act as a useful remindethef fact that our vision is not the dominant
one, and that a range of dynamics may ensue, both in ourselves and in others.

2 It is necessary to be strategic in copinthwie forces that clange us. For example,
a school with a very rich learning communitypagach will have to ensure that it also
has good data on children’s performancegriter to keep the agcies of compliance
(Ofsted, LEAS) at bay. Given the reseagsfidence cited in this book, you can have
every faith that the short-term agenda of performance will be handled and surpassed,
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and that you will contribute to the much longer-term vision which is the special
contribution of educators. Building leangi machines may have seemed appropriate
for the twentieth century, but it is increasingly recognised that creating learning
communities is important for the twenty-first.

The struggle in our heads

The above points have informed another feature of this book, to be found in the fpllowin
chapters. When we’re working against theigr and being strategic towards cutren
forces, 's too simple to think ‘the enemy is out there’. As people who have growm up i
society we have partly beeneated by it and partly beenvimived in its re-creation. S
we have heard and may have spoken theegoof the dominant model: they are active (i
not dominant) in the many voices which liue us as social animals. So when we'r
developing non-dominant practice, we mayédo cope with ourselves! We may din
that the small voices inside us seem to stop us moving forward and taking appropriat
action towards new practice. | put it this yhecause numbers of colleagues and teacher
who have been making such development report two things happen at once:ginspirin
results at the same time as continuimdeel that it remains a struggle.

So you will find two features the chapters that follow:

1 Some ‘alerts’ which ask you to notice thaces within you agou read, especially
those which undercut the message of the text.

2 Some accounts from teash about how their insilg and engaging practice
continued to feel a struggle (so maybe Nirvana is not going to be obtained just beyond
the horizon!).



5
Goals in a learning community

Classrooms with purpose

What are the purposes in a classroom, andtwrmplications dahe different possible
goals have for crucially connected issues saglagency (that of teachers as well as that
of pupils), choice and planning? Many kisgues about constructive classrooms and
building learning communities start with the issof purpose. In this chapter the current
situation in classrooms wible reviewed, before examinimggtra elements from the othe
models of learning.

Testing times

The times we're in now are well illustratég the comment of Kian, a year 6 teacher,
who said:

‘Do you know what I've found myself doing of late?
When pupils ask, “Why are we doing this?”

I've been replying “Because it's in the SATSs"™.
His sense of surprise at himself was clear as he spoke.

Within Kieran’s commehare the elements of the magensions for teaching in current
times: are the tests our educational rationale™bly answer is a clear ‘no’: they could
never adequately represent or capture what a young person can gain from their schoc
days, and they will always underestimdtee achievements of pupils, teachers and
schools. But what else will we sayttte learners in our classrooms?

Yes, the tests exist, but the point is that schools’ modal response to them leads to ¢
distortion of the goals, process and relationships of learning. To the point that a strong
emphasis on performance actually gets worse performance!

But if teachers know that tesesults are not their core goals, how is it that teache
behaviour can be so influenced by them? &lsenothing intrinsic in the mere existence
of national tests whicimecessarilyleads to teachers operating classrooms in a more
teacher-centred way, focusiran ‘coverage’ (theirs, not the pupils) and doing all the
things that are summarised in the phrase ‘tegcto the test’ (or the version from the
USA, ‘test-prep lesson§. |n order to explain the phemenon of ‘teaching to the test’,
we have to recognise a further elementthe picture. This is the manner in which
teachers have been deemegponsible’ for pupilsperformance in the tests. No lomge
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are the scores on performance tests a (déstppartial and timed) reflection of pupils’
attainment, they are now a reflection on thacher, or (as in perfmance tables) of the
school! This has been a key elementtlie version of ‘accountability’ which was
introduced to UK schools in the 1990s, a version more derived from accountaacy
from human services. It's with these cdimhs in place, that the modal effects on
teaching happen, as was demonstrated ig ahcount from researchers in New Kor
twenty years agé:

In our interviews with teachers, we haweard over and over how many of them
have lost some of their enthusiasm tfieaching. Initially excited and motivated

to teach, to challenge and motivate thédrhn in their classroms, they tell of

how the external pressured$ standardized curriculagompetency tests, and
other manifestations of a culture obsessed with achievement have robbed them
of autonomy and creativitwith respect to teachingnd had a negative impact

on their own interest and effectivenesghie classroom milieu. Their reports of
how such factors cause them to bsslsupportive of the children’s autonomy

led us to another experiment.

We explored the effects of externaligt performance standards on teaching
styles. Two groups of subjects werekes to teach studén how to solve
spatial-relations problems. Both groups of subjects were given the same
instructions, except that, for one groapsentence was added telling them that,
as teachers, it was their responsibilityste to it that their students performed
up to standards. While this addition might seem subtle, it led to dramatic effects.
The 20-minute teaching s&on was tape-recorded and later analyzed. It
revealed that those teachers in the granince standards condition made three
times as many utterances and their uttexareere more likely to be directing,
controlling, and to include words like ‘should’ and ‘must’. In short, the pressure
created by mentioning performance staddded the subjects to be much more
controlling in the teaching $&. And this of course isonic, because so much
research has suggested that the lesgatng the teacher, the more likely it is
that the students will perform well.

1 Does this story ‘ring bells’ forgur current experience in teaching?

2 What counter-examples do you know, where teachers have managed to maintain &
focus on learning, despite the existence of the tests?

3 How have they managed to do this?
In some senses this phenomenon is noagetely new: classrooms throughout the
twentieth-century have illustrated the tencketowards teacher otrol, and many images

of classrooms in earlier centuriggrtray it too. Seymour Sarasofflescribes it like this:

In several elementary school classrooms | arranged for observers to be there
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from the first day of school to the end of the first month. | was after what |
described as the forging of the classroom’s ‘constitution’.... Who wrote the
constitution of the classroom? Thesaer — to which there was no exception —
was that the teachers wrote the constitution. They articulated the rules and
regulations (frequently post hoc) but provided no rationale. There was
absolutely no discussion of the rationale.... It never occurred to these teachers,
who by conventional standards were very good, that students should be provided
with a rationale, which deserved extendabscussion, and thatudents should

have an opportunity to voice their opinions.... In these matters it was as if the
teachers had no respect for the needsagidions of students. Students were
and should be powerless in these mevatt Their time would come when they
‘grew up’.

These are tough observation®: they accord witlyour experience? But the point istno

to indulge in simple blaming of teacherSarason analysed the wider systent an
concluded thateachers regard students the way their superiors regard,thaththat i€

key issue for present times. It&een in the phenomenon pdissing onpressure — th
under pressure so I'll put you under pressure; I've got targets so I'll give you targets. Thi
phenomenon is now voiced all levels, for example:

We're putting the teaching predsion under a lot of @ssure and we’re doing it
for a simple reason: there are a lot of people putting us under pressure
(Tony Blairk

Not only does this stance leswldistortion of teadhg, it contains irit the potential to ge
worse. The reason | say this is that if when pressure is first applied it doesn’t work, th
tendency is to apply more pressure. And to carry on doing more of the same, lgut tryin
harder to make it happen faster. This stance is to be found in many government strategie
such as the literacy hour, booster classes, summer schools, and so on — if pupils aren
learning to read from curreprogrammes, give them mor&his escalation of pressur
(which has parallels with the escalation of punishment — ‘the beatings will continbe unti
morale improves’) is often associated with #tsf language and focus. In the UK today
the official voice speaks in the languagemfitarism: targets, campaigns, crusadesk tas
forces, etc.
So in current times, the view ‘Learning being taught’ has been re-emphasised i
many places through the form of testing dhe approach to accotability. Perhaps thi
is exactly what was intended by people like the Chief Inspector of Schools whe wrote
‘We re-introduce the traditiohdeaching of literacy and nugracy into primary schosl
... to restore the true purpose of education based on the transmission of knofvledge’.
But this is not the picture everywhere.different countries, irwhole schools andi
individual classrooms, thereeaimportant exceptions to ithpicture which operateno
more effective views of leamng. This includes primary schools in the UK which dav
been subject to the pressures: successhwas are shown to modify and re-plan ‘top
down’ strategies to their own vision and contéxthis book re-tells such storigsuyt |
believe you also know some exceptions to the general picture. Try out this reflection t
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see what you can glean from the examptms know, no matter how small or how large
they may be.

Think of a classroom you know, in which the purposes for learning arg not

cast in terms of tests, pressure, performance and so on. Choose the best

example you can. When you have identiftadt classroonto all you can tg

reconstruct it in your mind’s eye — relcdle room, its messages, the teagher

and their communications and so on. Capture in concrete detail the |things

which make that version of a classroom possible.
Make some notes and then ask yourself:

* How are the purposes for learning created in this classroom?
» What does the teacher contribute in making this possible?
» What do the pupils contribute?

To reach a better resolutiornrfihe classroom we need to wecaway from ‘teachers treat
their pupils like their superiors treat them’. This will, among other things, lead to bette
connections between teachers and pupils. Sorties of classroom life like to say
‘pupils are compelled to follow someone else’s rulesjysEomeone else’s curriculum
and submit continually to someone else’s evaluation’, and they make this into a criticism
of teachers. | prefer to say ‘and at wotisis describes teachers too’. Changing this
situation to everyone’s advantage regs teachers re-finding their voieand a
repositioning of the various voices on thiassroom. Rather d@im teachers becoming
ventriloquists mechanically mouthing words provided by governfhéngy need to
revisit and revive their own voice on learning. In that process they will be likely to
engage more with the pupils’ voice omafning — that's one of the hallmark$ o
classrooms as learning comnities. To achieve this, we need to look at classrooms in
detail and this chapter focuses on thatagement, the goatd the classroom.

Whose goals in the classroom? The voices in classroom goals

Look at these four purposeattments for an individual learning in a particuta
classroom:

* | want you to createsaccession of sentences that carry your reader wi
you.
» | want to know how to write a good letter (and enjoy being with my mgtes).
» | want you to do well in school.
» Pupils should be taught to choose form and content to suit a particula
purpose.
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Now you might find the next part easy, but that's the point and it's constructive to
consider why it's so easy. Which of these feaices is that of the mil? Which is that b
the parent? Which is the teacherdAwhich is QCA (KS2 En3 Writing)?

Whatever cues you used, and whatever knowledge you have of the four perspectives
you probably had a clear sense of the wat these short statements reflect different
particular positions in thevorld and the way the world igiewed from each positiol.

You get a sense of the ‘speaker’s identity’ and the intentions associated with it.

The everyday experience of teach— and of pupils — is to be involved in the interplay
of these voices, intentions and identitiekaw do teachers manage in the middle? The
answer is to work explicitly with all ahem and work towards a rich dialogue between
them. In doing so we move away from the stance where schooling is typically about
doing thingsto children, not workingwith them. It is not beyond possibility that pupils
could come to understand and opegratglicitly with all of the voices.

However, one classroom practice which h&some popular ithe current context
could work against this, if it is used in the dominant fashion. The practice which has
recently grown up in classrotws is to put the QCA voice on the classroom wall and call it
‘the learning objective’. It's not that at all: it's theachingobjective, cast in a particula
language (not the teacher’s) which seems to suggest that asmasse of product can
follow. Various impacts derive from this practice, not the least of which is that pupils get
bored with it. Perhaps that is related to the finding that many pupils do not understand
what it means. As one developer in this field found, ‘Only a small minority of children
(mainly above average ability Year 6 childrgerceived the sharing of learning intention
in relation to their learning*!

This practice can introduce discordant note into otherwise constructive practice. |
recently heard a teacher from a primarycgghin Buckinghamshé talking about how
she was helping her class focus on learning. It was engaging and developmental. Thel
she described using the formal teaching objedib help review learning, and the story
she told was one where the pupils were tonledmout lists, with exmples which were all
about pets. At the end ofeghesson the teacher asked whatl we been learning: the
pupils replied ‘about pets’ tawhich the teacher respond@db, it was about lists’.

Pupils driven to abstractionln that small moment we have a microcosm of majo
issues in school goals: working with abstract ideas is otleeofioals in school, and is a
valuable capacity for any human being. But when it is used to disqualify the concrete
experience and talk on which the development of abstraction must be based, you can se
the point which is made by those who have studied learning in a range of contexts:
schools sometimes seemaatefailurel? It reminds us that the current individualised
approach to testable perfnance in the classroom (which is called a National
Curriculum) could well lead to greater polati®n of pupil achievement, rather than the
building of effective éarning communities.

Some teachers in Kent told me of dmat effect they hadoticed from putting
‘learning objectives’ on the wall. At the @rof lessons when these teachers sometimes
had a plenary on ‘what we’ve been learning tesson’, they noticed the pupils reading
from the wall! They saw the practice as enegimg pupils to become more strategic and
less learning-oriented, and as this was reggtto their goals they discontinued it.
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So if used in the dominant fashion, this practice could merely reemphasise the
‘Learning = being taught’ model, and in theocess silence the vaus voices identifié
above. It's a practice from t@acher-centred perspective @assrooms, even though it
also manages to silence the partictdacher’s voice in a classroom!

Creative teachers improve on this practedeng the lines of # principle mentioned
above: to seek a dialogue between the voices. Here are some of the possibilities:

1 Put the QCA-speak on the classroom wall,tban give the class a few minutes in
pairs to discuss what they think it couléam. This mediation dhe official voice by
the members of a class leads to more engagé and on plenty of occasions a richer
sense of purpose than affildom could have created.

2 After working out what thefficial voice might mean, leaers can then examine which
of the things that they want to do that thmeight be able to do more competently as a
result of achieving this. Téleads to a more active engagement and connection with
their view of their future.

3 Ask learners to tell each other whetheythknow of any adts who might use the
knowledge, understanding or skill whithe teaching objective focuses on.

4 Ask learners in a class tommunicate some of the abdeeeach other and then start
to discuss how they would best go aboutredy it, helping each other in the process.
The furthest reaches of thpsocess would be to ask thémdecide how they might
know whether someone understood it, and you can bet that they would devise
something better than SATSs.

Goals and purposes — expaling the possibilities

Discussion of goals and purposes in the classroom often bumps into talk of ‘motivation’.
It can at times be a hazardaustion, especially when ed in its everyday withiperson

terms: the idea that some people have more of this stuff inside them than do others. The
term can also attract a morquality which casts the othesupposedly unmotivated,
person in a deficit mode rather than appreciating their quality. Both of these were
summed up by the teacher who | heard said, ‘The kids at this school aren’t motivated.
They just want to climb flagpoles’. Speaffias someone who avoids most masts, | was
impressed!

Researchers of motivation soon depart from the everyday notions of motivation, since
they do not adequately explain the facts of how we all engage in some thingstand no
others. As leading writers put it, ‘motivation exists in the relation between individuals
and activities® How the issue of purpose is handled in that relation has given us the
distinction between intrinsic and extringitotivation. Intrinsic means doing something
for its own sake and the experience it offergtrinsic means dognsomething because it
leads to a separable outcome (for exangpleward). The evidence from research on this
issue is much clearer than st@veryday beliefs. Reseaeth who have examined these
issues for two decades conclude:

Although the issue of rewds has been hotly debated, a recent meta-andiysis
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confirms that virtually every type of pgcted tangible reward made contingent
on task performance does, in fact, undermine intrinsic motivation. Furthermore,
not only tangible rewards, but alsodhts, deadlines, diréets, and competition
pressure diminish intrgic motivation because ... pgle experience them as
controllers of their behavior. On the other hand, choice and the opportunity for
self-direction appear to bance intrinsic motivationas they afford a greater
sense of autonomb.

So the driving implication for classroomstis promote as much intrinsic motivation a
possible. Intrinsic motivation results in higjuality learning and creativity. Steps onsthi
way may be helped by this view that th&semore than a polaesl distinction betwae
intrinsic and extrinsic. In some conditions someone can make an ‘external’ goal their ow
and feel part of it, as illustrated in these six different possible responses to therquestio
‘Why do this homework?’:

1 It's not for me ‘amotivated’

2 To avoid detention external

3 To please my parents somewhat external extrinsic
motivation

4 To get the GCSEs | want somewhat internal

5 Because | want to be successful internal

6 Because it's interesting intrinsic motivation

The nearer we can get to intrinsic motivation the better. Given that motivation is no
‘inside’ people but in the relations between people and activities, no one activity i
indicated for ‘creating’ intrisic motivation. In the examglof homework, the task waul
really have to be interesting, which usually means that it holds novelty, challenge o
aesthetic value for that individual.

Applying this idea to what is said in the classroom context reminds us of the quot
from Kieran which opened this chapter: ‘idbecause it's in the SATS’. That was a
extrinsic view, and Kieran was surprised anbelf as it did not fit with his beliefs abiou
motivation. Using the above dimension we can now locate a wider range of the shor
statements which relate to classroompgmse; these are laid out in Table 5.1.

The statements in Table 5.1 have beeouged and laid out in this way becaus
(notwithstanding the point that there’'s a é¢oatim) they speak to me of some impottan
distinctions which may be discerned in the goals of classroom activity. These are show
in Table 5.2.

To operate classrooms as learning comities requires that we work towardseth
lower two cells in this tabl&he balance has been towards
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Table 5.1Classroom purp@sstatements

Do it to avoid detention Dih to avoid social exclusion
Do it for me Do it to please your parents
Do it because it’s in the exam Do it for the school

Do it for your success in later life

Do it to succeed Do it because you can use it
Do it because it's interesting Do it to find out what that world is like
Do it because you'll learn Do it to make a difference to the world

Do it to contribute to all our learning

Do it to improve knowledge

Table 5.2Classroom goal possibilities

Goals which are:

Internal to the classroom, but External to the classroom, and
External to the learner external to the learner

Internal to the classroom, and external to the classroom,
internal to the learner, but internal to the learner

the upper two, and the dialogigone part of shifting the balance. In achieving this we
may recognise many forces whigvork against it, but it is acial to note that teachers’
knowledge and beliefs about motivation are not one of them. Even though the action
patterns of the modal classroom may be veering towards the extrinsic, this is not to be
simply explained as teachers wishinghtt way. Research on teachepsliefs about
strategies for motivating learners indicateat these beliefs ateroadly consonant with

the evidence that has emergedm research on motivation, including that mentioned
abovel® But in this sort of research thecfss is on how anntlividual teacher can
‘motivate’ an individual pupil. This may be important, but it can’t be the whole picture
since it misses out the wider context @odial relations of the classroom.

In order to move on from the teacher-centred view and ‘Learning = being taught’, we
can explore practices which come from the next model of learning, ‘Learning =
individual sense-making’. The two themes which follow, choosing to learn and planning
to learn, have been researched within thixlel under such tesras self-determinatidh
and self-regulatiod® These are also key elementsthe idea of agency which was
proposed in Chapter 3 as a hallmark of community, so we will also be moving towards
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considering classroom gawses in a community.

Choosing to learn

Pupils may seem to make few choices in their classrooms and learning, but many
teachers | meet recognise that too many of them might fealtgaking another choice:

Students in all classrooms have always had the power to make the most basic
choice about their learning: they mayooke to engage in learning or to
disengage. We cannot remotheat choice. Our goal i® inspire students to
choose to engage. When they do, we know that they can and will make good
choices about what they learndamow they assess their learnitig.

From this stance it is possible to consider how pupils might make classroom choices on:

e what they learn;
* how they learn;
* how well they learn;
« why they learn.

And on each of these dimens®there could be more t@ss significant choices made.
One of the most comprehensive examegven in the story of Susan Moon

Susan is a teacher of English and Sgan&he is with her class of 13—yeJlar-
olds. On the board are the mandatediculum requirements for the subjett:
Susan is standing beside a flipchart.
The class had been through this qass before, so they are prepaied.
‘Okay,” Susan says, ‘this is what we have to demonstrate that we know. Any
ideas how we are guj to do that?’
With almost no lapse, the pupils begin to propose ideas and argfie the

merits of each until theydentify a project theybelieve would permit eag
student to meet the requirements.cOnSusan feels confident that th
choices would allow them to do well, she asks ‘Okay, you're going to
money to do this — how are you going to get it?” Once again the j
address the questi with energy.

When interviewed some time later, Susan explained that she had
some leaps of faith — that the pupils could learn basic Spanish ski
following the plan they had devisgalanning lessons and teaching Spanis
younger students. It felt risky, and she worried all year long.

chapter in the Spanish textbook, her anxiety grew.
At the end of the year, the kids totde mandated tests. They scored
highest for her region in the first part, and second highest in the second

h
eir

need
upils

made
Is by
h to

As her colleague teaching the ott&panish class finished chapter after

the
part.

Despite the success Susan was still subject to the lingering suspiciTn that
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Spanish should be learned by covering chapters.

As you read this account, can you notice theewinside you? Were they anything like:

« That's a bit far-fetched (it can’t happen here).

« | wonder where that wasgan only happen there).

| bet the kids were special (oatinkids couldn’t act like that).

« | expect it's something you can do with Spanish (but not with my subject) and others.

These are examples of the voices of disfjaation, attempting to downplay the message
and possible impact of the story. Could we bring

on any other voices? Anything like:

e That makes sense (and if Susan can do it, why not me?).
« | could try something out (best to start with a small experiment).
» Perhaps | could do it with my [2lpss (best to prepare them a bit).

Monitor how the balance of voices goes with you, and see which pathway you take.

Susan’s story is especialljnportant because tbok place in a context of mandated
testing. It also highlights one of theirigs to anticipate wén making change: the
ongoing sense of slight unease that a teadtan feel as they develop non-modal
practices which are obvioyslsuccessful. But it is a fullgeveloped example on a
number of levels of learner choice, and we don’'t need to change everything at once! Sc
let’'s consider further possibilities on a lesser scale, in order to entertain an experiment o
two in classrooms we know (at the same time giving less room for those véices o
disqualification).

Choices in what to learn

This can range from choosing which of a set of problems to begin with, where in a given
text to start reading, which story for the class to have to read at the end of the day, and s
on. Each time a choice is made, engagenieriikely to increase, and learners set
themselves a level of challenge which works for them.

Choices in how to learn

This might begin with which reading plate choose, whether to present a recently-
written account, whose questions to takeitpand so on. It could include and develop
towards whether to work aloni@, small groups or as a cla&s.

Choices in how well to learn

The criteria through which any product jisdged are less motivating if they remain
someone else’s criteria. Choosing how kestlemonstrate understanding, and devising
guestions to check understanding leads to depth and challenge. It also gives student
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more control, makes evaluation feel lessifvm and provides an important learning
experience in itself. If pupils can create@mplex question to assess understanding o
something, the need for testing it reduces greatly!

Choices in why to learn

Discussions of purpose are rare in oursstooms, yet underneath pupils are already
making choices. Some are resolving to ‘Do it to please their parents’ while others will be
operating some version of ‘Do it to avoid detention’. Bringing these into the open and
discussing many of the statements in Table 5.1 will bring other purposes into the
discourse and help learners try out new purposes of theifown.

Voices against choice

Some of the reasons given for keeping pupilssuch a low-agency role have been
rehearsed for generations. This is what rsgkem conservative, and sometimes difficult
to counter as we hear them in ourselvescluitle a selection below, and (in the tradition
of the understanding that every utteranegudes an invitation tanother voice) | attach
the responses | felt myself making to each.

‘Kids can’t have absolute freedom’.

Where did that extreme suggestion come from? Must be some emotion floating
around in this debate. No one is proposing ‘unfettered’ choice: that would not
be developmental and definitely not realistic.

‘They’re not mature enough yet'.

So how long will we wait? And in the meantime why aren’t we helping them
mature?

‘It takes too long'.

But this is time well spent if theyeally are learning to make responsible
decisions and in the procemcrease their engagement.

‘Children need limits’.

Everyone has constraints — that's asfethe things we learn when making
choices — but there’s no need to creat#i@al limits. Classrooms are artificial
enough already!

‘What about the needs ofhers in the class?’

Good point, and exactly the point for classrooms as learning communities:
sometimes pupils will be called upon to make genuine choices which implicate
one of their colleagues’ learning needs, like ‘how will you make sure you've
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prepared your contribution to the group?’ and ‘how will you help others to
learn?’

Planning to learn

Pupil planning has a significaeffect on learning and aglvement. One study of GES
results showed that the scores of pupils wiam peast are just 30 per cent of the scofes 0
pupils who plan most. And this was not a reflection of some fixed capacity ‘inside’
individual learners: the context was influehfia that there was a higher percentadge o
motivated pupils in schools adopting a collaltimeaapproach tham those characterige
as adopting an interventionist appro&éh.

The change which can be brought about lyoaraging pupils to ph their approactct
activities is significant. It contributes to the development of moredisdcted learners
But that phrase is open to various interpretations, depending on the view ofdearnin
which is adopted. The three possibilities outlined below give a sense of how the degree o
purpose which learners exercise and the extértlanning they undertake is stropgl
linked to the view of learning.

From the stance ‘Learning = being taughtself-directed learner is seen to:

- focus on a given activity;

- manage distractions;

- organise information they are given;

- focus on the teacher and what they are saying.

But this is all from a cmpliance view of learning
From the stance ‘Learning = individual sermmaking’, a self-directed learner is see
to:

- generate their own enquiries;

- plan how they’ll go about an activity (inclumj activities such agading and writing);
- monitor how well an activity is going;

- review whether the strategies theve used have proved effective.

As these two 11-year-olds put it:

‘When I'm stuck, | go back and ebk instead of guessing’ (Vikesh).
‘I am good at finding short cuts and providing tactical tips’ (Daniel).

From the stance ‘Learning = building knowledg#h others’, a self-directed learner i
seen to:

- select from their environemt appropriate resoces they need for learning (peers,
teachers, other resources);

- generate with others motivation and goals;

- promote and develop with others dialogue for learning;

- interrelate learning ém various contexts dheir learning landscape.
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Such capacities develop through the promotion of classrooms as learning communities.
The greater opportunity and range for planning that pupils have the more they will
develop a sense of urgency as a learner. Should you wish to enquire about these matte
with learners, Table 5.3 shows a framewofkitems which asks them about planning

strategy, managing

Table 5.3Framework for enquiry into pupil§eeling in charge of learning’

We're interested in your gws about your learning.

There aren’t any ‘right’ or ‘wrong’ answers.

Can you tell us how much you feel yauin charge of your learning?
Just put a tick in the column dine right, to show whether you:

SA: agree a lot; A: agree; D: disagree; SD: disagree a lot

SA|A|D|SD

1 Before | start my classwk | work out the best
way to do it

2 1 can do my best even if | doriiike what the lesson is about

3 When my teacher gives hints on how hesto something I'll try them out

4 1 sometimes ask myself ‘Am | gag about this the best way?’

5 | know when I've understood somethingemhl can say it in my own words

6 If | find something difficult in class, | talk to the teacher

7 1 don’t ask questions in class

8 When I'm reading | sometimesgtto make sure I'm understanding

9 With a new topic | can usuallynfil something interesting to learn

10 When | get new classwork | jump éfifet in and sometimes wish | hadn’t

11 When | don’t understand somethinga lesson, | ask a classmate

From:............... ... (Name) .................. (Tutor group)

motivation, using strategies, monitoring strategies, monitoring understanding, and using
people in their environment,

The framework shown in Table 5.3 is best used to promote discussion among learners
But for understanding a group of pupils and for monitoring how well their environment
promotes them feeling in clg®, scores can be createdydiu allocate —2, -1, +1, +2 to
the four responses (reversing the direcfmmitems 7 and 10) podse scores range from
—22 to +22. In the responses | have colledredn 600 11-year-olds, the actual scores
have ranged from —14 to +20. Since high scores denote a strong sense of being in charg
of one’s own learning, through planning, using and monitoring strategies and making
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good use of other people, there are clearimes@onstructive learners and some causes
for concern.

The final item in that fraework raises the issue afdrners helping each other and
therefore the wider social relations inetltlassroom. Before we leave the thenfie o
planning, our transition shouldsal note that even in times mandated testing, teachers
can forge the possibilities for planning with pupils, including some joint planning on the
learning approaches which wld best meet their goafs.

Motivation is social, learning is social
Many of young people’s most important goals are social:

we found that students list many socio-emotional goals among their most salient
personal goals, such as being resmctbeing supportive, sticking to an
agreement, being treatefhirly, having harmonious contacts with peers,
maintaining confidence in public, argktting valued for effort. These goals
were salient in and out of school. Surprisingly, two interpersonal goals, namely
‘be ready to help anyone’ and ‘havertm@nious contacts with peers’ were
considered more valuable in an outschool context tharat school. This
finding suggests that teachers havebesn successful in rkimg schools places
where young people infuse academgoals with social valuét

In addressing the theme of Gtivation is social’, somevriters and researchers have
added social goals to the list of goals tf@gyus on, but this remains an individual model.
A further step is to recognise that individunotivation of whatever sort is for social
purposes. Ask a very simple, basic question — ‘Why does anyone do anything?’ — and you
soon have to recognise the importancéhaiv the person views themselves, who they
want to become, their meagiiul world and so on. In particular, their future selves
inform much of thei action and feeling® Context is influential in all this, including the
cultural messages, whether tadse towards self-enhancemerst in the USA, or self-
criticism as in Japaff This also reflects wider culturédends in the balance of valuing
independence or interdependence, evenghaouch research on iivation has assumed
the former?’

So just imagine what the possibilities are if classrooms and schools were to engage
social dimensions of motivation more fulipstead of relegating the social to the cause
of difficulties. An example of that latter point is when (more so in secondary schools)
pupils’ peers are talked about as a negativeénite — folk theoriesf ‘peer pressure’ are
invoked, as though they were indicativetbé age. By contrast, some evidence | have
gathered from 600 pupils about what helpntifeel part of semdary school shows that
friends are mentioned a great deal andtt&g are mentioned ashelpful influence.

Another step in viewing motivation as social is to recognise that individual identities
and advancements are always community-rélatée potentially individualistic ‘who |
want to be’ always implies becoming part of something, usually a community of people
involved in an activity through a range of roles and contributions. Action is always
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social: so also is the inclination to act.

The classroom application of this is fouimdthose settings vére teachers and pupils
operate together and learn the identitidsich accompany membership of particula
knowledge communities, as in ‘Let's be scistst, ‘Let's be poster writers’, or French-
speakers, mathematicians, researchers, music-makers and so on.

Human learning is necessarily and fundataky social: it utilises language, culture
and communication, and impliest our identities and prefeddutures. All of these are
social creations and are being dynamicakycreated. We build our identities and
connections around our work, knowledge and contributions to our communities. Yet,
sadly, schools often behave as if the social were a threat to learning, or think it should be
addressed in a low-statasrner of the curriculum.

The challenge to make this our direction is well put:

No amount of change in schools will produce significant results unless the
nature of school as a social entity is taken seriously.

No amount of clever delivery of swdujt matter will capture the imaginations
and energies of students who feel that their opportunities for social development
lie elsewher@8

Community goals

Here, as in earlier chapters, it is useful to beware weak versions of what we are
addressing. For example, descriptions & firocess of getting a team or a class to
develop collective goals often use terms ligared goals’. What ds this mean? What
happens if members of a aaidtive ‘share’ goals? Do thewerely tell each other what
goals each has? Is that sharing? Or do theeyhat and seek commonalities? Similarly
with ‘common goals’: what codlthis mean? Is it that a single goal has been taken to
stand for everyone? If so, how has this happened? Has diversity been squashed and (as
often the case) some version of power usedreate uniformity? To me these are kea
versions, not only because the detail of their process snsiepticism, but also because
they are more about the comnmation of individual members’ goals rather than forging

a goal for the collective.

The goal of a learning community is tohamce the learning of all its members — in
relation to the topics in hand as well as the ways of going about them, including the
process of the community. With this startipgint we can now imagine a different sét o
goal statements in aadsroom, such as:

In this classroom:

e Our goal is to creaé learning community.

» Our goal is to improve knowledge together — of this topic and of how kest
to learn.




Goals in a learning community 65

» Our goal is to learn together as best we can.
» Our goal is to help each other learn.
» Our goal is to learn how to learn together.

If you imagine a teacher steng to voice these goals far classroom, you might also
imagine that such phrases may feel unusual at first. | still experience some of this
strangeness. It reflects the socialisatiwe have experienced, and many learners
recognise this explicitly. They also take a while to develop their own version of the
practices which follow, and may ask a lot of questions about how it could happean rathe
than trying to make it happen.

The development of these goals in practié®saa journey of experiencing, reviewing,
learning and publicising. Jeli's class of 10-year-olds thaspent some time discussing
their experience of learning: when it was best, what helped and so on, and then develope
the emerging stance for their classm into a set of principles:

Agreed principles for a learning environment in 6B

1 We need to listen to each other.

2 We need varied, challenging asmgjoyable learning experiences and
opportunities.

3 We need to maintain an appropriate noise level.

4 We need to respect each otheeglihgs, ideas, interests and beliefs.

5 We need to arrive at school redadytearn, having eah and slept well.

6 We need to focus on otearning objective in turn.

7 We need to cooperat&aring our thoughts, ideas,
understandings,concernsfidifilties and opinions.

After some time operating withéBe ideas, the class reviewed their
principles and added the following:

8 We need to have the confidence to make mistakes.
9 We need to question whae are told or whateems obvious or correq
10 We need to feel that we haae equal chance to contribute/ speak.

—

Many things strike me about these principles, which were displayed on the wall near the
classroom door, signed by all the class, and with a very interesting message saying tha
6B wished these for their visitors too:

* They are phrased as ‘we’ (in contrashémy of the ‘codes’ oworse which one can
find on classroom walls).
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* They set the scene for, and indeed devettpideas about learning (in contrast to
those which omit learning and thus seienemphasise beti@ural compliance).
* They increasingly emphasise the oflsocial processes in learning.

Whichever way that communityoals are developed and made public, in the end itis th
lived experience which convinces learners thest is a beneficial way to operate, and fo
many transforms their view dhemselves in relation to others and learning. Here are th
voices of some teachers a¢thnd of a ten-week course:

* ‘I now know what that phrase “the social nature of knowledge” means. It was a phrase
in texts — now it's a lived experience’.

* ‘I am no longer alone in my thoughts’.

* ‘When | started on this module | wanted ten things | could do to make me a better
teacher. Now | know that’s nd. | see relationships agntral and | listen to
relationships better in my classroom now’.

* ‘l used to believe that | learnt from more experienced and well-read professors or
lecturers. | did not believe that | could learn from a peer or colleague in my group’.

» ‘Being able to learn with others has helped me to understand about how learning can be
constructed through social participation. Sharing ideas, opinions, doubts and questions
in an atmosphere of trust increases urtdaing and builds coitfence to investigate
problems and misconceptions together’.

* ‘We build more together than we could build on our own'.

* ‘I have realised that my initial frustraisoat the concept of a community assessment
were unfounded, anthat actually a community assenent embodies our community
aim and our purpose of learning’.

* ‘The strongest feeling | had at the clafseur learning commuty was a feeling of
great success and that what | had expeedmwas one of the most positive learning
experiences | have had. | thought back to the first day of the module and how | had
been so sure | was notigg to enjoy or benefit &fim the experience and | was
incredibly glad that | did not leave’.

* ‘It was an unfoggtable experience’.

This chapter does not end with a fixed seguiflelines for action, because that wouldl no
reflect the way classroomseaor the way learning happenBut some principles fo
discussing and extending purpose have enggrged these do offer some indications fo
action. Goals and purposes aret the whole picture of ctaroom life but they serve t
take us to the next theme: tasks in aslaom as a learning community. And perhaps th
two main themes to carry over to that chapter are the foequlirposeful tasks and rfo
learning about learning.

Prompts for reflection

» Can you apply the framework in Figure 5.2 to review the profile of gogl
statements you currentlse in your classroom?
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» Review the choices which pupils make in your classroom, especially those
which are choices regarding learnifpes the current picture invite
further development? What ideas tbeir choices in learning have
occurred to you?

* When are pupils asked to plan something about their learning in your
classroom? Could there beore such occasions?

» Can you draft some ideas for howhoase some apgpriate community
goals for your classroom? How would you best engage the pupils’ vaige in
developing this?




6
Tasks in a learning community

Creating knowledge together

In any classroom the tasks being progressed have a defining effect on the hature o
classroom life and learning. They can #up on engagement airift, challenge o
boredom, and feelings of compate or failure. Teachers’ eyday thinking reflects the

core role of tasks when they ask, ‘Whatlshget them to do this lesson?’. Similarly,
research into classroom management helgeeadhe task of the teacher as managing the
engagement of pupils in productive adiaé for the allocated time, and that teachers
actually manage activities rather than students. One implication of this is well put in
Walter Doyle’s conclusion: ‘if an activity system is not established and running in a
classroom, no amount of discipline will create order’.

So what are the characteristics of claesn tasks which contribute to building a
learning community? And what guiding lights are there to help us construct such tasks in
our own classrooms?

The structure of this chapter is to buildapanswer from startinwith current patterns
of practice, adding dimensions as we go. The reasons for doing it this way are twofold:
first so that the classroom aslearning community doesn’t seem like some impossible
other world but is one that can be incrementally built, and second so that we recognise
the forces currently at wordnd the limitations they creat8trictly speaking, we are not
‘adding’ dimensions becaugsbkey are there all the time, but we are incorporating more
dimensions into the design of tasks.

Schemes of work, or schemes of learning?

Since the introduction of the so-called ‘National Curriculum’ in England there has been a
steady increase in the specification of clasar tasks coming froroentral sources. Most
recently the government’'s @lional Literacy Strategyand the ‘National Numeracy
Strategy’ have taken this trend to an egesater degree of spedifition, adding timings,
sequences and even scripts for teachergreltmight be little difficulty with such
specification if it supported really rich learning, but my view is that it does the opposite,
focusing on short-term performance notions and actually doing damage to pupils’
development of longer-term learning capacities. This National Curriculum is founded on
deep-seated yet unexamined grtdt beliefs about teachingdding to learning: this is
indicated by its heading every page with ‘Pupils will be taught that ...". The revised
version (2000) simply substitutes thatrgge with ‘Pupils should learn to ..but the
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content and style of specification remain the same!

A particular indication of the stance on leig is to be found in those documents
which are now called ‘Schemes \fork’. The title is of course a give-away for the sort
of classroom culture and classroom discourseeiates — a discoursé work as opposed
to a discourse of learning, as discussed iapBdr 2. Up until two or three years ago, it
was possible to be reasonably relaxed about schemes of work, since they were written ir
schools and varied in impant ways between schools. | remember one occadion o
asking twenty secondary school science mentors to bring in their schemes of wark to ou
mentoring course: the initial purpose was to examine how they could support beginne
teachers being creative andriggpbeyond these spéications. But thaunplanned learning
was of greater impact: there was so muahation between thesdocuments and thei
underlying view of teadhg and learning that participnsoon questioned the official
rhetoric which portrays all schools as doing the same National Curriculum.

Times have changed again, and now theme schemes of work available centrally
from the DfES, easily downloadable from vtgbsite. The enormous significance of this
has escaped many people and not been sufficiently critiqued. The significance would not
have escaped one of England’s foremost thinkers of the last century, Bertrand Russell. Ir
19302 his experience of the USA led him fiaresee a connection between mechanised
production and schooling:

Production is cheaper whehis unified and on a large scale than when it is
divided into a number of small units. This applies quite as much to the
production of opinions as the production of pins. The principal sources of
opinion in the present day are the schptihe Churches, the Press, the cinema,
and the radio. The teaching in the edmtary schools mushevitably become

more and more standardised as more use is made of apparatus. It may, | think,
be assumed that both the cinema and the radio will play a rapidly increasing part
in school education in the near future. This will mean that the lessons will be
produced at a centre and will be pesty the same wherever the material
prepared at this centre is used.

Although he foresaw the process of standardisation, Russell in 1930 could not have
anticipated the vehicle of the Internet or thgt2000 the agents of this process would be
the state.

Another ‘give-away’ on the DfES website for schemes of work is the statement that
they have not been created for EnglishMaths. Thus the government’s ‘National
Literacy Strategy’ and ‘National Numerac$trategy’ have taken over the central
prescription for what were previously seen as core subjects. It is likely that this was the
only method government could employ for increased prescription, side-steppitg as i
does those few but important clauses in the National Curriculum legislation which
maintained the professional roletefichers in deciding such detail.

But no matter how this state of affairs ltagne about, its impact on learning should be
our biggest concern. Here the schemes of work exhibit key pointers. Through the
specification of ‘learning objectives’ (i.e. the officiabice on teaching purposes as
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discussed in the previous chep and also specifying ‘leamg outcomes’, learning is
reduced to the tangible and short-termeTirst example from the new Citizenship
schemes of work for Key Stages 1 and 2 (Unit 1: ‘Taking Part: developing skills o
communication and participation’) tells us:

Learning objective
Children should learn to understand what is involved in effective listehing.

Learning outcome
Children describe what &fttive listening involves.

What? Notwithstanding the consideration<tfapter 5 in terms of whose voice says that
pupils need to learn such things ‘effective listening’ (anthe deficit view of children
implied in this examplewhy should childremescribewhat effective listening involves,
instead of enacting it in thetlassroom life? This is aogd example of what limited
views schemes of work can create, with enpium on simple assessment of the tangible.
The way that the so-called outcome ha®rb constructed provides a good examfle o
‘procedural display® and is a reflection of the instrimnal conception of learning: |
teach you, You learn, You show me.

Sometimes the difference between objectiveé aatcome is trivial. The next example
in the same scheme of work states:

Learning objective
Children should learn to take turns in discussion and take different views into
account.

Learning outcome
Children take turns in discussion and take different views into account.

The trivialisation in such prescriptions caadly extend to how the content is perceived
on matters which could be important in children’s lives:

Learning objective
Children should learn to develop their understanding of thedifference befween
right and wrong.

Learning outcome
Children should understand the difference between right and wrong.

This example shows how such specificatinarrows our view of outcomes: when
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measurable performances are the aim, canpé is encouraged. Discussion of right and
wrong, and discussion of the more common difficulty of having to choose between two
‘rights’, is simply turned into ‘undstanding the difference’ — some sorf o
depersonalised understandinbich of course we can expect all teachers to hold.

| do hope that if your professional life is impacted on by schemes of work they are
richer than the examples above. Butwhoan a classroom teamhimprove on the
limitations of the official vice, and create something ragh Indeed, how may we move
from schemes of work to schemes of learning?

Extending the range of tasks

The range of tasks in the modal classroom is still skewed in a direction which has been
known for hundreds of years. A reflection of this is given by the cumulative data which
Mike Hughes$ has collected from hundreds of sedary school pupils. They report that

the most frequent activities in classrooms are:

1 listening;

2 answering questions from a book;
3 teachers’ questions; and

4 taking notes.

| imagine that all of those are familiar tou! They would have been familiar to
Victorian schoolchildren, and even to the children in the classroom of 1658 shown in
Figure 6.1.

Figure 6.1Classroom image from the first children’s textbook, 1658
Source John Amos Comenius (1658)bis Sensualium Pictus
Facsimile of 1672 English edition from the collection of Professor
Ayers Bagley
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Moving on from such established patterns is not always simple, but the need to do so is
poignantly put by two year 10 students talking to Caroline Lodge about the lessons they
would like:

Gill: ‘When you can get up and do things ... instead of just me and my work.’
Darren: ‘Yes, just you, a pen and a piece of paper.’

As a stimulus to extending from the time-honoured range, take a look at the farray o
words in Figure 6.2, all of which could describe possible classroom tasks. As you scan
across these words, do some feel more [fanthan others? And of those which are less
familiar, is there anything you notice abougtin, any way in which they seem similar?
Perhaps some of the words which have high ‘cognitive’ emphasis are less familiar. Fo
example: ‘classify’, ‘analyse’ and ‘synthesise’. Certainly these do not get emphasised in
the dominant conception édarning as instruction. Butdly are a feature of classrooms
in which a conception of learning as sense-making is being devél@mue of these
words
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listen choose create use
make test analyse re-plan

model review critigue build
read question re-read re-tell
recite clarify re-plan present
draft receive feedback redraft publish
design evaluate integrate communicate
brainstorm categorise assess experiment
describe summarise understand predict
organise classify decide give feedback
rehearse select synthesise perform
negotiate prioritise relate narrate
examine solve combine apply
collect judge construct let go
remember tell discuss plan
write think connect share

Figure 6.2An array of words for tasks in learning

are phrased in high-level form which, if ahién are not used to them, will take a little
getting used to, but do not assume that this would be impossible. From ages 3 to 8
children are talking meaningfully and consistently about ‘thinking’ and ‘knowing’ and
other mental states, about 3 per cent of the fiMée must make sure that in the
classrooms they enter there is at least thiguenihof focus in the tasks on offer. That way

we might reduce replications of the scenario in which a 6-year-old handing in an
assignment said to her teacher: ‘I dicbiit | don’t know what it mean§’.

Tasks for learning

Although the phrase is used frequently, it is a misrepresentation to say ‘We learn by
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doing’. There are plenty of examples of human beings doing the same thing time and
again andnot learning, so it is better to conclude that doing is a necessary but not
sufficient element indarning. This means that we ndedpecify the ik between doing

and learning, and the question of how do we learn from experience becomes useful. Her:
the key point is: ‘It is not sufficient simply to have an experience in order to learn.
Without reflecting upon this experience it may quickly be forgotten or its learning
potential lost"?

A useful model for the process of learning from experience is given in Figute 6.3.
This cycle highlights activityin learning (Do), the neetbr reflection and evaluation
(Review), the extraction of meaning frotine review (Learn), and the planned uge o
learning in future action (Apply). Perhapstichallenge for all of us is to devise the
classroom tasks which promote thigcle of meanigful learning.

If you now look kack at the array of wds, each line was wtén with four possible
tasks, and | tried to capture (in a fairly rough-and-ready way) a sense-efRewiew—
Learn— Apply in each line. Does that sensame across? You @bably have your own
experiences with other examples of sequerafessks that have promoted meaningful
learning. Recall those occasioausd consider whether the tasks compared in some way to
the Do~ Review— Learn— Apply cycle.

My guess is that the learning in your exagenshowed another impant feature: it was
‘compositional’. You and the others involved did not know what thepamat-would be,
but it emerged as the process went on. That'§mportant aspect ofch learning — you
couldn’'t have

Do

Apply Review

Learn

Figure 6.3A model of the process of learning

predicted it at the outset (latone planned it). In this way it contrasts with the dominant
focus on performance which is pees in official pronouncements.

| also imagine that your exangsl were ‘consequential’: thearners involved felt that
they could do something diffently as a result of the learning. As discussed in the
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previous chapter, this is essential for really high levels of engagement in the classroom,
so perhaps your examples were ones whbe goals and purposes of the tasks had
conveyed this well. This point makes an important contribution to current concerns about
learners disengaging from classrooms inlth& especially towards the end of primary
school. A similar phenomenon in US schools is called ‘fourth grade slump’ and is
associated with teaching isolated skills &iate tests. A longitudinal study with 431
pupils showed that they become less laayroriented and more work avoidant from
Grade 31 |n this context they found thateading and writing tasks which are
challenging, collaborative dn multi-day reversed the etnd, especially with low-
achieving pupils. These 9-year-olds preferred high-challenge tasks requiring longe
writing, collaboration and extending over more than one school day in contrast to tasks
which were short, completed alone andtitag a single lesson. Preferred examples
included essays on own choice of topic, letterpoliticians, research papers, and letters
to next year’s class, and contrasted with poaferred examples of worksheets on
vowels, pronouns and vocabulary, spellingd handwriting exercises. They view the
latter as boring and requiring minimal thoudhtHigh-challenge tasks were preferred
because of aspects of the lgag process: pupils felt creative, experienced positive
emotions and worked hard.

This research reminds me of a story toldare by a headteacher afprimary school in
Brent. A decision had been made to leave solagsrooms open at break-time, including
one of the rooms equipped with computers. While touring the rooms one day she saw
Brian fully engaged at a keyboard. He seemed to be using e-mail, and when she checke
he was. Brian was happy to help the headher out with some dhe things she was
finding difficult about e-mail, and then she asked him what he found it useful for:

Brian: ‘I've been writing to local councdls and the MP and Ken Livingstone 'cos |
didn’t get my first choice of secondary school.’

Head: ‘And what do you find?’

Brian: ‘I find it's more successful than letters — you’re more likely to get a reply’.

Head: ‘You've written letters too?’

Brian: ‘Yes'.

In telling the story, the hetehcher conveyed her amazenmarBrian being so active, but
she had also learned about the powearwpose when itomes to writing.

The importance of challenge can alsdfdigotten in the over-prescribed ovaganned
performance-oriented classroom, with negative impact on learning and performance.
‘Moderate challenge ... is essential fanaximising learning ... and intellectual
development13 So we should be teaching ‘studentsdierate failure for the sake of true
success’ and ‘... to reach beyond their liet®tual grasp’. A study of 10- to 12-year-
olds'* showed that their sk-taking habits could be influenced in the classroom, making
the difference between them choosing more difficult problems to solve or choosing tasks
far below their achievement levels.

When tasks and their associated goals have been sufficiently worked through and higt
engagement in the learning process follows, the final parts of the learning cycle have a
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significant impact in keeping a good process going. When learners of all sorts know that
they can do something different in their world as a resutheir learning, then there is

little difficulty in moving from newmeaning to new action (the ‘Applyhase). This
stands in contrast to the sort of classreomere tasks have little consequence, and that
idea of ‘procedural displayeturns as a much more limited goal, the sort which is a
candidate for easy assessment.

In the view of learning as construction, agported by the leaing cycle above, the
tasks for assessing learnimguld be significantly diffenst, because what learning is
taken to mean is different. When learniisga process of making meaning, tangible
displays are less appropriate than other ways which make the meaning-making visible. A
range of practices is possible:

« making reasoning public;

« thinking aloud together;

« explaining to one another;

« dialoguing for new ideas;
 giving a reflective commentary;
 thought-experiments.

What is advantageous about these practisethat they are part of good classroom
processes for promoting learning, rather than an add-on. And further, although | have
introduced them at this point as assessitesks, there is plentyf evidence that when
these processes frequent classroom life, ardy is there a clear indication of the
process of meaning-making but also results on performance tests improve.

Here it is useful to note that most of these are ways of makiigidual learning
visible, and that they depend on verbal interaction (and gleaning something from it). So
they fall mainly in the individual sense-magiview of learning. But the fact that afl o
them need other partners for discussion and dialogue is indicating the next, crucial, stey
in designing tasks for classrooms as learning communities: they need to be explicitly
social.

Tasks for meta-learning

The incidence of learning abolgiarning in our classrooms is quite limited, yet the tasks
which promote it are quite rsightforward. The diffence between the two may be
explained by the history, dominant style and norms of classrooms, rather than by any
difficulty inherent in learning about learning. | have also found that learning about
learning requires no special languageabstruse concepts which might mystify rathe
than illuminate. At heart it is the processtalking about one’s experience, but this time
one’s experience of learning. So if learniisgthe processing of experience to create
knowledge, meta-learning is the processingooé’'s experience of learning to create
knowledge.

The classroom tasks apdactices are these:

1 Making learning an object of attentiomhis is fundamental, yet | have known people
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say that they went through their whole school career without noticing a thing abott their
learning. To attend to one’'sdrning one needs to occasionaligp the flowto notice,
and cumulatively build up a language for noticing more. Prompts susthaisdo we
mean by learning? When is it best? Where is it best? What helps? What steps or
actions do you take? How does it feel? What surprises have you foamdi®elp
people bring attention to their experience of learning. It may be slow to begin but
accumulates rapidly.

2 Making learning an object of conversatidrhis soon develops from prompts, and
encourages learners to tell and re-telliswof learning with others leading to
dialogue. Further prompts may helell me about a really good learning experience,
what made it so good? What did you contributeitso leads to enquiries into
learning:When am | engaged most? What helps? How do | help myself become
engaged?

3 Making learning an object of reflectioReflection helps to develop distance from the
immediate experience, to rise above i amake wider meaning, see wider patterns.
Writing in a notebook dedicated to the experience of learning — a ‘learning log’ or
‘learning journal’ — can help significantly. As one 10-year-old put it, ‘As | write |
notice and understand more too’.

4 Making learning an object of learnind@his means being able to explicitly experiment
with one’s own learning and is a part of becoming more self-directing in learning. The
hallmarks of choice and léalirection are involvedHow can you plan to go about
your learning? How can you monitor how your learning is going? How can you review
how your learning has gone? How will you know that it has been as good as you can
get it?

We may think about meta-learning as an tddal cycle in the learning process, a
indicated inFigure 6.4. These practices are shown to enhance individual perforthance.
They require open task struegs, with choice and getontrol. Such tasks in the litegac
activities in twelve classrooms also helped 6-year-olds develop intrinsic motivation
metacognition and strategic behavidfrSimilarly, writing activities in classroom
supporting sdlregulated learning helped 7- aBdyear-olds monitor and evaluate thei
writing in productive ways, @speers effectively and sesachers as collaboratdrs.

Current practice in English dnrish classrooms suggedtere is some way to go i
meta-learning. Only a minoritgf teachers provided opportunities for students to develo
metacognitive awareness astlategies about the task efading in twelve classroom$ o
9-year-olds in Leeds and DubliThese teachers helped iears become more awaré o
how they learn and acquire or mdi strategies for the learning
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Do
Apply Review
the content the content

Apply to Learn abaut Review the
future learning the content learning
\ Learn about /
learning

Figure 6.4A model of the process of learning and meta-learning

of reading: for example, thinking out loud and suggesting ways of tackling a task. They
elicited children’s prior knowledge and helptetm verbalise their experiences, offered
guidance on strategies, etc. The other teacpkrced great emphasis on the task to be
completed, the end produof the activity, pupil compliance with teacher directives, and
so on. The promotion of learning strategies and learning about learning was not a
prominent feature of classroom Iif&.

Managing tasks for learning

Implications for managing thlearning cycle should be consigd. In some classrooms |
know the model of Do ? Review ? Learn ? Apply is displayed on the wall. | have found
that pupils sometimes find it quite straightfand to report on the staghey are at in the
cycle. Sometimes teachers fiitdess easy, but that only refits to me that the teacher’s
attention is often in another place to that of the pupils, and in this case it is only the pupils
who have immediate access to their own expeeeBut to the extent that the teacher is
managing the learning in a classroomeytthave a role in managing the movement
through the stages. This is not always as easy as it sounds (and perhaps hereris anott
element in explaining why classrooms retain their traditional patterns). Classrooms often
develop a momentum which seems all of tlwin, and we teachers sometimes find it
difficult to stop the flow of pupil activity for the purpose of noticing something important
and learning from it (we find it less difficult when it's part of our plan, or when an
individual is doing something we don’t want). In a conversation on stopping the flow to
reflect on learning, Vanessa, a secondahpostteacher of dramastrongly identified

with this problem in her lessons:
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‘When the group is working on a performance, it's really difficult to get them to
stop and examine the detailwhat’s working well’.

‘So how do you get yourself to do it? Is there anything you say to yourself
which helps?’

‘I guess | say to myself that we can’t carry on like this’.

It's that stance that our classms can be better which leatb fruitful experiment an
change. f's the voice of many teachers who exdehe boundaries of dominant practice
because they have a hunch that thingsddad better. Appreciating and practisingttha
voice is a real support to you when you consider making improvements. Try it out loud
on your own, with a class: ‘I think things can be better here, and | want us to try ...’
Whether it's moving from doing to learning, or from individual to collaborative, it wil
help.

Tasks for social learning — and for learning about the social

If the tasks of a classroom are not specificd#igigned to includsocial dimensions, tie

the learners will be disadvantaged learning about the sadi and in the moda
classroom this is too often the case so thatsocial aspects become a nuisance rathe
than a resource. The following chapter wilkexne the social structure and goverranc

of the classroom, including ritéds and routines, for promogra pro-social environment

In this section we will address a very connected, but still somewhat separable aspect, th
incorporation of social dimensions into the design of classroom tasks for learning
Classroom tasks which embrace social dimamsido so cumulativglas communicative
collaborative and community tasks.

Communicative tasksften include those which were described above as compositiona
and consequential. A core feature is the task of explaining one’s understandingst— at firs
to oneself and then to others. It lead good peer dialogue and to higlevel thinking
Communication to other significant people camidhe core of other consequential tasks
including those which treat the classroom as a community of enquirers to wham one’
findings are communicated. As such pmeesi develop they offer many chancds o
learning about the social dimgons of communication: learners can hear from ether
what was most successful about theampled part of theommunication.

Collaborative tasksare ones where a single product is generated by more tlkan on
person. Again this may be handled cumuwilly, starting with pair collaborations @&n
moving to small groups. HeredHearning about the socidimensions can be very rich
especially if learners are given some oppeampts to review their experience. ‘When di
your collaboration work best: what helped it?’ ‘What might you improve if youtdid i
again?’

Community tasksvould involve the whole class ascommunity yet be composed af
range of contributions. The classic taskaiknowledge-generatingpmmunity is the tds
of the whole class communidad) its improved knowledge othe topic to each other
Many other community tasks involve the coomity communicatingo another audierc
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— for example, another class or classes, an adult audience, and so on. Many sucl
community tasks involve a performance of some sort, and this format can be extendec
beyond the traditional drama/music performance. One of the foremost develbépers o
classrooms as communities of learnelkstaf the ‘cycles of research—shaperform
activities9 where the focus was mainly scientific enquiry. | have a long-lasting memory
of seeing a class of 8-year-olds in Fox School give an assembly to the whole school (with
parents squeezing in at the back) on vthay had learned alt their learning.

Tasks for meta-learning in a community

The distinction proposed in Chapters 3l ah between classrooms as a communfty o
learners and classrooms aearning community highlights ¢hneed for meta-learning to
take a further step, to ermopass learning about the comritynHere again abstruse o
mystifying concepts would be balpful, so what is heededascasions to notice, discuss
and reflect upon the class’s own process of learning. The &cingfing them to public
attention and of creating knowledge togethbout whatever has emerged is a halkmar
of a learning community.

The tasks are communicative and collaboratiwel do not take ages before they create
meaningful development. An example is given by Sally who, after only a few lessons
using community practices with her Geography class of Bedfordshire 14-year-olds, gave
them a written enquiry which included thiestion: What could be the differences
between ‘working in a group’ and ‘being part of a learning community’? Safimbe
responses were:

A group is random peopleut together, a communiig people who trust each
other, feel safe and are happy to work together and have the same aims.

In a community we work with who we want, and in a group it is just sitting
there.

A group is just people working to create something, and a learning
community is when everyorteelps each other achieve.

The goals, purposes, processes and structures are being noticed and learned about. T
teachers’ learning communitof which Sally was a part summarised these impbrtan
points for their implications regarding learning as groups work together, communities
learn together...".

Similarly, Kirsten with her History class of London 13-year-olds after eight lessons
gave them a written enquiry including, ‘Hasining in this class during this project been
different from other learning experiences you have had?’ Responses included:

Yes, but in some ways no because we have done group work before, but | think
maybe that this time it was different as g@ to make it up as we went along.

Yes, because we don'’t usually havensach of a say in what we are doing. |
liked being able to make decisions about what we were doing.

Yes, because usually when | amrking on my own on something,
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| worry that | am not doing it well engh. This project meant thatwe worked
together and made me more confident.
Yes, because we found out awithout being told very much.

The emergence, agency, empowerment atel ¢banges are clear in these comment
(more in Chapter 9). The team’ learning community ofvhich Kirsten was a part ba

used the same enquiry in their own colteet and had coinedhe term ‘commura
logging’ (see p. 133) to describe it. So perhaps we could extend this to the otherspractice
of meta-learning identified eadli, to give the collective pallels for those processes:

» communal noticing;

» communal discussion;

» communal logging;

» communal experimentation.

The task of assessment — demonstrating competence together

Recent decades have withessed the term ‘assesdoeery’ hijacked in our schools. @h
original derivation of this termshows that assessment medassit next to(Latin
assessereas shown in the Frendmsseyer. So educational assessment is to sit next t
someone to draw out theiedrning. But in our schoolgihen someone says ‘assessment’
most people think ‘testing’. UK pupils are tineost tested of all countries, and school
spend a massive 7230 million a year®AWTs and exams, rising rapidly.

At worst, emphasis on tests can lead peopléeel pressurised and to adopt strategi
responses to what they do in school. TWwi&s expressed by one American commentato
in the title of his boolk.earning to Succeed in School — Without Really Learffirigut
we want all our pupils to achieve llyeso how can we avoid this wafsase scenarjo
without becoming an apologist for aviesting? The answer that a focus on learnin
rather than a focus on performance is the dégkle approach to enhancing performance.

Reclaiming the term ‘assessment’ frothe domination of testing is sometime
attempted under the headline phrase ‘Assessifioe Learning’, to indicate the classroo
processes and tasks for focusing on learning and improving the classroom practice. Thi
is very welcome but the term can sometirsigs back into asssment for performance
This happens through the dominant teaatemtred view of classrooms, ande th
accountability cimate which focuses onderesults as proving
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Assessment

of what?

Process of
learning

Product of
learning

Test Review
for what?
To prove To improve
something something

Figure 6.5Two possible purposes for assessment

something about pupil learning. Here it dam useful to remembehat when a learme
shows a learning orientatidhey are focused on imprimg their competence, whereas
when they adopt the less helpful performance orientation they focus on proving thei
competence. Figure 6.5 contrasts these two purposes.

However, there are in current times sodifferences in how the term ‘assessmemt fo
learning’ is being used. Much depends on the meaning given to that key term — learning.
As earlier chapters explained, three main views of lagrean be identified and each
would lead to differenprocesses of assessment.

Individualised forms of assessment typically lead to low levels of collaboration and
community in classrooms, soathpupils do not develop skills of helping each other learn
and achieve. Typically, these forms of a&sseent reduce the degrekinterdependency
among class members. Things could be difierOne development has been to leave the
assessment menu unchanged, and make individual scores a group responsibility. Th
combined impact of this and collaboratitasks can have a significant impact on
learning. A study which congped individual against taborative learning for only
thirty minutes also informed the collaboxatigroup that 50 per cent of each student’s
grade would be made up of how their group performed on thélt&se other 50 pe
cent would be individual. In this way, it was in the interests of every member of the
group to ensure that all members make pregyrafter only thirty minutes a post-test was
given which assessed
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Table 6.1Three views of learning and thelifferent mode®f assessment

View of learning  Testing in the form of: Review in the form of:
1 Learning = being Timed, written tasks, with ‘right answers’  Practice tests Mock
taught which reflect the instruction given exams
2 Learning = Evidence of sense-making and meaning, as Individual reflectionon
individual sense- shown through dialogue the process of learning
making
3 Learning = building Collaborative products such as a display of Group reflection on the
knowledge as part of developing ideas and knowledge, a processes of action,
doing things with performance, story, plibation or other form collaboration, and
others of account which shows the increased web afialogue

complexity

both factual recall and criticathinking. The collaborative gup were significantly bette
at critical thinking.

A second development is to add sociatl gmoup tasks to the assessment menu, and
this is informed by the recognition thatetlother conceptions of learning indicate such
practice (at the same time as indicatingsstaom approaches which get better results in
tests!). Table 6.1 indicates the contrasts.

In a learning community it is important tievelop assessment tasks which give voice
to the improved knowledge which the commtyrtias at a point in time. Examples such
as a class portfolio, ‘Our Best Understandirfidsian be considered. For meta-learning to
be honoured in the task, the portfolio migitgo include excerptsdm the communal log
to indicate how the knowledge about theiaining had extended. Bringing together the
pieces which create the larger whole mayabkieved by a range of methods: for a text,
the metaphor | have used is that of a ‘jigsaw publication’ (which will make more sense
following a reading of the nexthapter). In such a text,e¢hmain partsare provided by
sub-groups of a community who have worked togetherto create knowledge resources fo
the others on agreed themes. Thefmaries from text to video to welages, and creates
the ‘community product’ for which every inddual gladly signs aertificate stating, ‘I
hereby declare that the attachpublication is a product of the learning community which
has developed during this module, and that | have contributed to that product.’

Grace followed her reading @f text where a classgop a ‘knowledge wal¥3 ywith
an experiment with a science group of 10-yads. This led easily to the creation of a
product which could have been used in assessment.

The class were encouraged to buheir own knowledge wall (using Pogt-
itTM notes) that contairtecomments, questions, eesched information a
then later to divide into groups in order to produce an answer to a question
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that interested them that could be gabwith the class and used as parf of
jigsaw product that would draw together their findings.
The children attacked this with enthusiasm and greatly enjoyed their Jnitial
research and discussion. Despite having achieved level fours and fiyes on
their recent SATs papers they initiafyund it difficult to devise experiments
to test their questions but grew in confidence following guidance, in thejform
of suggestions from which they could choose, often disregarding my
suggestions in favour of new plans. At the end of this experience they| were
all able to present their findings for study by other groups.
| asked the children whether they had enjoyed this mode of learning, and
without exception they had, reporting a greater level of understanding jJand a
belief that they would more easily remeer the informatin and for longer.

A word about ‘curriculum’

| suppose it may be expected in current Srifeat classroom tasks what curriculum is
all about. But the pre-planned sequencing of sulijaséd tasks which has come to be
seen as curriculum is as much part of trebfam as part of today’s solution. The points
in these chapters apply toyafsubject’. Examples in #se pages cover such diverse
topics as learning about Plate tectonit850s US civil rights, and Modern Greek. The
issue about current curdlum is twofold: the

Table 6.2Three views of learning and thelifferent views of curriculum

View of learning View of curriculum
1 Learning =being taught Curriculum as fact
2 Learning = individual sense-kiag Curriculum as activity

3 Learning = building knowledge asrt of doing things with otie Curriculum as inquiry

view of learning and the view of the learn®n the first of thesd]ifferent paradigmsfo
curriculum havebeen identified?
On the second issue, the view of learnat turriculum implies, Mary Jalongo writes:

| am reminded of a battered curriculwhart that was posted on the inside of
my classroom door ding my early years of teachinj.was the well-organized

product of several adult minds at tlepartment for Education. The neat
squares delineated what content shdaddtaught at each grade level. Before |
started to teach, the chart seemed rathassuring. | knew, for example, that |
had to teach cursive writing, unit on solidand liquid measurement, a social



Tasks in a learning community 85

studies unit on ‘families around the worldut then the children arrived. The
majority of them were desperately poor. Estrella, using her very best
handwriting, wrote and illustrated a story about how her teeth ‘rawted out’; they
were blackened stumps so badly abscessed that she could barely talk or keep
food down. During the unit on measurement, we made no-bake cookizss, and
Hector confided that he did not havedked stuff because the stove was broke’;

to add credence to this aiaj his mother sent me a note the next day asking for
the recipe, then sent me an effusive thank-you note which implied that they had
been without a stove for quite some time. A shy little redhead named Eddie, who
was a long-term substitute teacher’s son, was one of the few who did not qualify
for free lunches; when his single-parent mother went on a job interview to a
neighbouring state, she was killed ircar crash. | decided to skip my happy
textbook unit on the nucled&amily. The nurse and bfind a dentist for Estrella.
Another teacher donated a stove to ldestfamily. When | arrived at school
each day, Eddie was standing outside, waiting for the doors to open, and his
grandmother and | agreed to let him coe@ly and stay late; we needed that
time together. | tore the chart do®h.

Alfie Kohn makes the link between this stadf affairs and the view of learning i
embodied in his own albeit pop teaching: ‘The syllabus was designed before | nget th
kids — which is a sure sign that something is wrong. | was treating them lik
interchangeable em bird beaks?®

It is possible to make more of a shiftwards learning in planning curriculum
current example of this is the RSA ‘Gpeg Minds’ curriculum which is bemn
successfully developed in UK primary armbcondary schools. It advances ‘awne
curriculum divided into five broad categories: competences fo

* learning,

» citizenship,

* relating to people,

* managing situations,
» managing informatioR”

And in other schools a clear approachleéarning as sense-making and communit
building is advanced throingthe International Baccalaate Primary Years Programme
which comprises ‘a “trans-disciplinary @ach to constructing knowledge” withxSi

Units of Inquiry:

- Who we are

- Where we are in place and time
- How we express ourselves

- How the world works

- How we organise ourselves

- Sharing the planet®
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Prompts for reflection

What ideas can you develop for how thaeks in your classroom can beco
more:

« compositional- creating something whose details emerge as it develop

 consequentiat relating to learners’ feelg that they can do something
different as a result;

« reflective— pausing to stop and notice the process;

« communicative- including explaining to oneself and to others;

« collaborative— creating a single produttom multiple efforts;

* community- engaging the whole-class contributions, including the
community reflections.

Your ideas for developing these tasks can be more likely to happen
talk them ovaer with a colleague. Who will you choose?

me

w

f you




7
Social structure in a learning community

One of the most revealingitiys about a learning community is the various ways in
which participants come to relate to each ntMarious structures for this are crucial to
the classroom, and thisater builds from small beginnings to the whole class.

The social structure of ¢hclassroom is, at one and the same time, both ar majo
achievement and a major missed opportunityeddll, the classron is measurably the
most complex social situation on the face of the planet, and the way in which it is
structured is what makes the jovacontribution to its effects.| find that teachers
generally recognise this complexity and, when asked what they want life in thei
classrooms to be like, often describe #ements of community: productive interaction
and relationships, peer helping, embracing diversity, and so on. But they also are
prepared to say that they do not always achitis vision of the classroom environment,
and then go on to talk about the pressures on them which influence their choice o
practices.

The dominant method of running a classmooses a gross simplification of what we
know about learning, and this shows up clealyhe forms of sociastructure that you
see in most classrooms today. It is ‘one-to-many’ — in which a single person, the teacher
is positioned in contrast to the many people, the pupils. It is not the numbers on their own
which create the scenario, but a set of bglafout the various garipants, their roles
and capacities. The teacher ‘hdee knowledge whereas thepils do not, the teacher is
assumed to have control whereas the pupi#sassumed not to be capable, the teacher’s
job is to ‘deliver’ and the pupils must ‘receive’all the features of that view of learning
‘Learning = being taught’. This form of socisiructure is the same as it has been since
the earliest known classrooms of BC, increasingly widespread during
industrialisation and subsequently expdrtall over the globe. And while we are
considering the big picture, fihay be the case that this foohsocial structure is exactly
inappropriate for post-indusali societies. You have bnto examine the learning
relationships in non-school settings to redegrthat the social sicture of the dominan
classroom is increasingly limited. In this sertdassrooms seem locked in to a pastfet o
assumptions.

Creating interdependence

To operate a classroom as a learning comity, something else needs to be achieved,
and the social structure of the classroom makes a noajaribution to achieving a
different vision. The key dgevement that the sociatructure needs to create is
interdependence. As with all aspects déarning community, the rationale here is both
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social and intellectual.

« Interdependence fosters respect for others and their contribution.
« Interdependence is required for handling individual contributions to a communal effort.
« Interdependence is a featurbuifding collective knowledge.

These ideas are not as unusual as may fipgap(although they amot represented well
in the discourse about classrooms). Jusinsider some everyday phrase$ o
interdependence, such as:

* All for one and one for all.
* The whole is greater thime sum of the parts.
* We need to hang together or we’ll be hung separately.

Phrases such as these conjure up the imaggeakchnical definitin in the dictionary:
‘Interdependent: relying on mutual assistance, support, cooperation, or interaction among
constituent elements or meer’, and which is the vision behind manytioé occasions
when teachers emphasise team working and leathmgkills of working together and
learning together.

A further aspect of interdependence magah additional support; this is the idea that
knowledge is built and exists in relationships. It is a key understanding about learning
and knowledge, that it is constructed with others, distributed with others, and socially
controlled. But it contrasts markedly tli the dominant idea in our culture that
knowledge is individual possession residing in individual heads. Marlene Scardamalia
emphasises that in these conditions not aslknowledge shared but responsibility is
also shared:

Collective responsibility refers to the condition in which responsibility for the
success of a group effort distributed across all the members rather than being
concentrated in théeader.... Collectivecognitive responsibility involves an
added dimension: members also take responsibility for knowing what needs to
be known and for insuring that others know what needs to be khown.

But after some time and supportive expede in a classroom, these concepts may be
heard in the voice of pupils, as is the casth these 11l-year-ofj about the social
process of knowledge building:

‘Good science making is all about working with ideas, testing them out in
different conditions, retesting, talking with people who are working on similar
ideas, and bringing ideas to the whole group.’

And about the social purpose:

‘Even if you learn something perfectly, are a pioneer inour area, all your

work is useless if nobody else can understand you. You might as well have done
no work at all. The point of learning is to share it with others. Lone learning is
not enough?
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The vision here contrasts greatly with prees for the social stcture of classrooms
today. One significanexample is the use of ‘seatimdans’, often in the secondary
classroom. ‘We use boy-girl-begirl’, says one teacher. ‘& use alphabetical order’,
says another. And they fail s&e that such plans treat das objects. Spirited defences

of such arrangements are offered, but theyally give the game away — control.dAn
control of a particularly ineffectivesort, which relieson hierarchicalposition of the
teacher and the anonymous itios of the pupils. In disasions of seating plans it can
also happen that the reason such practicesdopted by teachers is that they either do
not know of or are not confident about alternatives. ‘You’re not saying they can sit with
who they like are you?’, comes the distrustietiort adopting anpposite extreme. No.
The alternative is that pupils in a learning community come to relate to and learn with all
others in the class. In the process pupilsiedo be known more by their peers, and
develop more engaged and productive identities:

individuals learn in the interest of participation in communities that matter to
them. They learn in order to know how to be productive in the community, and
to gain access to valued forms of comitywiparticipation. Tleir reward is in
seeing their contribution, knowing that others recognise their contribution, and,
through this process, forging a new sense of themselves.

As adults we create our identities anghcections around our work, knowledge and
contributions to communities. There is neod reason why schools should not offer the
same for pupils.

The purpose of this chapter is to outlinengoof the classroom practices which help
create the social structure of classroomkeasing communities. These practices will be
most effective when combinedith those discussed int@r chapters on goals, tasks,
resources and roles. But theysdeve a distinatonsideration.

Pairs and groups

A fundamental building block of learning relations in classrooms is talk for learning in
pairs. Teachers who use such classroom praatézpdarly use a range of different terms
to refer to them: chatterboxes/ buzz timetéag partners. All ofthese are brief and
focused moments for exchange in pairsctsa practice carriemany important messages
of itself — that pupil voicesire important and deserve tirmad space in the life of the
classroom, that talk is an important vebjchnd so on. As such, these practices are
regularly evaluated in a positive way.

The dominant beliefs in classrooms, howeean de-emphasise these messages, to the
point that when teachers try auch practices they are initiasurprised tlat it ‘works’!
For example, Eleanor says to her receptiass| ‘Tell each other fadhree minutes what
you most enjoyed about the weekend’. Without hesitation, twenty little learners turn to
each other and engage in corsation. Rebecca asks her year 1 class to tell each other in
pairs what they have noticegbout their learning this maing. Off they go. Sonia is
introducing a theme abbttaking notes’, and first asks her year 3 class to tell each othe
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in pairs any examples they know of people who take notes, and what value do they find.
Immediate buzz.

But whether it's 4-year-olds or adults, theredsreason to assume that talking togethe
will necessarily lead to learning in sordigect manner. Here'where both guidance and
review can play a very important part. Ttiéerence between guidance and review as a
source for improvement can bmportant: the first is me teacher-oriented and the
second more learner-oriented: ‘I have found out that the best way to give advice to you
children is to find out what they want and then advise them to 8o it'.

In the spirit of learning communities wisly to create a less driarchical learning
culture, I'll start with an example of reviegespecially as the results often surprise
teachers as to the sophistioatiof even quite young learners). Yvonne teaches in a north
London school and has been operating talk partners with her year 1 pupils for a few
weeks. She asks them about firactice and what they noti@&@heir comments are very
illuminating:

‘In Talk Partners your partner can hejpu because they tell you different ways

to work things out This comment highlights a potentially very complex
process — the exchange of strategiestégkling a task, involving high-level
communication and understanding. Yet this young person seems to
communicate the point as though it were simple and straightforward.

‘I didn’t have a clue how to do it at first, but then my partner helped me. After
he had told me about his work | knew what sort of things to say about mine
Here we see illumination of the process of developing narrative together. The
ways of knowing in pairs are built between them — a process which is the
microcosm of how knowing is built anywhere.

‘When my partner tells me how to do something in a better way, | know they
are not being mean, they are just trying to help ni&is speaks of a crucial
process in the development of pairs datgr, communities, the growth of trust.
The nature of judgement which can #ebilitating in the public gaze of the
classroom can be handled much more productively between peers.

‘Talk Partners are good because therah remember the work better. When
we have to do it again | will remember it better and | won't have to ask the
teacher’. Although this young person uses the vocabulary of ‘work’ the point
made is a key one about memory, that it is supported through talk which helps
to consolidate an idea. This commeiso speaks of the crucial process in
changing the social structure of the sta®m — less dependgnon the teacher,
and by implication greatampowerment for pupils.

Composing and recomposing pairs

Occasionally a teacher will demonstrate sonhgctance to developingair work in thei
classroom, putting this in the voice of the child who says, ‘I don’t want to work with X’
On such occasions the questmfichoice of pairings is elevated into a much larger issue
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than it turns out to be in productive classrooms. When pairs are regularly used in a whole
group situation (for example, in the primamactice of the whole class ‘on the mat’) the
composition of those pairs @going to be changing, just becaupupils enter that space in
different orders. Occasional prompts to Ktakith someone you haven't lately’ also
distribute the connections, tlee point that it may not ben® necessary for the teacher to
direct any recomposing of pairs. Regulad aanging use of pairs is a basic building
block in the message that we are all hereetate to each other, to help each other and to
learn with each other.

As we shall see later, a similar point applies to the composition and recompokition o
groups. On those occasions teachers maylalse to cope with an additional voice on
such practices, in this case the policyceowhich suggests (contrary to the research
evidencé) that ‘ability’ is an important criterion for composing pairs and groups.
Research has demonstrated that in pairudsions, children deeméddw ability’ can be
effective in helping those deemed ‘high ability’. Similarly, classrooms which regularly
change the composition of groups, sometimes with particular purposes in mind for a
particular grouping, seem to generate an overall community atmosphere of pupil
willingness to engage widely throughout the structure. The important message for this
chapter is:

Classrooms as communities develop déspread interdep@adence partly by
ensuring that they do not orate fixed social structures.

Collaboration and dialogue for learning

One of the challenges which emerges, is tiatonveying the message that the purpose
of talk in pairs and groups is to promote learning. The above examples from Yvonne's
class seem to display little difficulty with the idea, but there may have been othe
examples (or even earlier examples fromsth children) along the lines of ‘We hawen’
done any work in that bit — we’ve got nothing in our books’. This, of course, is the voice
of the dominant view of school learning: (a) that it's work and (b) that it has to be
validated by writing. In response to this and similar voices we find ourselves sometimes
needing to explain and support the ways through which talk does promote learning.

The first point to make is that not all talk leads to learning. Although it is difficult to
categorise in such a way that divides talk which promotes learning from that which does
not, there are reasonable indicaoAs Neil Mercer puts it:

observational research inaskrooms suggests thatemhpupils are allowed to
work together in groups most of their talk is either disputational or blandly and
unreflectively co-operative, only involving some of the children and providing
no more than a brief and superficiahs@eration of the relevant topiés.

In the face of such a picturge need to examine varioapproaches to talk and help
pupils learn about it too. This will changle situation which Mercer describes as
follows: ‘In all levels of education, from primary school to university, students usually
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seem to be expected to work out therotgnd rules” of effective discussion rfo
themselves'.

A contribution, depending on the language level of the learners involved, might be to
examine some of the different terms for tagktogether, for example, as mentioned in
Chapter 3, ‘discussion’debate’ and ‘dialogue’.

« Discussionis generally held to be a spoken consideration in a group, but its Latin roots
carry a meaning of disputation or agitatias,are evident in theedical use of this
word, meaning the act or process of breaking up, or dispersing, a tumour, or the like.
Also consider other words from this root: percussion and concussion!

» Debateis a form of discourse in which twgposing teams defend and attack a given
proposition often in a formalised manner, or make opposing points. Its conflictual
nature is reflected its root the Old Frenctiébatre to beat. See also batter!

« Dialoguedescribes an exchange of ideas dniopms. The roots of this word are the
Greekdialogos(dia= through logos= speech, word, reasor§ompare epilogue,
prologue etc.

With these broad distations in place, it becomes moresgible to focus our attention on
a more detailed examination of talk irmssrooms. Although arxleaustive categorisation
of talk would probably not be meaningful, the following may be recognisable:

Phatic talk spoken in order to share feelingseate goodwill, or set a pleasant
social mood, rather than tmnvey information/ meaning:

‘How have you been this week?’ ‘Not so bad. And you?’.

Expressive talk individual judgements and statements of feeling, without
explanation:

‘This is boring’ or ‘This is great’, ‘I can’'t stand maths’ ‘No, nor can I'.

Accusatory talk statements about others’ actions, often with an attribution
about intention:

‘You did that wrong’ ‘You didn’t read the instructions’.

Disputational talk (debate)short exchanges of assertions and counter-
assertions with little pooling of meaning or explaining:

‘No, that's not it’ ‘Yes it is’.

Cumulative talk agreements and sometimedaborations which build
uncritically on what the other has said:

‘And then we could adi ‘Yes, and then...".

Structures for improving talk

Alongside the development of the dialogue which learning communities depend on, it is
sometimes necessary to help learners out of the less helpful types listed above. Sally,
teacher in a Bedfordshire sexdary school, found that heujpils were quite practised in
accusatory talk between them, and did ndtegknow how to avoidhe hazards it brings.

As part of improving their peer work she helped them move beyond as follows:
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| explained that when commigating feelings, it is iportant to keep in mind
not only how those feelingare delivered, but how ¢ly are received as well.
There are two approaches when comroatimg a message to another: a ‘you
message’ and an ‘| message’. A ‘youssage’ is often accusatory, as in ‘you
made me angry’ and can put someone in a defensive posture. An ‘| message’
does not blame or judge, but rather @g3es a specific feeling and reason for
that feeling, as in ‘I feel angry wheyou tease me because | don't like to be
teased by my friends’. | already had the following phrase typed out and pinned
up in the chssroom:

‘I feel......... when you......... because....2...".

This example strikes me astranly empowering to the learners in Sally’s class, but is
also achieved through a usilopen form of guidance.

Now we can also build in some open guickron the sort of talk likely to generate
dialogue, shared understanding and community knowledge.

Structuring dialogic talk 10

The sort of talk, in pairs or in groups, which is most associated with rich learning,
development of understanding and building community knowledge is dialogue. Although
it is not sensible to believe that dialogeen be reduced to compent parts, or indeed
engineered into life, some attention anddgace on the elements below might be useful
for learners of any age who have betome practised in its forms.

Elements in dialogic talk

Focus on meaning

Reasoning is explicit: ‘think this because ...".
Others are invited to examine one’s reasoning: ‘What do you think df my

idea?’
Enquire into other’s reasoning: ‘Can | ask you how you got there?’
The perspective of others is vaiteéSo you feel that the idea ...".

Moderate conflict
Tentative language is used: ‘It mighe that ...” ‘It seems that ...".
Assertions are seen as hypotheselsetdested: ‘It's only an idea but ...".
Similarities as well as diffrences are acknowledged.
Disagreements are framedterms of ideas not persons.
Multiple stances are assumed ‘From thisnt of view it might follow thal

Move forward together
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Further enquiries are proposéd/e could examine that ...".

Changes of position are mentiahd see it differently now’.

Mutual goals are emphasiselthink we can crack this’.

Enhancement of communal knowledge is sought: ‘We need to undefstand
this’.

The link with learning is twofold, in that the act of talking in this fashion with others has

a twofold effect: explaining one’s ideas tdets helps to create and refine them, while
authentic interchange between people generates new understandings and possibilitie:
Vygotsky is often cited as having discussieid, and the way that ideas may emerge first

on the extra-mental plane,fbee being reviewed and accoradated on the intra-mental
plane. But | find that Annie (19ears-old) says it very clearly:

You learn more [when working with otte because if you explain to people
what to do you say things that you wouldn’t say to yourself, really. So you learn
things that you wouldn’t know if you were just doing it by yourself.

Dialogic talk in classrooms frequently develops under the following conditions:

« students express their own thoughts and questions rather than recite textbook ideas;
« the teacher—student exchanges helpstathetter articulate their understandings;
« student—student exchanges involve thgimgtto understand eaddther’s thinking.

Peers teaching peers

A practice which came to be kwa as ‘Reciprocal Teachinggmerged in the contexf o
helping learners read and compreh&hit. was based on an analysis of research into
what expert readers do, anct tidentification of the following four strategies that, when
used in concert, would tap all the functions needed for comprehension:

 questioning;
« clarifying;
e summarising;
* predicting.

In the original small-scale veam of this practice, students would be invited to read a text
paragraph by paragraph, and during the rapthnpractise the four strategies: generating
guestions, summarising, attempting to clarify word meanings or confusing text, and
predicting what might appear in the nextrgmgraph. Considerable advances in student
comprehension followet?

The practice has proved important at larigeels. Reciprocal Teaching became a key
ingredient in classrooms fastng a community of learnetén such classrooms it was a
case of students taking turns in leading small-group discussions on provided texts.
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All four activities may be handled in a pair or small group, and | find them supported
by general prompts such as those below.

Structure of prompts for reciprocal teaching

Question
(before reading)

What do | think about the topic of this text already
What do | want to know more about?
(as | read)

How would | explain that?

What's an example of that?

Clarify
(after reading)

What did you each takéese authors to mean?
What did you do with hard-to-understand parts?
Summarise
What are the main messages?
What are the key ideas?
Predict
What might happen if these ideas were taken forwprd?

What could you do in using them?

Many variations of this practice and its asateil prompts can beeated, as long as the
key principles are maintained. In that sense this is a flexible practice applicable to any
learning context where texts are used —shisuld cover most ‘sukcts’! Our conception
of texts need not be limited to written texts: the practice has been extended to promote the
learning from graphical sources t60.

This practice embodies key magss about learning and thderof learners, especially
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about the importance of: mdag, active individuals, exchange and of constructed
knowledge. Since thesge not the dominant messages in classrooms, it may take a little
time for learners to adjust their expectatip but they do so adhey experience the
increased engagement and understanding. As the review in Chapter 4 showed
considerable benefits follow.

A further step is possible, and indeed neagssa move from regrocal teaching as a
contribution to a community of learners am element in aebrning community. In a
community of learners, members of a clagsld be more engaged and more effective in
the particulars of the class through the use of recipreeathing, but they would not
necessarily become more reflective or more &b apply their learning to other contexts.
This is where meta-learning is needed, and can be developed through simple bu
important processes such as review. For example, a review of experiences using
reciprocal teaching which uses prompts such as ‘How itleesk best?’, ‘How couldti
be helped to work better®ould bring to the surface theery processes of dialogic
learning for which it is designed, and would help learners take these processes to othe
situations by the fact that they are depahg their language and understanding. Naheeda
asked her class of 10-year-olds, ‘How hasmexal teaching helpegbur learning?’. The
children answered:

‘It gives you confidence task the teacher questions.’

‘It has helped me to understand books better.’

‘It is better when a child asksu instead of the teacher.’

‘| feel like | can be a teacher as weatl makes me think about the book and
ask questions.’

‘It gives me confidence to ask other children questions and gives me
independence.’

‘It gives you confidence. It givesoy independence because you ask the
guestions.’

With this addition and with increasing expmrce, reciprocal teaaig turns out to be an
important building block in developing the hallmarks of a learning community: agency,
collaboration, dialogue, enquiry and reflectidvith this base, the ideas can be scaled up
to the whole classroom.

Jigsaw classroom

The metaphor of the jigsaw refers to making up whole pictures from parts. Applied to the
classroom, a technique origited in 1970s USA after-sobl desegregation, as an
intervention to improve inter-ethnic relations in classrodfiss design was exactly on
the theme of this chaptelnow to structure the classmoto increase interdependence.
Effects on inter-ethnic relations in classes were positive, and it was soon shown to have
an impact on classroom performance.

The core idea is to divide an area of enquiry into different sections, each one of which
is allocated to a sub-group of the cladésThese sub-groups become expert inrthei
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section, and then the groups are recompagéd one expert fromeach section in the
(now) ‘jigsaw’ group. At this point the big picture is creately-students who have now
a grasp of that picture which was creabgdaheir own efforteand meaning systems.

Examples of the jigsaw methodology comenfr all sectors of education. Here is
Andrew, a teacher in a west London secondahpool, outlining the atsiderations in his
use.

My original use of jigsaw methodology came out of the impossibility | dften
felt of ‘covering the content’ of KS3 National Curriculum or GCSE/A-Igvel
syllabus in the allotted time. Now itiisy methodology of leoice, as in recent
years my sense of that pressure tetuced, while ‘content coverage’
increased. Large topics can be addresseal much shorter time than if the
teacher spends time on each component part.

To help build a learning community through the use of jigsawing, a topic is
required that has a number of component parts that can be undersjood in
isolation without necessarily understanding the whole topic. In Higtory
teaching, topics that ateest understood chronologically for example wduld
not be appropriate, but a good example would be causation. A big gyestion
under consideration could b#/hat caused World War [l?Possible answe
include German anger at the Treaty\drsailles, Chamberlain’s policy
appeasement, the failure

=9

of the League of Nationshe Nazi—-Soviet Pact of ugust 1939, the rise JL
dictators such as Hitler drMussolini in the 1930s, and the Great Depressjon.
| divide the class into the number cdmponent parts of the topic that |
would like the pupils to address. Inigkexample there are six. Each grqup
would research their partitar ‘cause’ and produceformation for the rest gf
the class — they become the ‘experts’ in the particular aspect thgy are
investigating, and also decide how they will convey their knowledge tp the
others: a handout, PowerPoint, role-play, and so on.
The important aspect of ‘Yjigsawing’ is that the pupils become expert in the
whole jigsaw (topic) and not just expénttheir particular piece (cause), kut
the process ensures that each indiaidu contribution is crucial to the
community understanding. When new groups are formed, containing one
member of each ‘cause’@up, each one communicatebat they understand
about their cause. At the end, a wdhalass discussion may be used, or
perhaps a joint presentation: for other topics | have used creation of verges for
a class song or scenes for a class play.
A summative assessment task mussétewhich consolidates and confirfns
the students’ understanding of the whdbpic. In this example, the bjg
guestion becomes an essay questand each cause might becomg a
paragraph theme. Students are askefbtoonstrate their understanding of fhe




Classrooms as Learning Communities 98

possible causes and to create theim argument, perhaps ranking their
paragraphs (causes) in order of impade. Obviously at th time, studentg
choose their own main cause, rather ttt@none that was ‘allocated’ to thgm
in the preparatory work.

For me, this technique has a numbewefy positive attributes. The focyis
shifts from the teacher tithe student. The teacherryemuch facilitates thx
learning at all stages,dm the organisation of the task to the checking| for
understanding, but the focus is very aghwon the students. The elemen{ of
‘collective responsibility’ helps students to produce quality contributiong All
student work is judged not only byetlieacher but more jportantly by theif
peers. A poor contribution can ultimately let the whole class

down. | say as the tasks are set ‘thesclagelying on you ... ’. Further, tHe
nature of sharing of the pieces of flgsaw means thatwilent participatior
within class and interactiowith each other increases dramatically. And again
when time is short for revision, jigsawing is an excellent way to
constructively address large topics.

The methodology requires participation by all members: together with the
building of student confidence in putting forward ideas and respecting others’
ideas, it is crucial in developing a learning community.

One of the remarkable thingdbout Andrew’s account is thitis his response to the
pressures of current times: idh many teachers respond to this pressure in tefms o
themselves ‘covering the content’ and tladopting more teacheentred approaches,
Andrew knows that the key challenge is for his students to ‘cover’ and understand and
communicate the ideas in the field.

The phases are cleiarAndrew’s account:

1 Divide theme into a number of areas.

2 Allocate these areas to small growg® ‘specialise’ in them for a time.

3 Create small jigsaw groups from eachihaf specialist groups, to create a whole
picture.

4 Have the whole class benefit from the small jigsaw groups.

There are numerous variations that can deweloped using these basis principles.
Specialist groups could be formadound pupil questions rahthan teacher allocations;

the amount of time taken f@ach step could vary considerably (I have sometimes used
the methodology in a single session, veaar there are many school examples which
carry on for weeks); and so on. The practice of jigsaw has been applied to many different
school subjects and to manyeagf learners: its limits are probably only the limits af ou
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imagination.

Jigsaw methodology was created to improve relations between groups, and that can b
the case for groups that halveen created on any dimensitraice’, languageability’.
With regard to language, jigsaw has beeadus multilingual chssrooms: cooperative
groups are formed from orienglish speaker, one non-Englispeaker and one bilingual
studentt® In a school world where notions ¢dbility’ circulate, and policy voices
recommend without evidence practices of ‘@piirouping’; teachersonsidering jigsaw
methodology can be concerned about the composition of groups on these grourfds. But i
the messages of competition and differenca olass are being replaced by messafes o
helping and collaboration, and the tasks really do engage a wide range of student
contribution, then the mediation which goes on in the ‘expert’ groups can be beneficial
for all its individuals -because the forthcoming task @dmmunicating tacolleagues in
the jigsaw group is a task whi@veryone in the ‘expert’ gup shares. Therefore they are
not competing experts, but @xts in their co-createapic. Ann, a kadteacher from
north London, after fourteen lessons of learning-centred collaboration with a class of 9-
year-olds, wrote:

My observation of the collaborative learning in the seven weeks conffrmed
most of what | had gleaned frorthe literature. My pupils were legs
competitive as they provided mutulatélp to one another. The boundarfes
between the ‘most’ and ‘least’ abledame less marked.... For the first tie,
| felt that | had overcoméhe problem of the narrofocus that only reachgs
the middle group. | did not have to rely on my ‘differentiated’ plans|and
worksheets as the children had dritbeir own learning and progress gnd
attained more. My previous ‘differeated work’ designed to reach all the
pupils only served toeachbut neverstretchedall.... The important shift lay
in the fact that the children were taking responsibility.

Another reflection on the dynamic between teasis comes from Alyson, a teacher in a
Surrey comprehensive schowlho conducted two of her ‘mixed ability’ science classes
with 12-year-olds using the jigsaw methodology. Over seven sessions, which addressec
her least-liked topic, thclasses were highly engaged. She wrote:

Anyone who is used to a traditionahskroom, whereby students are always
sat still, in rows of desks listening attentively to the teacher, may have vjewed
my classroom during those learning sessions as unruly, noisy, disorganised
etc. As a teacher | may have beencpwed as uninterested or lackihg
control. To the more discerning eye,one who knew those children as well
as | did, | hope they would have noticed the agency that students were|taking
for their learning, the way in which they were helping and encouraging|each
other, the choices they were makiftgg themselves, and the pleasure they
took from constructing their knowledge together in order to make serfse of
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what they needed to learn.

The literature on jigsaw methodology includes a seemingly neverending nuinber o
variations — Jigsaw M? Jigsaw 11120 Jigsaw 1V2! Putting aside the apparent need
(especially in the USA) togtkage such variations, theirelitions sometimes strike me
as reflecting the culture of schooling rather than the purposes of this methodology. Some
have introduced competition between groups, to be decided by ‘Team’ results on an
individual test. Others introduce more ‘tésts ‘check’ that the students ‘have’ the
appropriate knowledge at eaclage. This speaks of a difeert conception of learning.
Yet others introduce more guidance to pupils, on how their groups should work and what
skills they should use. This reflects the tension to be found in most of the approaches tc
collaborative groupwork: should the teacheusture and pre-specify the skills, tasksl an
processes, or should they be left toeege and learned abowthere necessary. My
personal preference tends towards the laftar,two reasons. First, if we are really
moving towards more learner-centred aedrhing-centred clagssms then the handing
over of teacher specificatiors important. Second, iine with that old idea that
‘teachable moments’ are theost valuable resource far teacher, the specification in
advance may be less effective, and indeed may be based on shaky predictions of whe
‘guidance’ a group will need.

Nevertheless, some anticipation is of value. As with all practices which are not the
dominant sort, pupils may show surprise and a little discomfort at first. As Ellen put it
about her 12-year-olds:

They were not used to the structure, #mely were not used to having to think
on their own. They were afraid of being wrong. However, with my facilitation
as well as seeing that | was not looking for right or wrong answers, just well-
supported ones, my students began to enjoy the activity.

This example reminds us of an issue in adopting any new practice: initial comments
which demonstrate that this is beyond the current comfort zone should not be taken as
reasons for not persevering. Indeed, it is an opening for supporting the vision and methoc
of the classroom as a leamgicommunity. For example, in the jigsaw methodology at the
stage when pupils move from specialist groups to jigsaw groups, there may be value in ¢
statement and some open prompts which ppelgicipants adopt the stance required in
this new part of the structure:

We're going to get into jigsaw groups now, where the idea is to build | big
picture from the pieces wadbring from each of youspecialist groups. You'l
want to show them what you have produced, but make sure you tell thgm the
story of how you did it too:

» Any new ideas or understandings you’ve come up with.
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» How those relate to the ideas from other groups.

* What understandings can you all put together now?

» What can you now do with these ideas and understandings?

* What would be a good demonstration of your new knowledge?

There may too be new experience to get ugddr teachers who use jigsaw — such as the
‘over-engagement’ of pupils. These issues laadnto the next section, while the role
aspects will be addressedther in Chapter 9.

Cross-talk

When small-group structures are used ie Hervice of buildinga classroom learning
community, there are a numbef pitfalls which can be anticipated and avoided. These
come in two main types: those which constrain the construction of communal knowledge,
and those which limit the reflective learningoth may be addressed by the structural
practice in this section.

Sometimes sub-groups in a class generate wfoam affiliation to each other than is
advantageous for the whole class learnibgua the theme in hand. On these occasions
they may display some of the qualities of cliques: impermeable boundaries, unshared
meanings and elements of competition with other sub-groups. Sometimes this is a
temporary phase to go through: having helped learners move away from the individual
stance they are used to, the achievementitofggoup goals and purposes is a good step,
but some of their socialisatidnto competition may remain. Here again the structuring o
between-group interaction (and of the task) is important.

Sometimes sub-groups become so engaged in their task that they act as though sharir
it with others is an interruption and a nuisance. So their engagement in creating a produc
from which their peers are meantlienefit becomes almost counpeoductive to that
goal. This occurs most when the balance of sub-group focus shifts more towards the
product than the process of learning. Here the form of the between-group interaction
needs to stimulate somethimgtter. Even in the jigsaw methodology, when specialist
groups bring their contribution to the learning jigsaw they may do so in the dominant but
ineffective ways of ‘telling’ about the product — giving a presentation, ‘reporting back’
and so on — instead of givingiaher account of tir learning in both its product and its
process.

Ann Brown and Joseph Campione coined the term ‘cross-talk’ in their classrooms
fostering a community of learners. It signifiedetpractice of geittg between-group
interaction to happen. In the context, culture and goals for their work, it is described as
‘students from the various research groups periodically report in about their progress to
date, and students from other working groups ask questions of clarification o
extension??2 The principles in this practice cape carried through to a rangé o
classrooms other than those focusing ders® learning, and using the terminolody o
research and findings.
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But in my experience a difficultgan arise in the practice ofosis-talk. If it is left to
the dominant norms of classroom learning, pupils will report findings and answers with
an associated sense of passen and sometimes competition. They will not — withou
support at first, that is — report on their process or on anything else about their learning.
Since this for me makes a crucial diffecenbetween a community of learners and a
learning community, | think it essential tdfer prompts for cross-talk which aim to
achieve this:

We're going to do cross-talk, where the idea is to keep in touch with and learn
from each others’ learning in the difent groups. Thinkf what has beep
happening in your group and anything that comes to mind about:

* Any new ideas or understandings you’ve come up with.
» Anything that has helped you progress towards achieving your purpoge.
« What difficulties you have met.

» Anything about how your group has worked together.
* How it is feeling now.

Whole-talk

As this chapter has progressed, | hopeMeheommunicated a sense of the cumulative
structuring which could go on in a classmoperating as a leaging community. At each
stage — pairs, specialist groyfigsaw groups, occasions foross-talk — | hope that its
contribution to creating interdependencethie classroom has been clear, and that you
might be able to help learners make thesmaf these structures. Each of them is a
different ‘participant structe’, each with its ow guidance, and asdke become routine,
pupils will recognise them, understand the rekpected of them, drstart to experience
the benefits they bring.

But this considerable achievement may not quite achieve one last thing in a classroornr
operating as a learning community — the sense of community which is building for all. In
the busy, engaged sequence of experietioesense of the whole may just never be
voiced. It may be that a structure andskt elicit this could be valuable.

The structure that is appropriate here is of course the whole-class group. Many
classroom teachers have someeagience of this if they haweatilised ‘circle time’ with
their class. But although the idea of sitting in a circle may be valued, the issue is what
sort of talk or other communication do week? Here is where the very structure of a
large circle can prove most difficult for the sort of talk we want, as many people continue
to find such settings intimidating and the patterns of contribution become more polarised,
with a small number of participants ‘taigirthe floor’. Another vkicle for hearing the
voice of all is required.

| had a very important unforeseen experience on this theme in one of our MA modules
‘Building Learning Communities’. The process of this module is to learn about its theme
by doing it and reflecting on it, and during one phase a specialist sub-group had formed
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to consider teachers’ undeastlings of classrooms asalning communities. One of thei
actions was to circulate a quick enquiry of a few questions to the whole group, and to
collate the responses. The picture created very illuminating of how and why the
participants felt they were part of a community. The key learning followed for me — to
have these responses communicated backltparticipants immeditely. It offered a
source of learning for all participants which could not have been achieved any other way,
and the circle conversation which followedleeted this. It gave us the idea ‘communal
logging’.

So there may be a need for someone in the community to find quick and easy ways o
collecting participants’ voices and making themailable for all. I'm sure various forms
are possible: for some of the classroomsJehlaeen in, the practice of each participant
writing on a Post-itTM note to construct a class poster would be very workable.

Learning about the social structures

Learning communities bring together the sba@nd the intellectual, and in so doing
engage more of the social dimension more productively than the modal classroom. As
mentioned in the previous chapter, theeeds to be some learning about the social
dimension of learning life. Many elementd this chapter provide opportunitiesrfo
learning about the social gmesses which are promotéldrough thesestructures b
participation, using an appropte focus for review. For example, Using talk partners fo
learning — how does it workest? Reciprocal teachinghew do we build on others’
ideas? Jigsaw classroom — how did our groups work and how might we improve them?
Cross-talk — how do we best learn from each other? And so on.

As will be developed further in Chapter te teacher’s role can often be a roving
facilitator who adds prompts and reflectionsthe processes occurring in the class. But
there can also be occasions when a more planned focus on a theme becomes necesss
especially those which an individual partigit might be unlikely to raise in a review:

* Roles that emerge in groups — reviewing and perhaps redistributing them.

» Conflicts — what createth and what reduces them.

» Beginnings and endings — how best to handle them.

» Stages in group development.

» Making sense of difficulties in participation, including group member absence.

Balancing acts
For anyone such as a teaclexilitating a classroom agdrning community, there are

plenty of balancing acts to enjoy! In the theme of this chapter, which is central to the
structuring of a colledte, these may include

Shall we start at all?«+ Shall we start gradually?
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Can | trust them? < Can we build trust?
Shall I instruct first? <+ Will they learn from review?
How much action? « How much reflection?

How much time on parts?e How much time on wholes?

| have an answer to these questions from my own experience in this role: it is to try
something and then review whether the bedais turning out to be appropriate for the
particular occasion. Mgxperience is that the balancenearly always more to the right-
hand side of the above dimensions than | had expected.

Prompts for reflection

 This chapter has built up many practices for creating interdependencg in the
classroom: pairs, reciprocal teadjfigsaw groups, communal reviews
and communal logging.

» Which of these have you met before, and perhaps used before? How|do you
make sense of the impact that they have?

» Which of them are you currently using in your classroom? Do you wish to
use those more or extend your range into practices which are new forjyou?

» What will help you to adjust your current ‘balancing acts’ so that you gre in
a better position to try out some dmments in the social structure?




8
Resources in a learning community

Goals, tasks and social struts are key dimensions afearning community classroom,
but what else is required to make it ope? The term ‘resources’ has sometimes been
used in a narrow sense to mean only texts to be used by learners (as in ‘ressedlce-
learning’) but here | wish to use it in a wider sense to refer to all human and physical
resources — texts, objectspumunications channels, ICT, and so on — which the learning
community might call on.

‘Inside’ any classroom which operates as a learning community, the human resources
are obviously crucial, and the last two chapters have attempted to outline ways in which
learning tasks and social stture can make the most ofdfin the face-to-face meetings.
Whether those human resourdeslthey are a resource to each other is a matter worthy
of further consideration. Buhere are many non-humansoeirces inside a classroom
which, if well used, are crucial for learninghese are the manyirigs which the teache
(and later the class members) can find themselves organising outside and beyond th
face-to-face meeting# the community.

It's also the case that although asslamay create rich and important learning
experiences, it often benefits from wider links. One of the principles identified fo
learning communities has beetescribed as the ‘Beyond the Bounds Principle: the
community should go beyond the knowledge in the community and seek out new
approaches and ideas that challenge what they belidd@'well as seeking out ideas,
learning communities often seek out new costaahd it may be useful to consider the
web of contacts outside the classroom amg timese can be most constructive. So this
chapter will start with a view of the non-hamresources within the classroom, but will
go on to examine the resaes outside the classroom.

In a classroom which runs as a learninghowinity, the teacher’s role is significantly
more that of mobiliser of resources, rather than being the resource or the knowledge
guardian.

Resources are one thig — access is another

For a learning community, probably just esportant as the issuof what are the
resources for learning which can be madelabkd, is the issue of who has access to such
resources (and feels enabled to do so). This point was brought home to me during ¢
period when secondarigchool teachers were experimegtiwith ‘flexible learning’ in

which students were given teacher-written weses, planned their route of learning, use

of these resources, and so ontHat context one science teacher said to me that she had
completely underestimated the impact ofogking the previously locked cupboards in
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her lab. She was not creating a free-for-alt,Wwas putting the tools for investigation into
the hands of the investigators. Nowadays | am struck by a similar issue in relation to
computers in classrooms. Esally in primary schoolsvhere the computers are more
likely to be distributed aroundassrooms (rather than stuick‘suites™) | notice a very
big difference across differentadsrooms. In some classrooins only the teacher who
has hands on the keyboard/controls: in others | have seen, it was only the pupils.

So we might be well advised to keep in mind three questions:

* What are the resources?
* Do learners have access?
* Do they feel empowered to access them?

If the answer to these three is ‘yes’, thbe classroom in question will have taken a
major step in distribing the sources of leming away from solelyhe teacher, and into
the classroom and wider environment.

Self and others as resource

The experience of too many learners insstaoms is one of not feeling a resource fo
themselves, let alone fordin colleagues. The experim of enhancing agency én
collaboration in a classroom changes this, in a way which is sometimes slow to start but
then sometimes transformational. As learrstast to find they have questions, can form
these into enquiries, can leaidh and consequential instigations, and communicate
their new knowledge, their view of learnimond themselves as learners shifts towards
seeing themselves asore resourceful.

As collaboration develops, so too may thense that each learner is acting as a
resource for their colleagues. But | use thedvonay’ deliberately,because it is only
dependable that this sense grows if a ceffiaim of communication happens. It is the
communication | have called collective reflection, in which everyone stops to review, in
other words to exchange accaaof what they have noticednderstoodfound helpful,
and so on. It is in these exchanges thanksar start to hear othey are a resourcerfo
each other, and unless they hear somgtbineach other’'s experiences they may neve
get to know that. | have found some adults to have transforming surprises on such
occasions. Their initial understanding of twenmunity is, perhapsecessarily, framed in
their own expectations and wdview. But when they hearéhdetailed experiences of a
reasonably diverse range of others, such expectations are opened to revision. For a perst
who is regularly talkative, to hear that another finds great difficulty in contributing to
discussion is perhaps a sugg;i and to find that they maogether help each others’
learning development is a real example of seeing onesalhew light as a resource to
others.

Pupils who experience themselves as a resource to others have impressed me as havi
a sense of pride — of the best sort. | remember well visiting Robin Hood Primary school, a
very learning-enriched emanment, and at one poimhet a 10-year-old boy at a
computer just off the classmip He showed me the presentation he was just finishing, on
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society’s attitudes towards refugees, and | found it moving. But he positively djlowe
when he interjected into oubkversation, ‘I'm a computer tor’. This meant that he had
become a resource for others when tineeded advice on cgoater matters. Support
sessions had been provided for this new role, in which he learned about how to draw ou
his colleagues’ difficulties, and how best to offer help.

Peer learning, peer tutoring, peer mentoring, peer mediation — all these terms have ir
common the roles that pupils can play assamuece to each othemé plenty of evidence
on their impact shows that with appropriate reflection and support they can betof grea
benefit to all the parties involved.

Material resources

Classrooms are full (sometimes over-full® objects which could be resources in
learning. Many of these are textsbeoks and other materials. Such texts, and indeed
those other objects and tools, can be sseambodiments of tHenowledge that earlie
generations have packaged for the next. But knowledge is not simply ‘passed on’ through
this process, and active methods for appatipg it — such as Reciprocal Teaching
described in the previous chapter — help young people to be selective and constructive
thereby gaining core skills for the future that is theirs.

Classrooms and schools arerstimes more full of resoces than are other places in
their neighbourhood (witness their role as ¢dsdgfor theft), and the issue of ‘access’ to
such resources has already been raised. eBan for the material resources which
surround pupils every day, | have sometimes been surprised at how pupils can act a
though they were resource-starved. | remenabgarticular afternoon in Sonia’s clags o
8-year-olds when we were to be scientatsl when the theme wahadows. In small
groups pupils were first identifying interesting phenomena to do with shadows, then an
investigation, with an emphasis on ‘fair tests’. What struck me was that some of these
young people were very highly interested to collect various materials from around the
classroom and to examineagtow phenomena in relatiao them. But they acted as
though they had never used these materials before! Notwithstanding the idea that thes
were indeed new resources the new issue at hand, | felt they were excited about being
allowed access.

Resources and tools are, of course, ontgresting to the extent that they serve a
purpose. Remembering this helps us to dwifew educational perils which accompany
the ways of helping people to become melffective users of resources. The perils | am
thinking of are well illustrated in the fielof computer training, where examples such as
government-funded training fdeachers to use computerss@deen particularly poorly
evaluated. From what | understand theason is that such experiences focused on
learning how to use the computrather than on usingdlcomputer to do something o
interest, importance and value. For me it seems to parallel the idea of teaching people
about pens rather than helping them write.

All ICT tools such as computers, copiecgmeras and sound systems are just that:
tools which relate to purpose. And when thid a role in relation to tasks which are
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both compositional and consequential the degree of engagement is high and skills are
learned without being taught. Resources and tools then support productive agency in its
best sense, that is creating produetsich embody and comumicate the choices,
decisions and priorities of their learning.

Knowledge-building software forcommunities: CSILE and Knowledge
Forum

Many grandiose claims are mafie the future of classrooms be transformed by ICT.

Such claims seem to imply that ICT defines thassroom, rather thdreing a tool in the
classroom. Evidence on the aké of ICT in classrooms clenges such a simple claim,

and shows that ICT use depends on the view of pedagogy which is already operating ir
any classroom before ICT is introduced. As Larry Cuban put it: ‘Computer meets
classroom, classroom win%'.

Much of the technology which is currently sold to classrooms is not designed fo
education at all: it is business software (word processing, graphics, presentation, video)
which is an important potential tool in anyone’s hands, but does not embody a design fo
learning. Much of what is sold as ‘educational software’ is built on a very limited
conception of learning. In some cases pupils use computers to play supposedly
educational versions of arcade games. Mofcthe time such technology reinforces the
dominant and out-of-date view of classrooms and of learning.

But suitably designed ICT can make an important contribution to the operation of a
classroom as a learningramunity, and there is oneising examplewhich embodies
sophisticated views of learning and knowledge, and which has now benefited from
decades of research and development witskuse spans North Aenica, continental
Europe and the Far East, and includesnary, secondary and higher education,
healthcare, communitgnd business contexts.

Originally called ‘CSILE’, each of the s in that abbreation are important:
Computer Supported Intentional Learning Environments. This technology aims to
support the setting up of an environment which supports the intentional learning of a
number of people. Such lemrs, individually or incombination, have access to
computers on a network, and thus to the ES$oftware (later versions also allow web
access, but | will limit myself to classroamses here). The software creates a networked
community space in which learners can engagie processes dfuilding knowledge,
and thereby create or improve community krenge. This is a very different visioti o
ICT than that of sticking pupils in front of individual terminals, so it might be useful to
bring to life the way in which CSILE, and its successor Knowledge Forum, operate.

CSILE fosters participation in a research-like process of enquiry by engaging students
in a process of generating their own questions, setting up intuitive theories and searchinc
information as well as sharing their cognitive achievements. Pupils contribute to this
networked community space by two main methods: adding nogepublic-knowledge
map, and adding contributions to a public discussion.

Figure 8.1 shows an examplef an opening discussion on the question ‘How does hea
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affect solids?’, which shows the contributio of different notes towards a learning
dialogue. The system specifically provides for student collaboration by allowing students
to compose notes

B #* P: How does heat affect solids **+* BVFiceeFFczFll
Theory Building  [Heat |

1211}

P: How does heat affect solids?

BRI

m My Theory: | think that heat makes solids burn or melt. | that rmy prediction
is right because 've seen solds melt and burn, (JA)

2] My Theery: | think that if a solid comes in contact with heat, it becomes bt
| #1200 think &t mith l."-'l'lI"ll]& calour. ﬁ?l’lﬁf’d“l‘ T amy said cores in contact with
heat ther it becomes hol. | ivink that the so18d would becore hol fagter it
could conduct energy well. If sn object didn't corduct energy well then it wauld
heat up, but take s lorger tire than an objeot that conducts energy well. H
misghtt change colour because we think that if something is very hot it is white
or rid and gort of hot it i orange or yellow, There might be some truth to this.
(AR]

=] My Theery: | think that i1 depends on how much heat there 15, | also think
that it depends on what zort of solid it is. For ingtance, the heat that might
ek Fubber might net melt metsl. (This last sentece might be wrang, I'm just
using it as an exarmple) [AD).

‘I] I Meed To Understand: what makes wood busrn instead of melt ? (Al

5] My Theery: | think that it might have somethirg to do with wood being
arganic, because | can't think of sy thing that is organic, and would melt (AD)

W T [rew B o70 [add w|[Refreshl[view ] [#

i3
&

Figure 8.1Example of discussion notes in CSILE

that are comments to other astor link two existing nosge The starting stems for such
notes are (with slight variations in different versions):

| think an explanation of this is:
| need to understand:
| have accessed New Information on:
A better theory could be:
Rising above this, | think:
Putting our knowledge together:

In such notes can be seen the prompts to promote enquiry, dialogue, synthesis an
metacognition. Figure 8.2 gives an exampla ¢ise-above’ noteThis example shows a
student’s high-level summary of knowledge advances over a period of several fnonths.
This student packaged the set of notes that led to the discovery reported herejrhis olde
notes are now accessible only through thig-dbove note. Rise-above notes are also
used to synthesise ideas, create histoecabunts and archives, reduce redundancy, and

in other ways impose order on ideas.
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Pumped by the heart

Wl | at the beginning | did not hawe mary theorizy ot
all, althaigh | had ane dhat did act Anake moch sense

A5 | began 1 dig deeper inio my problem, | Tound that 10 whele
circulatory process wes pumped by the hesrt, Sa | changed my
thearsy.

A poucan aex | had most of the besic 3t uff down, But thew |
gaw 1he disgram in the encypelapedia, snd that chanced all of ray
Lhedries.

My firal theory is:

The civowlatory systern & 2 procecr Yhat i purrped by Hhe

Pegd T A NG SFahd of SITTerest. A oG sTFapa o differeat

veire , and wrderier thed pravides the bady widh 2l dhe blead thad

it nesds. [l

]

mE

[Cloce]

Figure 8.2Example of a ‘rise-above’ n@in CSILE/Knowledge Forum
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=———— Low Does Heat ATlecl Matler? SESV0—0———=—=

E

Figure 8.3View of a web of notes in CSILE

As the enquiry and dialogue progress, so the community knowledge map becomes more
complex. The cumulating collection of noteglacontributions can be viewed to show the
links that pupils are makingetween elements in theirrmonunal knowledge. Figure 8.3
shows discussions, graphics and notes, together with the links made.

As the communal web of notes develops, different ways of retrieving them from the
database are available so that differentys®s can be made and developments tracked.
Figure 8.4 gives an example of the waylsich are available to community members.
When a student requests the ‘Comments On All My Notes’ view, she is supported toward
collaborative communication with any other members of the community. This is also
promoted when she logs ontcetBystem and is notified ail of the comments made to
her notes.

As nearly a dozen of the citations in Cteap4 showed, the use of this software has
contributed significantly fomore than a decade to ourdaenstanding of the benefit$ o
classrooms which operate as learning communities. Students ask higher-order question:
are engaged in more reflectigetivity, show higher self-regd and richeconceptions D
learning, alongside significant improvement in probletvisg and recall of complex
information. One other indicator is worth mentioning.
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Notes | Can Edit
By Author...
By Topic...

By Keyword...

By Thinking Type...
Comments On All My Notes
Discussion Notes...
Candidate Notes...
Published Notes...

Figure 8.4Ways of retrieviig notes in CSILE

Aatings af cammants which 12-sgar-0ids rade i CliLFE

P e
- k)

Humber of
ratings

Td=vear-0id  Hegh g2hool Limiw, legcherof  Curator of
SHer phveics phyeice  12-yaar-clde  ecisnce
student student ety g

Camments raled as thogse of:
Figure 8.5Quality of student notes in CSILE

A bank of 156 comments created in CSILE by 12-year-olds was shown to outside
evaluators, who were asked to judge the level of the authors of these comments. As
Figure 8.3 shows, only 17 per cent of comments were rated as written by students of this
age: 83 per cent were rated high enoughyuality as to be written by higher-level
students, teachers or science professionals.
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‘Post-its™’: a community resource

As was briefly mentioned in Chapter 4, the principles involved in CSILE can, to some
extent, be achieved through more ‘low-tech’ methods. Mary Ann Van Tassell writes

about using a wall-chart to display the ideasl questions her &nd 7-year-old class
posed on Air, and how this developed into further enquiries and further charts:

As the students continued to conduct different experiments, our charts of ‘What
Air Does’ and ‘Things that Use Air' gw. These two charts, and the questions
behind them, guided our initial investigation into air as we built the foundation.
We would return to our charts after eatperiment, and revise or add to them

in light of newly acquired knowledde.

Karen Hume also writes about scientifioqeiry in her classroom, where the boards on
two sides of the room are used in a new way:

the board is frequently covered with a hundred or more yellow, fluorescent
pink, and neon green ‘post itTM’ notes, written by my class.... When students
aren’t posting their notes, they ammgaged in a wide variety of related
activities: reading the notes that areeatly posted; standing at the board and
discussing the notes with others; or writing notes at their desks, based on
reading, conversation, and experimentation, and then returning to post them to
‘the wall'. That's what we call it — our knowledge building wall, and its
development is the central activity in most of our inquifies.

Emily a teacher in a north Ldon school, describes how tgactice of ‘news-time’ with
her 6-year-olds was transformed by the introduction of the Post-it™.

| ‘unpacked’ with my class the reasdios news and what we want to hapgden
during news time. We devised a set of guidelines based on the acrofym of
NEWS:

Nurture
Encourage
Wait and listen
Smile 'n’ share
We came up with two aspects of Nehime they wanted to change. Firfst,

they all wanted to ‘share’ in small groups about things that they have irterest

in. Second, they wanted to have it at a regular time each week.
We settled on a concept, based loosely on Hume’s (2000) ‘knowjedge
wall’. Students would write one sentence about their news on a Post-it™' note
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and stick it to the News Wall. The wall served as a focal point of the
classroom. After all children had offered their news to the wall, one by one
children would come and choose a Fit¥t note news idea that interested
them. The children then formed interest groups and took turns to elaporate
about their news. We decided that a limit of five minutes per news shafe was
enough and if we felt we did not have enough time we would put a star|in the
corner to show that more time waseded. At the endf the session, wp
joint-constructed a summary of ourw time, using the Post-itsTM as| a
writing frame or plan.

Emily developed the practice with her class to include both ‘true’ news stories and
‘imagined’ news. Both contributed to community-building: ‘true’ stories created a rich
historical account which cotantly supported and expaedl their development as a
community. With regard to the fictional sies, ‘Children shared news about overcoming
difficulties, consequences of not doing ase was told and “magical or lucky”
discoveries. News time becameadlegorical journey of discovery.’

Others who have reviewed these pracfiggge accounts of their use in other domains.
For example in helping a clas$ 6-year-olds bring together and relate their responses to
reading particular literaturdcach Post-itTM is called a ‘seed’, and the spatial relation
which the class decides between them is callégieb’. In the constrction together, the
richness of metacognitive talk develops. Here the act of writing and the possibflities o
objectification which it brings are key stepscieating a communal @t for further and
deeper analysis, and jpartantly the object ialways changeable.

In Sonia’s classroom enquiries into class experiences of learning have encouragec
reflection and meta-learning on a number efntles, each of which kuninates with class
members placing their Post 8l on a class poster, hezdl for example, ‘When I'm
engaged ... ’, and ‘I help myself become engaged by/when ... ".

Bridging to wider worlds

There’s something about the walls that oftiefine a classroom which sometimes lead to
the focus staying within the walls, and the apparent belief that it's only what happens
within those walls which matters for leangi Such encapsulatedassrooms, as with
encapsulated schools, often display more difficulties reflecting the fact that this is not the
healthiest way to be, for learning or for social relations.

There’'s something about the ideas in classrooms as learning communities which soor
create a different picture. If knowledge-geation is the task and students userthei
classroom and school resources to the théy may find that theienquiries lead them
beyond the classroom walls. At such a momsotne degree of facilitating this process
of bridging to wider wdds may be required. In the busy lives of most teachers, this may
seem like an extra task which can be assigned to the categarijuxdry, but when a
teacher’s role has made some shift towards &fi mobiliser of resources, they may feel
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much more inclined to extend their repéng in this way. Sme accounts show how
pupils go beyond the boundaries of school and go beyond the levels of achievement tha
schools expect: for example, a group of yguearners whose enquiries soon exhausted
the text resources available in theirssloom and school, and who went on to make
connections with local university staff and its librdry.

At this point | think of another act of bridging which is all too seldom seen that way. It
is the practice of allocating pupils ‘homework’, which all too often can comprise rhore o
the same ‘busy work’ tasks that can charasteclassroom life. Suca practice seems to
ignore completely the resources which pupils have available to them outside the
classroom: again these are human and na&taria diverse range. A change to this
pattern has been successfully achieved by neaghers, as a spin-dfbm changing the
discourse of their classroomBhose teachers who together with their classes set out to
dispense with the word ‘work’ and see athhappens when the word ‘learning’ is
substituted find very energising results. When these extend to the change from setting
‘homework’ to suggesting ‘home learning’, the benefits widen. Parents find themselves
more engaged, as a diversity in their contribution seems more possible: reviews of how
different pupils in a class have managed their home learning give rise to talk about the
very skills which all of us need in the wider world. Many pupils choose to do their home
learning together. So weoald transform homework intanother contribution in each
pupil’'s wider community learning, and through the process of review, support the
development of a wider sense of the classroom community to make best use of the
resources there.

Being like other communities

Back ‘inside’ the classroonone last sense of the resource available to the class as a
community is their sense of themselvesadenowledge-generating community, but two
points need to be addressed for this toalfelt resource. The first is the importande o

any classroom community generating knowledge of its processes through the préctices o
meta-learning: without this there is no reason to assume that community members would
get to know that sense of themselves asramunity resource. Theecond point is that
there are multiple versions of this, and dltiple sense of this resource to achieve. Such
possibilities are to be found when classroom practitioners invite a class to ‘be’ like
scientists, or music-makers, or historians, or magazine-writers. As was mentioned in
Chapter 5, these are invitati® to learn the identitieshich accompany membership o
particular knowledge communities, and can be particularly motivating. In some way
these are modelled on what we all think we know about such knowledge communities,
and as such they can engage more atith@mocesses than doing school science o
textbook history or writing for the English teacher.

The advantage of there being ltiple communities to become is that within the range
there will be more opportunities for diverseembers of the class to shine, as well as
offering a more realistic miniature of non-school life.

However, the usual forces operate to make dbhievement more difficult than it need
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be. As an example, in Songatlass mentioned earlier, whave were ‘being scientists’,

the issues of ‘fair tests’ waterived from the prescribed cioulum, rather than from the
emergent knowledge of the class. Its effect was to short-cut some matters, thus
undermining the process of the group by suggesting that there was some right answer o
gold standard by which to judge their plans for experiment. Some writers see this
regularly:

Many attempts to model classrooms as science end up reverting to an individual
focus (i.e. to what extent do childrerink and act as scientists) rather than a
social one (i.e. to what extent doasschool class function like a scientific
community)10

So the challenge was to de-emphasiseptt@scribed curriculumand instead to thin
about how a scientific community operat@his led to thinking about how scientists
report their findings to eachtar, how they utilise peerview, how disputs are (or are
not) settled, and so on. Perhaps the clamsld emulate a scientific conference at
appropriate intervals, in order to learn about these processes. This would possibly reflec
other examples which have found that children of this age rate most highly, for learning
and for enjoymengpresenting their findigs to each othét:

| use the term ‘emulate’ rather than ‘simi@’ in order to avoid any connotation tha
this is gameplaying rather than aspirational actidrhere is a degree of scepticism abou
whether the activity outlined above can be described as ‘really doing science’. | take the
view that it can, and see no reason to derggtdiecause it may haw®me novice status.
| concur with the view that school-age students

can begin functioning as real scientists as soon as they are able to engage in a
form of practice that is authentically scientific, one that is concerned with the
solution of recognizably scientific prims in recognizably scientific ways.
Analogous arguments can be made about authentic functioning in history,
literature and other disciplines that students may venture into in their
knowledge-building efforts2

Learning about networks

| suppose that the point just made about acting like a community of scientists and
emulating how their networks operate takesouthe furthest reaches what a classroom
learning community can offein that if it promotes acceds a wider network it should
also promote learning about wider netks. There are other current examples,
particularly those in which classes of studéntdifferent countries set up e-mail or web-
based communication between them, and for some period of time build knowledge o
each other through such networks. These initiatives are bound to come and go, but ma
also lead to longstanding links for some individuals, and learning about all this through
reviewing it seems of value.

As this chapter ends, have new issuesualyesources in your classroom come to
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mind? And about learners’ access to thefw®l their feeling of being empowered to
access? If the classroomoprotes resourcefulness and the sense of community as
resource, learner engagement is likely to be high.

In the management of all this, and the fiagpect of the activity systems of classrooms
as learning communities, we now turn to consider roles.

Prompts for reflection

» Think about the access to resourceshntbirners exercise in your class.
What messages about their trustworteias learners are being conveygd?

» Do learners in your class fedlttthey are a resource for each other’s
learning? What sorts aictivities might help them feel this more and
exercise it more?

 Particular resources have bie¢roduced in this chapter:
CSILE/Knowledge Forum, Post-itTMnotes, resources beyond the
classroom walls. Have these interested you enough to develop a plan|{for
experimenting with them (adapting as you go, of course)?




9
Roles in a learning community

Whose job is it to do what to/with/for whom in a learning community? The issues
discussed in this chapter adds the central matter of newles in the classroom, and are
sometimes the issues which teashreport feeling most keenly.

Community governance

To start off our consideratioof the governance in a leémg community Jet's examine
some examples which testetltoncept quite severely. Biis | mean examples where
there is concern about a class and this concemes in the form of the behaviour in the
class. On such occasions, the stock oasps in schools are teacher-centred and
predominantly reactive, as summed up withagks such as ‘dealing with a difficult
class’. As | have discussed elsewhktieese stock responses are often ‘more of the same’
and do not have positive benefits in the long term.

Jack is a teacher in a nlertondon school, and writes about his experience of being
asked to work with a disaffected class of 16-year-olds. Jack has heard the perspective c
the class’s teacher indlprevious year, who:

felt that their behaviour was extremelyrthdo deal with, despite his frequent
use of the school Assertive Discipline Behaviour policy ...

He described the noise level as being aceatern, as well as refusal to ‘pay
attention’ to him. He Iéh sent many students out work with other teachers
during the year, and three were permanently removed to join another class
taught by an assistant headteacher. Numdgttess were sent home to families
about the behaviour of students digrilessons. The teacher had spent an
enormous amount of time writing letters, dealing with students who he saw as
not listening and stopping the lesson frpmceeding as he had wished.... The
teacher had begun to view the students as a group, almost a unitary force in
opposition to himself.

What does Jack do? The first thing in woikiwith the class was to elicit the student
perspective. In this case it was done throagdbrief written enquiry. Responses like the
following were collected:

| can’t say | was satisfied with the education given to us in year 10. This may be
because the classroom wasn't organised well, we couldn’t work with others
because of the teacher and studshtauting at each loér constantly.
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(Hasan)

There was no sort of communication or relationship between the students and
the teacher. The atmosphere was chaotic, we could argue with the teacher and
walk out as we pleased. Our thoughts weren’t considered so in return w2 didn’t
consider his.

(Sarah)

Class responses demonstrated that the class were tuned in to matters of relatianship, ar
that they did not want the current situation to continue. At the same time, Jack notice
that students had been taking home the classwork they were not completing .in class
Noticing this may have been especially helpful for Jack in that he did not fall mto th
stance which is often voiced in school staffrooms: ‘This lot just don’'t want to learn’
Having avoided this attribution Jds stance was to focus d¢earning, not behaviour, an

to again elicit student views:

We asked the students to decide on what conditions would best suit their own
needs to be successful learners. Thmigrcame to some decisions which were
presented as a set of rules we all agtegdllow.... The new rules were prinied

up as a poster on the classroom wall:

1 Everyone to concentrate and get better grades
[ Enough space — netjuashed together
[J Background music

[ Encouragement froneéchers — not pressurg
IJ Access to computerand the library

1 Help from classmates

[J Permission to move around to help others
1 Relaxed atmosphere — not too loud

[ Wait your turn to se teacher — be patient
[ Individuals to get attention from both teachprs
[J Don't waste time or take advantage

Both of the steps in Jes account give us examples ocdmmunity governance. That’
not an easy phrase but it indicates important messages such as:

- Your voice is important.

- It's more important as a worked-thrdugollective.
- Learning is the important goal here.

- You can take a share in making things better.

These are messages which the vast majority of pupils in our schools takke ahea
constructively. For the purpose of this chapter, it may be worth noting that ie thes
examples there had notén a lot of communitpuilding work in place before thes
governance approachegere used. Sa’s not as though they are processes whicly onl
exist when a collective has become ameoounity. Indeed they may be importan



Classrooms as Learning Communities 120

contributors to the building of community.

But a key message (which can be emphasaseahy time, and which is more effective
when re-emphasised) is that it is importenbhave a vision of classroom as community
when addressing difficulty. T& was present in Sian’s ammt of her experience with a
class of 11-year-olds in an east London sch8i@n is teaching music in an active way,
but this class has not developed productive agency. And the class has not developed an
social cohesion. As Sian explains, this was:

a class in which there were disparatgall groups of friends ... also a number
of students who did not fit into any of the established friendship groups. There
was little positive communication between the separate groups and normally a
good deal of tension, often erupting in verbal and sometimes physical abuse.

A pattern emerged — lessons often broke down.... The habitual, punitive
approaches such as detentions andnglko parents were totally inadequate;
any effect these strategies may once Haak in encouraging individuals in 7E
to comply with the school’s classroom code had long worn off.

Instead, | worked my way through ange of learning strategies, ... and
whilst these strategies had some effett)tithat | was skirting the fundamental
issues — the negative relationships both between the students and between them
and me.... | knew that 7E and | neededagree a commorpproach to enable
what everyone actually wanted to happen, turning ‘I' and ‘they’ into ‘we’.

That vision of what was needed and whatduld lead to was crucial to the intervention
which Sian arranged. For one lesson a discussion on ‘what we want from this class’ was
arranged.

I was not confident that | could run a discussion session with 7E along these
lines without enlisting some help. In this instance, help came in the form of a
senior member of staff whaid not teach the class buad been in the school a
number of years and had gained the respestudents and staff alike. | talked

the problem through with hand we agreed that she stltbcome in as a neutral
observer whose presence would have a cegraffect on the students in 7E.

The resulting discussion was not easy, and neither was the route that
followed, because it was a two-wgyocess in which everyone had to
compromise.

7E and | did manage to establish a relationship where collaborative work
became a regular part oskons and sessions wherarsig of work took place
became more supportive. Discussioasound mutual respect reoccurred
throughout our lessons over the nextademic year and there was constant
fluctuation along the scale of ‘I' andhiy’ to ‘we’. What was most significant
was that a vocabulary to discuss oulatienship was introduced and that
channels of communication were opened; consequently the fundamental issue of
learning relationships was at least partially addressed.

Sian’s story reminds me of the importance of voicing a vision. It does not suggest that
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voicing a vision is all that is needed @shieve that vision: compromise and working
together need time. But having voiced something about community governance, it is
possible to return to it, in vattever form of language haedn appropriate for a particula
class. Certainly Sian’s scale of ‘I' and ‘theto ‘we’ is one on which classrooms vary
considerably, but the language of ‘we’ is crucial in indicating a more commhassd
vision for the class.

Starting with learning

These two starting examples give an introduction to some of the possibilities andfsome o
the advantages of community governance wtiere is a concerabout behaviour. |
have argued elsewhérg¢hat asking ‘How can | He the classroom become an
environment in which behaviour difficulties don’t arise?’ leads to equally immediate
action as when we ask ‘How will | respotadithat incident?’. T difference between the
two questions is one of scale but not of indilmey, and the matter afcale is important
for the title of this chaptdsecause community governancerieer the message that we all
have a role in improving this. As a contribution to managing classroom behaviour,
building classroom community goes well beyond those methods which seem designed to
produce compliancéand helps to achieve many of the wider and important gdals o
school.

Some of the methods which further contribute to this development include:

— class meetings, perhaps using a circle time or other appropriate methodology, to
achieve new tasks and arrange events for the class;

— class reviews, which specifically adslshow the communityeéls and what would
improve its working;

— class problem-solving that addresses issues which arise, and through its workings
creates more effective solutionstiaé same time as building agency.

An underlying theme to these methods is that of regularly asking ‘What sort of classroom
do we want?’, and following through with the responsibilities which we take on in orde
to achieve the things we want. The teaateer feel challenged at times by really taking

on class ideas which he or she may not have chosen. The teacher will also have t
challenge any community outcomes whick aot genuine solutions, for example false
compromises or subtle bargains.

But, as Jack’s example above showed, even if we read aocassituation as one
with behaviour concerns, we can very udlgfstart the commudity governance with a
focus on learning.

The example given of Julietidass (end of Chapter 5) indicates how such a stance may
develop into a clear and publitatement of a class of 10-yedds’ view of a learning
community. Juliet's example leads to a furtipint: the fact that the principles were
displayed at the classroom door, andrevéor action by everyone, createdpablic
statement of the community — somethingdd to see and perhaps to refer to.
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Community needs a public presence

Evidence that classrooms are populated by communities is more unusual than at firs
might be thought. Just look at classrooms you know or classrooms you have known, anc
ask yourself what messages were there lwhépresented the fatitat a community fo
learners inhabited that space. Plentytefcher things. Plentyf individual learne
products. Whatlaout the collective?

In primary schools | sometimes see photpbsaof the class on a special event, o
some statements by the classvdren their learning is bestr a poster made out of each
class member’'s comments on somethings(icth examples the key resource for public
community statements is often present e Bost-it™ note). Sometimes | see public
presence for the fact that tiemmunity relates to otheasound it, as for example when
a class noticeboard collects members’ idEasdiscussion at the next school council
meeting.

In secondary schools, especially those in which pupils spend amounts of their day
changing rooms, there is often less public evidence of classroom communities. But a
moment’s thought brings this into question. Why might we not see some of 9R’s hopes
for their chemistry learning publicised inetlsame room as 11G’s? Indeed, may it not
lead to some new possibilities of comriaation between them? Can we imagine a
notice: ‘We are trying to improve our understanding of diffusion and would welcome
talking with anyone else about this, beyond the time Ms Stevenson can give us. (signed
9R".

Changes in role are changes in relationship

Although those with a bureaucratic turn of mind try to portray roles as though they were
lists of duties, the reality doesn’t turn out like the lists. A major part of the reason for this
is that roles cannot be defined on their own. Just try to think of any role term, and you
will find that you also have to think of another role — what is called the role partmer. Fo
example: mother—child. Even the hermit organises him/herself in relation to thé rest o
the world. So it is not sensible to think afteacher without thinkg also of the pupils,

and this affirms the longt@nding recognition ofeachers that they cannot enact rthei
desired role if pupils do not go along with it.

So what is a role, in this view? It is a meeyful bundle of interactions with your role
partners. It has to make meaning to you for a start (remember those doubts about can | b
a teacher?), and then can be made meaningfuiteraction with ppils you meet. It's
much more flexible than a list of duties ¢olist of ‘competences’ to be displayed!).

If we take this seriously, it offers a veimportant ally to teadtrs who are making the
shift from the dominant teacheentred view of thir role towards anore learner-centde
one. For it indicates that pupils are likely to go along with such a change — although it
will be unusual at first and therefore runs the risk of generating ‘resistance’ — if it is well
explained and worked out with them (whiit necessarily lthto be anyway).
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So just imagine how you might explain to pupils you know the various aspectsrof you
change towards a more learner-centred @ildborative classroom environment. | thin
you might find that explanations make a considerable amount of sense to you and (with
time for adjustment) to your pupils. Examples which go through my mind include:

* ‘The curriculum is for you to cover, and I'm here to help you.’

« ‘| want to organise things around your questions so that you’ll be more engaged.’

« ‘It won't always feekasy to do this if we're not used to it.’

« ‘I'd like to hear how you can best help each other to learn that.’

« ‘| think what you say to yourself is more influential than anything | say to you.’

 ‘I'm more interested in your view rather than my summary so | want you to read it for
yourselves.’

« ‘If you think well, you'll do well.’

« ‘I'm interested in your exantgs where you know this idea is used, and some examples
you can imagine it being used.’

« ‘| want you to demonstrate how good you are at this, not me show you how good | am!’

* ‘When I'm not here, what will you do?’

« ‘I'd like you to think of a way yocan evaluate yourselves on that.’

What's noticeable about these examples is tiwy often contaimeference to both ‘I’

and ‘you’. In that way they may be an improvement on things we say which contain only
one of those — ‘I want ... " and ‘You must ... ". This shift, even on its own, could have an
important impact on the relationships the classroom, since it carries a relational
message rather than an authority message.ifihis accompanied by changes in tasks,
social structure and so on, then it is likelyféom an important contribution to the ‘we’
language which is our goal.

Changes in role for the teacher

Becoming learner-centred is quite a challenge, when you take seriously the powerful
messages in school and society which maintie dominant teaeh-centred view. So
what can we anticipate in this changegluding the dynamics which might delay o
divert it?

Maryellen Weimetidentifies seven areasf change when developing learner-cestre
classrooms:

1 Teachers do classroom tasks less. They agsgmdents some of the tasks: organising
the content, and so on.

2 Teachers do less telling; students do more discovering.

3 Teachers do more design work. They desigivities to help pugs advance, do the
work of practitioners in the disciplinend develop reflection about their learning.

4 Staff do more modelling. Demonstrate how a skilled legthe teacher) continues to
learn.

5 Staff do more to get studsrearning from and with eadhher. Create work for small
groups to do in class.
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6 Staff work to create climatdsr learning, one that promotes interaction, autonomy and
responsibility.
7 Staff use other means of gaining fieack rather than merely mark work.

What | find interesting about these seven areas of shift in classroom relationshgs is th
voices they set off in practitioners who attempt them. It should not surprise usethat th
dominant voices in our societgside in everyone’s head, and it is on these occasidns tha
they pop out to keep the situation in thatss quo. The exchanges that are imageabl
adways bring in a conservative voice. For example:

* ‘| want you to be organising how the content will be covered.’
* ‘But that’s your job — and you’re paid for it!’

or

* ‘I'd like to hear how you can best help each other to learn that.’
* ‘It would be better if you told us.’

or

* ‘I'd like you to think of a way yooan evaluate yourselves on that.’
» ‘But you're meant to know the right answers.’

In these unspoken interchanges hangs tlenba of change. | sometimes hear teacher
voicing these comments of the (imagined) pupil as reasons why they shduld no
experiment. This is a fascinating versiaf who has responsibility for what! Thos
teachers who move on, to consider howythmay respond to each of the imagine
conservative voices, and even practise hovespond, are open to learning and change i
their classrooms.

On occasion, other voices popt to maintain the status quo — as in this lovely exampl
from Anne in one of my classes:

It feels strange to be embarking onstlwhen the ‘teacher’ has not made the
learning objectives explicit, nor dodbe ‘class’ know what the expected
outcome is to be. An Ofsted inspector in the classroom might take a dim view of
this.

(Learning Log 11.5.04)

How accurate that is! A dim view in thense that viewing eelarning community throdg

the lenses of the Ofsted iresgtion framework does not giveuch illumination at all! (se
interlude on observing classrooms following this chapter). But the feeling of strangenes
was not sufficient to stop us continuing, and this was helped by knowing that an Ofsted
style visitor would be operating with a viesf learning much moreeduced than the en

we were building.

But perhaps most insightful is the understanding which emerges from Alyson’s faccoun
of operating her Chemistry class of 12/1&ay-olds as a learning community. Here sh
noticed that the voice which was sometimes most difficult to handle was her owa, in th
sense that her own view of her role as acteer was brought intsharp relief during &
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development of this classroopractice. In the later stage$ a sequence of only eight
weeks, with one of her less favourite classes and least favourite topics, Alyson says:

Wherever possible | encouraged and m&feadvice about the next steps, and
even considered resorting to a tradiab method of teaching. In the end,
though, | just let them get on with it. | felt that if we were really to learn
anything from this experience | had to let the students discover the problems
and solve them for themselves. The lackafitrol | allowed myself at that time
was frightening! | had learnt that if | wanted my students to take responsibility
for their own learning thend had to be prepared to let them have that
responsibility.

We will read more about Alyson’s observations of the pupils in that class shortly.

Changes in role for the pupils

| have noted in the section above the way that a pupil voice might be called upon by a
teacher as a reason for mogking change. Beyond thatetle are real occasions when
pupils show us that being in a learning community is initially uncomfortable for the way
they have been socialised to date. Thisnphgenon also occurs my work with adults,

and (especially in the earlyastes) | attempt to inoculate participants against negative
effects by offering ideas such as:

As the process we are proposingnist the dominant one in teaching and
learning, we may at first feel uncomfortable or puzzled. Whatever happens, let's
aim to learn from it.

Nevertheless, people stilixgerience unease in their clgga and changing roles, as
voiced by Cynthia:

...a feeling of slight apprehension thatr{Shs no longer gimg to ‘teach’, that
we have to do the rest on our own — how much more would students feel this ...
[?]

(Learning Journal 25.5.04)

I have no definitive list of experiences to offer for what pupils will feel in all situatibns o
building a learning community. Indeed | amustk at the differece between the reports
from different contexts. But #re are three broad themesiethit might be possible to
anticipate, as they highlight the nature & lin the dominant classroom. On the three
themes of changing strategies, changirgpoasibilities and changing routines we might
not be surprised if pupils expericed and expressed some unease.

Changing strategies
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The socialisation of the dominadassroom leads most pupils to act strategically — how
can | get the best individual result (the least chance of shame) with the most
economical use of effort? So pupils whee introduced to leaing communities may
take a while to overcome the attitude of ‘it's more work this wagfore they allow
themselves to experience leamiinstead of work and conitment instead of passivity.

Changing responsibilities

In the dominant classroom teacher is rightl teacher decides the agenda. The dynamic
of ‘What's the right answer, miss?’ has a long history in our schools, and it may even
have strengthened in recent years. So pupils moving from ‘right answers’ to following
their own important enquiries may initially need support in trusting their own questions.
If the first step in changingesponsibilities is from teach#o pupil, the second step is
from individual to shared pupil responsibilitfhis theme is highlighted in the example

of assessment, especiallytifere is some form of colbrative assessment. On such
occasions students of all ages can feel pdatity challenged: theiinternal voices are
saying things which hark back to their joraexperience of indidualised assessment,
such as ‘but where wiliny grade be?’ and ‘If I'm working with others for a group
product, what happens if one of them iglass?’. | experience these themes when asking
of a course group of twentgr so experienced teachdtsmt they ceate a community
product for the course ‘Building Learning @munities’. The ripples at this request are
often stronger than | would have expected. But some time later people have developed
real sense of community andrgrse themselves at the qgifvalwhich their collaboration
creates.

Changing routines

Complex situations like a classroom willsually develop routines to pattern thei
progress: the question is wieetlo the routines come froamd what type are they? Most
classrooms operate on the predictable teactmred routines of dl so building new
ones for a classroom tiperate as a learnirm@mmunity may be disorienting at first.

| hope that the three themelsscussed above have not generated the idea that the
changes are daunting or difficult. In my expaide of a range of teachers they are often a
lot less than teachers anticipaAnd the change of rol®r students is taken up with
gusto. Here’s Alyson again, who had torca new concept for her Chemistry class
behaviour — over-engagement!

...the students were more engaged withrtlegirning than wasormal. In fact it
would be true to say that they were afihover-engaged wittheir learning! So
much so that they were ignoring me and were irritated by my interruptions
aimed at re-directing them. | believe that they felt that | had handed
responsibility for their learnig to them and then kephortening their learning
time with my interruptions. This explanation would account for my students’
irritation with me and their persistence with the tasks. Alternatively they were
sensing my lack of control and wetaking advantage of the situation in
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refusing to listen to my instructions. Given how challenging | had previously
found the behaviour of this class this is a distinct possibility.

In Alyson’s example, the time given toflext on the process dkarning was not
marked feature of this rusheskperience. Perhaps a littkeore of that was already
feature of the environment ikirsten’s example. In her south London comprehensiv
school, she decided to run her year 9 Higtolass in a different way. For just eigh
lessons over four weeks:

| posed the group the intended challentp create commity knowledge and
understanding of how life has chanded black Americans from the 1950s to
2004 and to create an end productiowhwill enhance the knowledge and
understanding of others.

Even for such a short period the changestudent role was significant, and the pupils’
reflections indicate rich learning.

1 Do you feel this class has become a learning community as we have

completed this project? Why?

‘Yes, because we have all worked ttige to complete the same piece o
work. We usually complete tasks imitlually and are expected to havd
something to show for ourselves at the end of a lesson. This was g¢od
because everyone did somethand we did it together.’

‘My smaller group worked really well together and we learned a Iqt so

yeah, | guess we have begsort of community.’

2 Which moments have helped you ddvance your knowledge and

understanding of the way you learn best?

‘Ms Timbrell usually helps us learn a lot, but with this project it was
different. A lot of the time | didn’even notice she was there. This hag
helped me learn that | don’t needrseone telling me what to do to leafn
well.’

‘The small group | was working in didn’t really have any of my friends in

it. By working with these other people, | have learned that it doesn’'t mdtter if
you like someone or not, you can still learn from them. It has made me feel
more open about listening to otheropke and other teachers | don’t usually

like.’

3 What have you learned?
‘I have learned that when you have a challenge, you don'’t need to rush it
and that you might have to change your ideas as you go along and work
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with others.’
‘I have learned that we all have different thoughts and that by talking pbout
them, you can learn a lot.’

Pupil roles — allocated or emergent?

The literature on group learning has mangpmsals for allocatingoles to different
members of a small group. #ie simplest, a leader is apptd — and in the classroom
context, it is usually the teacher who does the appointing. Im ek@nples, a rangd o

roles which are deemed to be key, foramyple, chair, time-keeper and scribe, are
allocated. Alternatively, with more of agye for group procesghair, recorder and
facilitator can be appointed. Yet another possibility is for such roles to be suggested anc
for the group to decide which members will take each role.

Whichever version of allocation is used, there are often useful outcomes, in ferms o
helping a group to operate successfully. But | have a slight hesitation, since the group
may not have learned much about the process of its success, and could end up with whe
is essentially a bureaucratic learning — if #igra problem, throw a role at it. Moreover,
the role-learning is restricted to thosegp members who werelatated, rather than
important role learningeing available to all.

So | have a slight personpteference for the other altative, which is to allow a
variety of informal roles to emerge as the life of the group progresses, and have the grouy
review this as one part of reviewing how well it is functioning for the achievement of its
goals. My experience is that roles and raleels are not usually a high focus in such
reviews, but matters of commigation are — together witthe developing trust to raise
such matters with peers.

Teacher as public learner

One of the steps for teachers who move béybat of leading alassroom community to
leading a classroom learningrmamunity is to publicly present themselves as a learner.
Numbers of teacher colleaguegien hearing about this &tst have remarked, ‘But |
honestly don’t know whether | am learning’, and when they go on to describe their school
contexts as promoting compliance and lagkin reflection | carunderstand what they
mean. But they and many other colleagtiesl that in their chssroom, presenting
themselves as a learner meansll-scale actios which grow:

» remarking on what you notice — about the classroom, about learners, about yourself;

« talk aloud as you solve a problem, thereby revealing and modelling your thinking;

« talking about your response to ideas and how you learned the things which are now on
the pupils’ learning agenda,;

« talking about any of your learning in other domains of life.
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For teachers who are also stotfethere is an extra poteddtifor mentioning to class
members aspects of your experience as a learner. This example from Naheeda wa
supported by the use of learning logs, both the class and her own. She writes:

Revealing myself as a learner was iarportant part of the journey toward
developing richer conceptions of learg. The journals were therefore an
opportunity for the learners in my class to see and understand | was a learner.
This was a powerful part of the dialogue which ensued after journal writing. |
would at times talk about my learninguggles. | can see in my own mind how
aghast some of the learners were whesaid that | felt | couldn’t write my
essay.

They responded withBut you are a teacher

| then explained | was also a learner &atning was a struggle but that | just
kept trying and even when things were foggy | just did not give up. | explained
how talking to my tutor or peers helped me to understand and gave me the
confidence to keep trying. This diglee about myself as a learner is an
important part of the way the journals happen in my class.

Leading the culture

There is obviously an important role for tteacher in leading the culture of a classroom
which operates as a learning community.isTfunction of bringing meaning to the
various activities has been seen as the htghmgsect of leadershipnd can be exercised
proactively while other more ‘practical’ futians are distributedmongst the class. Fo
teachers to lead a culture ofeamrning community, they must have at least some faith o
confidence in its possibilities. This is never complete, and to wait for it to be so before
starting would be a sure-fire way of never starting at all. But once started it grows with
confirmatory experiete of what learners are enabled to do.

Culture is a high-level concept, not a behavioural one, so it is not possible to define
everything in advance. But a sufficient sense of predictability is achieved through voicing
the goals and making sense of the experiefke®ne writer put it‘Teachers establish a
learning atmosphere thatpsedictable yet full of choices’.

Given the ‘against the grain’ nature of the enterprise, it would be no surprise fo
teachers who lead thislture to find themselves, at firdeading thos@ractical activities
which are not part of the dominant experience of classrooms — for the pupils or for them.
So activities such as collective reflection dedrning logs are liHg to be ones where
teacher practical action makes a significaontribution to the dture shift in the
classroom.

At such moments, doubts will perhapséxgerienced, doubts which are voiced in the
dominant discourse. Colleagues will perh&yesir that voice saying ‘what will anyone
looking in this classrom think about gur performance as a teae’, and in that voice
all the dominant elements of observingdajudging teacher performance arise. |
experience that voice when my colleagues joim in the class, and have found misel
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noting in my learning log, ‘It's interesting having colleague observers in the room: | find
myself thinking about whether they approve of my role’. Again the theme of judgement
and approval emerges.

Leading a culture means actimgth confidence. Although #hterm ‘confidence’ is a
problematic one when one persiten erroneously) attributes it to another, | take it to
describe those occasions when we continweet@ccording to our iciples while in the
presence of the voice of fedrhat voice may not go away completely, but to continue to
act is crucial.

Principle-centred leadershiprnisost appropriatéor building the culture which captures
those hallmarks of community — agency, belonging, cohesion, diversity. In thefcase o
classrooms and learning it aleons out to be less of anfeft than some colleagues may
predict, reflecting that there are trusbforces being garned when a learning
community is built. As Kirsten put it:

As | reflected upon and analysed the pesg of the learningommunity in my
diary, week-upon-week, | résed that the principles | had set out to adhere to
were occurring naturally within the context of the project without too much
effort on my part.

Leading other leaders

The very term ‘leadership’ comes with arldle of everyday connotations; for example,
that there is one leader, thrat successful leadership behaviour can be specified. Both o
these are challenged by evidence. Thereadsays multiple leaders in any classroom
collective, and operating acammunity aims to engage addvelop this rather than find

it a problem.

Even in a context where there is contoser the curriculum, teachers can engage
pupils as planners. Zoe Donoafukescribes how a class of 10-year-olds reviewed and
rated the different learning activities their science unit on sound, and went on to
contribute to the planning of the next unit. Such activity was very rich in promoting
metacognition — throughating each activity for its leammg and its enjoyment — as well
as giving a good example ¢iow teacher leadership cdube distributed with good
effect. Those who fear thatdua proposal is tantamount giving away the teacher’s
role might note that the pupils plannedeacher-directed lessoaad rated them high fo
learning — though low for enjoyment. Most highly rated on both criteria were doing
research and giving presentations.

Conclusion
At the close of this chapter, we concluithe analysis of facetsf the activity systems

which comprise classrooms as learning comities For the final chapter we move from
the goal of creating classroom learning camities to considecreating school-wide
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learning communities. Thereillvbe no quick fix. As one researcher put it in 1992;
‘Figuring out how to accomplish these twoaip is a task which could engage the
productive energies of teachers and researchers well into the next céfthay’ same
writer proposed that in thjeurney this book is mappingfhe criteria fa judging teache
effectiveness shifts from that of delivering good lessons to that of being able tobuild o
create a classroom learningnmmunity’. So before moving to consider the school, a
moment on observing classrooarsd, by implication,gachers’ roles, is next.

Prompts for reflection

» The themes of this chapter halweays been connected: community
governance, community presence ia thassroom, the shift of roles and
relationships, new scripfer classroom practice,dehers as learners, ang
leading a distributed culture. They amount to a more healthy responsipility
for both teachers and pupils.

» What experiences in classrooms have you had when the responsibilities for
learning were healthily distributed? How did they cabeut, and what
did you contribute?

» Even though you may be subject to various pressures, how can you help
yourself to take practical steps towards promoting such a picture nowp




Interlude

Observing classrooms &sarning communities

At this point we are making the transitibletween chapters on classroom life (5 to 9)
written mainly to the classroo teacher, and a final chaptar the school, written with a
wider set of participants in mind. It's the sort of point where some distilling might be
valuable, especially if it also addresses wucia issue when others are brought into the
picture — that of observation.

Observation is an interesting hobby, but not always a great way to achieve
understanding. Observation oflassrooms is espedial challenging, since thei
complexity makes discerning the most meaningful aspects pretty problematic. This is
especially the case if the observer is ‘external to the olassy a matter which
researchers have grappled with for decad&sen this difficulty, observation is most
often handled in a way which simplifies the complexities of classroom life, and in the
process reverts to the dominant discourse.

The phenomenon can be demonstrated quite easily. Ask a group of colleague teacher
to watch a videotape of a classroom for a few minutes, without giving them a particula
framework for viewing. Then &sthem to talk to each other about what they have seen.
The comments they make will (often anoli75 per cent of the time) do two things:

1 focus on the teacher;
2 focus on the negative.

There will be few comments about the classn situation, the patterns of interactions
between pupils, or indeed the pupils’ roésslearners. The comntsrwill be about whia
the teacher in the video ditbt do. This is the phenomenon of the ‘hostile witness’. In
UK schools it may have increased over the diestade as in the face of a broadly hostile
inspection system, schools have imported thisir own practiceshe practice of peers
inspecting ‘teacher performance’.

| regard it as a sad state of affairs becatuseads to reduced forms of relationship
between colleague teachers in a school¢ar can come in and judge me now), and
reduced forms of learning. ledd it leads to strategic féasiveness between colleagues,
which is well portrayed in this cartoon which was given to me by a school in Hackney:
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Z

‘Yes, of course you cambserve me teaching.

Come on Monday morning when it's silent reading.’

Such observation also leadsagreatly reduced focus oretheal processes which lead to
learning in classrooms. As Terry Wrigley put it:

A public discourse has been establistétich accounts for successful teaching
in mechanistic and superficial terms aset of external behaviours which are
not linked to an understaimgy of learning. It is bsed on teacher performance,
not interaction between teachers and learhers.

Observation in classrooms can be better than this. As Judith Warren Little says:
‘Teachers welcome observation and profinfr qualified observersrho will not waste
the teacher’s time, who will not insult theacher’s intelligence, and who will work as
hard to understand classroom evesssthe teachers do to conduct thérito achieve
this, two changes are required: observers neethift their focus of observation (as will
be elaborated below), and obsery need to shift their rol&om that of roving judge to
one of learning collaborator.

| have written elsewheteabout expanding the focus observation from teacher to
classroom, but here | want to propose what an observer might be able to see in ¢
classroom operating as a leaignicommunity. In the processvill also contrast what can
be seen from this perspective to the other ways of viewing which are based bn othe
conceptions of learning.

The first is currently dominant in the offédivoice of inspection and has led to the
situation | outlined at the start of this section. It is abbreviated from the Ofsted (2003)
Inspection framework.
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Observing from the Transmission model: ‘Learning = being taught’:

e Teachers show gooommand of subjects.

» Teachers plan effectively.

» Teachers have cléaarning objectives.

» Teachers interest pupils.

» Teachers make effective use of time.

 Students acquire new knowledge or skills in their work.
» Students show positikesponse to teaching.

» Students show engagement and concentration, and are productive.
» Teachers assess pupils’ workdlughly and constructively.

» Teachers use assessment to infoein planning ad target-setting.
» Students understand how well they are doing and how they can injprove.

As the words make clear, this perspective $eada focus on teachers more than learners,
views curriculum as delivering a body of knowledge, values tangible products and de-
emphasises the social dimensiaidearning and social oudmes of learning. As in the
Ofsted inspection framewk, quality of learning is ewed as a response to teaching.

The second perspective is abbreviated fr@msearch sponsored by the Bill Gates
Foundatiorp

Observing from the Construction model: ‘Learning = individual sense-
making’:

» Students are engaged in active ppatiion, exploration and research.
» Students are engaged in activities to develop understanding and creaje

personal meaning through reflection.
 Student work shows evidence of conceptual understanding, not just r¢call.
 Students apply knowledge in real-world contexts.

 Students are presented with a chalengurriculum designed to develop
depth of understanding.

» Teacher uses diverse experiencetudents to build &ctive learning.

» Students are asked bytiwcher to think about hotliey learn, explain
how they solve problems, think about their difficulties in learning, think
about how they could become bettsarners, try new ways of learnifig.

» Assessment tasks are performances of understanding, based on higher-order
thinking.

Again, the words make clear that the major ®ofiattention from this perspective is the
students, their activity and meaning-makinggasses. Curriculum is more about big
ideas and depth of understanding. Quald learning is vewed as conceptual
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development, metacognition may be highlighted, and application is valued. But there is
little explicit mention of collaboration, @nthe classroom may still be a collectivk o
individual learners ratir than a community.

The third perspective is abbreviatedrfr preceding chapteds this book:

Observing from the Co-construction model: ‘Learning = creating knowlefige
as part of doing things with others’:

» Students operate together to improve knowledge.

» Students help each otlearn through dialogue.

» Learning goals emerge and develop during enquiry.

» Students create products for each other and for others.

» Students access resourcéside the class community.

 Students review how best the community supports learning.

» Students show understanding of how group processes promote their
learning.

» The classroom socsfuctures prometinterdependence.

 Students display communal responsibility including in the governance] of
the classroom.

» Assessment tasks are communibglpets which demonstrate increased
complexity and a rich web of ideas.

This perspective focuses orcsd and collaborative processend views curriculum as a
process of building and testing knowledgeaasiay of enterin@g language community.
Quality of learning is seen in the quality of action and dialogue for improving community
knowledge, and is seen as a distributed process in which all are involved.

In the context where you work and learry, to find ways of observing from these
different perspectives. As yatry adopting the standpoint efich in turn (and grapple
with the initial strangerss of the latter two), try taotice the impact that each
perspective has:

— on what you observe;

— on what you see as learning;

— on your relationships witthe teacher in the class;
— on your relationship with the pupils in the class.
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Schools as learning communities

In this chapter | aim to consider some df firactices and principles which would need to

be in place in a school so that classroomyg best operate as ledng communities. The
relationship between school issues andsctasm issues will always be complex, so no
simple prescriptions will be on offer. Sornéthe elements may be valued and valuable

in any school, whether or not classrooms are being developed as communities, and b
contrast their absence does not necessardglude a particular @ssroom developing as

a learning community algnthe lines of the preceding five chapters.

Prevalent assumptions ab@ghools as organisations ynprove hazardous again, as
identified in Chapter 3. There is no needriew schools as machindsistead we need to
consider how we would like our schools todeethat classrooms can become their best.

And the belief that schools are too diffictdt change must be put aside. Schools are
not some sort of monolith. There are morgatéons between schools than many teachers
are aware of, including onrmdensions which have significant impact on the thenfes o
this book.

‘You couldn’t do that in the school I'm at’

When talking with teachers abt change in their clagssms, their school as an
organisation often comes into the picture. But sometimes it is presented asra majo
constraint on a teacher’'s caggcio experiment with effeste learning in classrooms.
Now | do not deny that there are some schadhich act in a degpcontrolling manne
and demand compliance frometh staff in a way which isnimical to learning, but |
think these are small in number. So thisage of schools is more widespread than it
should be, and reflects another phenomendhe general disempowerment of teachers
by politicians and schools, and perhaps the general cautious response to suggestions f
change. Perhaps too it represents the dominant yet dubious mental model of organisatior
— that hierarchical power is strong — or ex@mnelement of selffptection — the comfort
of being able to hold someone else, nanmaignagement’, respaible for the lack b
change. All these phenomena are abo@t ltw levels of agency which teachers
experience in their preésion, and just as agency wasedoas a hallmark of classroom
communities, so for schools.

The idea that the school lita the classroom is a reahame, because increasing
evidence points to the fact that the classrae much more important than the schoal fo
the key purpose of pupils’ learning. In easch on ‘School Effeiteness’, it has been
recognised that classrooms have a majorichpn the measured f@mance of pupils,
and explain much more of the variationperformance data than do schools:
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The differences among classes withie fame school are many times higher
than differences between schools, intiia a high variability in teacher/class
effectiveness.

Recent research on the impact of sthoon student learning leads to the
conclusion that 8-19% of the variation in student learning outcomes lies
between schools with a further amount of up to 55% of the variation in
individual learning outcomes between classrooms within scRools.

Studies of school efféigeness and school improvement indicate that the
classroom effect is greater than the vehsthool effect in explaining students’
progress

The influences on pupil achievemeate multilevel and the net effect of
classrooms was higher than that of schéols.

All the evidence that has been genatdtethe school effectiveness research
community shows that clasooms are far more impgant than schools in
determining how children perform at schéol.

So there is good reason for teacherse £mpowered about focusing on learning in
their classrooms. Nevertheless, even with the balance of school and classroom put mor
appropriately, there is still reason for some attention to be given to the processes of the
organisation which might promote or hinder the development of classrooms as learning
communities.

Organisations that learn

We accept that individual humans learn. Ryes chapters address how to help a group
learn. Can an organisation learn? Entertairafmoment an image of an organisation, as:

where people continually expand their aejty to create theesults they truly
desire, where new and expansive patterns of thinking are nurtured, where
collective aspiration is set free, and wd@eople are continually learning to see
the whole togethef.

This brief description of a learning orgaaiion comes from a book which was identified

by Harvard Business Reviews one of the seminal management books of the past
seventy-five years, which has sold more than a million copies, and which was written by
someone who in business circles has beenedaa ‘Strategist ofhe Century’. But the

book is not about schools.

Its description of an organisation stands in contrast to the dominant model which
circulates in most of our schools. The common unexamined ‘mental model’ is of a
machine: a collection of intlecking parts, each playing a clearly separated function in
the whole; run by routines, timetables and clocks; managed by organisation structure,
hierarchy and specialised viiion of labour; ‘line managers’ who monitor wor
performancé and talk of ‘efficiency, reliability, predictability and objectives’. Anfl o
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course machines are deentedun best when they rismoothly and at their own pace,
thus defining the required baviour and pace of the humans.

It's no surprise that politicians whose world is closely associated with bureaucracy
should emphasise the mechanigaw of organisations, but it is a cruel act that they
should try to impose it on schools, and on the crucial aspect of humans which does not fit
such a model — learning. Indeed in maspects of business and commerce — even a
large number of factories the approach to organisatiohas become one which much
more attempts to harness and conneet tlapacities of its members, so that the
organisation thinks ahead, pays attentiontsocontext, seeks to embrace change, and
solves problems by thinking widely throughout the organis&tion.

Indeed, in many aspects of business amdrgerce — even a large number of factories
— the approach to organisations has become one which much more attempts to harnes
and connect the capacities of its membersthst it becomes an organisation which
thinks ahead, pays attention to its contergks to embrace changad solves problems
by thinking throughout the organisati®riThe developing literature on organisational
learning in schoolseflects such themes.

Schools as learning organisations

Schools are not commercial businesses, & ity have their own reasons for becoming
more effective learning orgasdtions. These can be identified at a number of levels:

« For the pupils schools which are to promote pupils’ effective learning for the future
need to continually review how best this can be achieved in a fast-changing world.
And as that world changes and we embfaaeners from different cultures, our
conception of learmig can be enricheth.

« For the staff one of the strongest imperatives for building a learning organisation is
that we want to be in one. Teachers regularly reportlieatariety in their
professional work is a value, and the school needs fosuivem in learning from
that variety.

« For the organisationthe environment for schools is increasingly fast-changing, and
schools’ position in a ‘marketised’ situation is more unstable, so that they need to take
on the characteristics of learning organisations to ensure a continued contribution.

Do any current schools function as learning organisations? The answer isofdet, a
host of reasons not as many as one might expect or'h&pedies of successful schools,
in the UK and other countries, includingotie that are successfl the performance
view of politicians, continue to prowvédevidence of the important features.

A recent study of secondasghools in South Austrafdemployed a surve
of 2,000 teachers and principals. It idéad four dimensions of schools ag a
learning organisations:

* Trusting and collaborative climatefers to a school where collaboration |s
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the norm. Teachers participate inshsignificant shool-level policy
decisions and help to establish the school’s vision or goals. Discussiops
among colleagues are open and canddliaformation is shared with othér
members of the school community including parents. Staff are valued

» Taking initiatives and riskeefers to staff being empowered to make
decisions and feeling free to expeent and take risks. The school
structures support teacheitiatives, the admimsitrators promote enquiry
and dialogue and ampen to change.

» Shared and monitored missiogfers to a school culture that encourages
critical examination o€urrent practices andntinuous learning for
improvement. The schoetaff keep abreast of exnal events that may
impact on their school. The curriculum is aligned with the school’s visipn
and goals. Information from other schools and from professional
associations is used to support learning.

» Professional developmerdfers to the engagement of staff in professiong
development. Professional reading is a source of learning and so are pther
schools. Developing skills of how to work and learn in teams is seen gs
important. Externahdvice is sought as amgpriate and school leaders
provide all the support 8y can to promote pre$sional development.

Successful schools focus on learning

It is a focus on learning which improves performance. A major study of UK secondary

schoold* identified schools in which pupils had improved their performance above the
rate of national improvement in the 1990se3& schools have taken various approaches:

1 new tactics to maximise their showing in the performance tables (enter more pupils,
mentor the borderlines, etc.);

2 internal strategies to improve their schools (giving more responsibility to pupils,
building improvement strategies in partiautlepartments, integrating pastoral and
academic responsibilities);

3 the small group of the highest improving schools has shifted beyond these two into an
area which builds its capacity to improtesough an overarchg focus on learning.

Successful schools are not compliant

In a study of seventy-eight schools, Susan Roserfidttend evidence to divide he
sample into ‘moving schools’ and ‘stuck schools’ on a range of indicators. Her sdirvey o
teachers included the questiono'Bou ever have to do things that are against the rules in
order to do what's best for your students?’. In Moving schools 79 per cent answered
‘Yes'. In Stuck schools 7per cent answered ‘No’.

Moving schools are also learning-enrichigdyhich teachers’ fid more opportunities
to learn, and they see their own learning as cumulative and developmental. Students
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gains are greater in readingdain maths, and this is sifjeantly related to teachers’
learning opportunitiesral the extent to which teachemesteaching as non-routine. So
the connection is clearWe also find that the greater teachers’ opportunities fo
learning, the more their students tend to leéarn

Successful schools are collaborative

Moving schools have above-aage teacher collaboration, there are more requests for
and offers of collegial advice and thesperate on a wider range than in low-
collaboration schools. The content of discussions about learners is more productive,
focusing on improving their learning rather than on seeking sympathy about poo
behaviour.

Collaboration between teachdeads to them feeling celttively interested in the
learning in the organisation, and this is reflected in better results for sté@lents.

Successful schools focus on connections

A hallmark of learning is tht it creates new connections between meanings,
experiences, contexts and people. So taos@hools. A recent swey of UK primary
schools, which had been sekxttas successful in performance terms, showed that thei
curriculum made connections across soty, used themes for planning, did not
overemphasise ‘core’ subjects, and provided many enriching experiences beyond the
bounds of the school gates and the schoolfd@ne of the keys to success that stoad ou

for all schools was ‘The pupils understand the nature and purpose of their learning, in
some cases contributing to the plannémgl evaluation ahe curriculum’.

With some of the above broad characteristics in place, | findotgile often start to
ask ‘practical’ questions about how a schoctrapes as a learnirggganisation, whatt i
looks like, and so on. Unfortunately, the vihgse questions are framed often betrays the
way we have been socialised to view organisations: ‘How often are the meetings?’ ‘What
does the head do?’ and the like. These questieek a solution in routine and structure,
and turn out to be the features of the old ‘mental model’ which actually make the journey
towards becoming a learning organisation mofean ‘against the current’ experience
than might be expectéd.A learning organisation does not work with fixed formulae fo
achieving its goals, or a fixed structure: it has both goals and structure, but more
important than either dhese is the fact that it revievboth of these, a@hasks of eachfo
its activities ‘what did we learn as a result of this?’. In this way the core culfure o
learning is built: there is aommitment to learning, tal&bout learning, and reviews o
the way that the organisation vieitself and what impedes learnifg.

But is this yet the school as a learning community? Without pe@rising, the
following contrast may further our thinkindgn a learning organisationthe ends D
importance are organisational growth, produttj efficiency andeffectiveness. The
means are the people and the learning thejndsupport of organisational goals a
learning communitythe ends of importance are the growth and development of the
people. The means are the ways in which community members work and learn t8ether.
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Such a shift to learning community may remind us of the human goals of school and help
release us from the rdel of the machine.

Schools as learning communities

In Chapter 4, evidence on the effects ofrafiag schools as communities was reviewed,

to provide context for the review of the effects of operating classrooms this way. When
students feel a sense of community and staff build cohesion, the social relations build the
connection to school and to achievement. Pupils are more highly motivated and engaget
in learning and more committed to schoolentthey experience acceptance, and a sense
of belonging. Engagement and commitment are closely linked to student performance,
and, more importantly, to the quality of student leardthi@ollective teacher efficacy is

a significant predictoof student achievemertZ.

Schools which operate as communities ‘attemthe needs of stedts for affiliation
and ... provide a rich spectrum of adult roles. Adults engage students personally and
challenge them to engage in the life of the schb®chool communities believe in a
common core curriculum foall and that all pupils caachieve. There are collegial
relations among adults coudlevith a ‘diffuse’ teacher te (which brings them into
frequent contact with other staff and with stotk in settings other than the classroom).

More recently it has been shown that sschools develop better trusting relations
between staff, and that this relates not only to the levels of attainment of pupils, but also
to the school’s longer-term pattern of improventént.

So how do schools operate as learning camities? At the heart must be the same
hallmarks and processes which were idedifin Chapter 3: agency, belonging,
cohesion, diversity, plus enquiry, knowledge-generation and collective reflection. If these
have been developing in classrooms, there will already be implications for the school
community. When classrooms cease to operateanetically sealedelivery boxes, but
as learning communities which go beyond the bounds, then some of the core processe
will be starting to operate. When learning becomes a key focus of enquiry and public
presence in classrooms, it issallikely to do so in the school at large, When bette
understanding of learning engess in classrooms, they must be able to make the local
decisions to promote % and so on.

When thinking of schools and school improvement, it is common to think of the
‘leadership’ and the teachers first. This riskeeréing to the hierarchal model, so first |
will outline some more of what is known about schools as learning communitiesrin thei
widest sense: their relationships, values euitlre. Some voices obse to call these the
‘soft’ aspect of organisations, and they mizgy correct in that they are not parts of a
machine, but they are vemyrong to suggest that these are nebulous or difficult to
address. Some tough principles may emesgeld the challenge Withen be for the
leadership and the teach&ssdring them to life.

Before addressing these areas, what expeés do you bring? What experiences have
you had of schools which operate as a legy@ommunity? They may not be complete o
commonplace experiences, bilitey do raise importanpointers. The answers may
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sometimes seem paradoxical, as with aecher who answered lglling me about a
school which was closing, and in the years while numbers reduced, staff had to take or
more connected tasks, a focus on the futvae more developed, and so on. But whateve

the examples, they may serve to link yourceoto some of the principles (which have
also been consided in classrooms):

« Acting collaboratively arfdstering interdependence.

« Learning and reflecting @ams and other collectives.

« Distributed leadership.

« Public focus on learning.

» Looking beyond the bods including to other commities of learning teachers.
¢ Scanning the environment.

School relationships matter

It is easy to recognise that the relationships in any organisation are key to its functioning,
but not always so easy to talk about them. The language of relationships will need
support as we leave behitide machine. One \ter proposes, ‘If we are going to be

serious about community building, we are going to have to cross this language barrier by
speaking more directly and humanly about schooling’, and challenges us to askr whethe

we are into authentic community or counterfeit commuffitfable 10.1 is developed
from his view of how relationships differ in such different contexts.

Table 10.1Relationships in authén community and counteit community (after
Sergiovanni 1994)

Affective Affective neutrality

Teachers’ relationshipsgith students are quite Teachers’ relationshipsith students are like
warm and engaging those of professnal to client

Collective Self-orientation

Teachers encourage collaborative learning amdachers encourage emdlividual otientation on
support between students the part of students

Particularism Universalism

Teachers take into amant the unique featuresDiscipline incidents are dealt with according to
of a disciplinary incident predetermined protocols

Ascription Achievement

Teachers value studerits being whoever theyTeachers value studarfor their cooperation
are, regardless of how well they do and achievement

Diffuseness Specificity

Teachers believe 'You needkoow students ~ Teachers believattthey can enact their roles
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well to teach them well’ well with little tailoring to individuals
Substantive Instrumental

Teachers demonstrateredor students as a  students in order to gbetter results Teachers
core value demonstrate care for

The differences in Table 10.1 ring true toveof my experience of schools, including in

the field of behaviour which causes concérhose schools which, perhaps encouraged

by government voices of the last decade, adopt predetermined protocols for responding tc
incidents often have higher levels of difficulty, exclusion, and so on. In more worrying
behaviour, such as violence, our study of six inner-city secondary schools in fareas o
significant neighbourhood violence found:

It was very evident from our researttat school practices do make a clear
difference in the extent to which a schisotesilient to its own situated potential
for the occurrence of violence. Of particular significance are:

* The quality of relationships within schools — between staff and between staff and
students.

» The quality and extent ofremunications within schoolsircluding, espcially, staff—
student communications over violent incidents.

* The range of policies and practices for dealing with violence and its potential
emergence.

* The engagement with and relationship to the neighbourhood of the school and its
communities of interegf

The schools with least violence were cected and communicative, internally and
externally.

The school’s values as a community matter

Some of the literature abosthools as learning communities can seem vague. Much tal
of ‘sharing a vision’ and ‘sharing leadership’ can miss the point if it inadvertently
obscures the fact that the ledi and values which are ‘shdtenake a crucial difference.

Close examination suggestsattsignificant differencein beliefs and practices can
exist in two schools which seemed to be two learning commufftiéghereas one
school’'s community emphasiseslividual autonomy, rightand responsibilities to each,
the other’'s emphasise a colieet view of learning and sooling. Table 10.2 identifies
some of the differences between these two schools.
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Table 10.2Differences in beliefrad practices in two schools

School A School B

Shared beliefs
in the purpose of schooling:

To educate citizens who will obey constituted To educate citizens whaill be informed and
authority and respectefrights and property of participating members in a democratic society
others

To promote self-esteem for all students pFfomote respect and dignity for all students
To have each student learn at his or her To critically examine local and global social
maximum level issues

in teaching strategies and curriculum:

Teachers meet ardiscuss individual Teachers meeind discuss shared educational
classroom teaching practices and strategpminciples and collective practices and strategies
Individualised curriculum; varies by Collectivised curriculum; interdisciplinary, project-
teacher’s choice based

Participation
Institutional policies allow participation dtitutional structuredemand participation

Teachers attend mgngs and staff Teachers plan meetings astdff development days
development days

Managers make dedms without input  Teachers make decisioasd set school policies
from teachers

Professional and personal commitments &mfessional work engag@ersonal and social
often in conflict commitments

New teachers seek autonomy and enforcBlew teachers drawn into climate of participation
boundaries betweepersonal and and blur personal aratofessional boundaries
professional life

Interdependence

Teachers support omother’s individual Teachers intertwinelassroom work through
classroom work and occasionally team- collective curriculum design and implementation
teach

Primary curricular goals are subject-area Primary curricular goals are interdisciplinary,
defined (and therefodémited to subject- defined by ideals of social justice and participation
area teachers)

Dissent

Broad, generalised beliefs allow many Openly specified beliefs result in self-selection;
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objectives to coexisparticipation in public some teachers leav@nong those who remain,
forums is limited and selective participation is widespread and extensive

Dissent is rarely voiced in public forums  sBént is voiced in publiegitimated spaces
Relationships

Teachers care for ommother; Professionaprofessional and persdmalationships are
and personal commitments are often in intertwined; work engageboth personal and social
conflict commitments

The content of Table 10.2 shows how markedly schools which seem to be communities
might differ, and differ alondines which were identified over a century ago (see
Toénnies, Chapter 3).

A learning culture

‘Culture’ is a term used in thinking abibarganisations, which can sometimes have a
mystifying effect. Interpreting culture as ‘the way we do things around here’ has neve
been particularly illuminating for me. However, the narrative stnefiich proposes
that ‘culture is the ensemble of storiege tell ourselves about ourselves’ is very
applicable to organisations, and also éesba more achievable approach to culture
change.

An account from a London primaschool was provided by Jess, who was at that time
Deputy Head. A range of events had led to Learning about Learning being made part o
the School ImprovemeérPlan. Staff meetings, usualbne or two each term, and half-
termly professional dialogue and revieweetings were held where ideas on learning
were often reviewed. Over two years Jedstfat the culture had noticeably changed.
Jess lists her analysis of the change as follows:

Factors in helping shift the culture

» Learning about learning was planned fxus, it was built in and there tq
stay in the School Improvement Plan.

» Having staff on-side made a diffexer- they were willing to join in
discussions and experiment witleas in their classrooms.

« Staff were invited to try things. The opportunity to develop their own
practice in their own way was invitational and some staff found this
empowering.

» Time was given to reflect and discuss practice, to share successes and try
each others’ ideas out and to try and help with any difficulties.
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Successes

» Time to talk about learning askelvelop our practice is now accepted as
what we do in our school.

» New staff have strengthened theutaland have accepted positively whg
they have walked into.

« Staff and children are more abl¢alk about learning with some
understanding and a shared languagktherefore more able to sustain 4
debate about how children learn.

» Teachers are willing ty tthings and experimentd to come up with their,
own ideas and implementetin in their classrooms.

» There is a collective and shared bétiaf we need to keep talking about
learning and worlagainst the grain.

* My role during meetings has shifted to being more a facilitator rather than a
leader.

» Teachers are more aware of the diffeaspects of learng, e.g. concepts
of learning, orientations and styles of learning, motivation and self-esteem.

« Little changes have taken place with BIG meanings.

—

Issues

« Initially, meetings were seen by satadf as a luxury. They felt that therd
were more important things to do with their time.

« Itis hard working against the grain; trying to shift thinking in a
performance-oriented wider context — $28ATs etc. — to one that is mofe
learning-oriented within our school context. We were always sensing the
push and pull in our discussions and in what we felt we were being
expected to do in our practice.

» New staff were inducteth specific meetings and introduced to the main
ideas which the old staff had already looked at. This helped with their
assimilation into future staff meetings.

» We are still developing a shared language when talking about learning.
Staff find it easier to talk about thenhges as learners but harder to bring
that into the classroom.

For me, the points about language are strong here, and relate to the prorfotion o
experiment and review as well as what cakensuch a development difficult. These are
the very elements which provide a key fedor development, through the best route
possible — learning. The sort of culture whitan emerge in a school would be somehow
similar to that | witnessed in Robin Hoochsol, where, at mornmbreak, the staff were
talking about learners and learning over their morning coffeeerachers learn more
about learning, the effectiveness of a school impromed increased performance
follows, especially for many of the under-achieving studéhts.
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Jess’s account was not focused on ways in which pupils and others were involved. This
is a clear feature at a school nearby wherthiga is the head learner. She describes he
‘Super learners in the earlggrs!, and a learning journdgr a small-maintained nursery
school which has led to a variety of exploratory action research involving children,
families, governors and staff.

| first started to look at learning frothe adult perspectives of my coIIeagllles
whom | asked to describe in a staff rileg when they felt they learnt be$
Comments included:

—

1l learn best throgh a new experience.’
2 ‘Making mistakes — some bad expertes give you the greatest experierjce

of learning, e.g. giving birth, divorce, family deaths.
3 ‘A hands-on experience.’

Next | asked parents for their viewsdaperspectives abbwhat they felt
they wanted their child to learn byethime they leave us and go into fhe
Reception class. The restuiteluded three types:

1 ‘To develop a better understanding of numbers, to recognise some letfers of
the alphabet.” Or ‘To sit down f®5—-30 minutes and focus on one
particular point.’

2 ‘To share toys and be fair witle@rs.” Or ‘To develp their social and
emotional skills to enable them toxugocially with other children and
make friends.’

3 ‘To have a general liking to learn new things.’ Or ‘My ideal would be fdr
him to begin to learn that love of knowledge — all knowledge — and to
know that he will be rewarded for an inquisitive mind. Also for him to
have the confidence to ask questiand experiment for himself. These
attributes would set him up for the rest of his life and would mean he ¢ould
learn most things for himself.’

This helped me understand that my next obvious learning challenge yvas to
gain the children’s viewpoint about learning. Thus | set up a vidpoed
discussion with two groups of 3- and 4-year-old children as to ‘Whhat is
learning?’. A range of views included:

1 ‘You have to learn to talk and say things when you are a baby. You le@rn
when you're with different people by listening and trying to talk. Babiep
have to practise.’

2 'Playing outside is different learning — you learn by watching then havihg a
go.’
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Our learning focus has also led, believe, to us becoming mofe
unconsciously inclusive in whom we see as part of our professional leqrning
community. My evidence for this is ibugh our two most recent parents’
evenings where we have provided mioreractive learmig workshops wher|
parents and governors join in staff-led activities about aspects the
children’s learning. The first workshopas about aspects of creative rdle-
play and designing/making resources based around transport in Londdn. The
second parent’'s evening was based around learning through chajlenge,
problem-solving, collaboration and cooperation.

Finally, as our oldest children prepato leave us and move to Receptjon
classes | asked them to represenatibarning is through drawing.

These are the starting stages of a whole school learning journey, whigh has
allowed us to start to wrestle with learning, its ownership, and the bounparies
and power-sharing/struggles which are linked to learning in schoolg| in a

society which sees learning as a buzzivior the future development of the
world.

Teachers’ professional community

As we turn our focus backwards teachers, it is now appropriate to ask how a learning
community between teacherstisbe promoted im school. For a number of years it has
been shown that the claateristics of teachergrofessional community in schools
include:

« A collective focus on student learning.
» Reflective dialogue.
» Collaboration to move beyond the bounds of the box classroom.

Thinking about how to develop this in everyday schools has highlighted:

« Structural conditions: time test, interdependence, and so on.
» Social and human resources: trust and respect.

Structural responses are amooon focus but are only gaof the aswer. A common
mechanism is that of creatj teacher teams, which dobave a positive impact on
teacher empowerment and teackeHaboration, but it doegot necessarily lead to a
greater focus on learning. In one study ‘Teams reported spending about 25% of their time
on administrative work, 30% on student discipline issues, 20% on paperwork frem thei
school and distrigtand the remaining time oteaching and learning issué$’ Team
structures provide a foundation, but do nottloeir own influence the culture of learning

and teaching. One of the reas suggested for this isathteachers do not have the
experience and models for how to do it. So the old mechanistic view of organisations
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come to fill their meetings, rather than &ds on learning. Nevertheless, in the minority
of schools where such a shift does occur, student performance improves, and is related t
three attributes:

1 teacher teams prepare cobiedtively, anddiscuss student learning in relation to
teaching approaches;

2 teachers sometimes teach together, observe each other teachfeg| safé doing so;

3 teacher teams handle pupil gomgs flexibly and purposelly, regrouping students to
take advantage of the strengths of team members and of small groups for particular
purposes.

Team learning has also been a focus of stlitigre is significant variation in the nature
and amount of learning acrogsains in secondary schools.rfoost enriched learning a
culture which supports and demonstrates respect for teacyensty, collaboration and
diversity is required. ‘For the team’s mking to be constructivethe leader needs to
encourage diversity of viewpoints and an atmosphere of open indiiry.’

Overall, the view emerging that ‘Our researcBuggests that human resources — such
as openness to improvement, trust and eetspeachers having knowledge and skills,
supportive leadership and csalization — are more cridal to the developmentfo
professional community than structural conditiotts.’

Evidence to support this approach to development is supportive, including for its
contribution to pupil attainment. A study on 11,000 students enrolled in 820 US
secondary schools identified the extentwhich the schools were characterised by
professional learning communitiels1 those which were mosharacterised this way, the
staff had worked together and changedirtttlassroom pedagogy. As a result, they
engaged students in high intellectual learning tasks, and students achieved greate
academic gains in maths, science, histang reading than students in traditionally
organised schools. In addition, the achievement gaps between students from differen
backgrounds were smaller in these schosisdents learned mqrand, in the smalfe
high schools, learning was distributed more equitdbi@ther researchers have found
higher levels of professional communitio be associated with higher student
achievement, though agaiassociations between classroom practices and achievement
are stronge?® Most recently, analyses of a ratal sample of US secondary schools
confirms the findings from in-depth studies and studies of purposeful samples that the
social organisation of teachers and schools can affect student achie¥eierd. a
connection has been made between prafaasicommunity and #hstyle of headteache
leadership, noting a positivefe€t on the measured studatiainments in schools whose
teachers experience above-averagasformational leadership.

In US primary schools toajata from 5,690 teachers 248 schools in a large urban
school district shows the impt of structural, human and social factors on the emergence
of schoolbased professional community andamines the extent to which such
developments in turn promote learning and experimentation among’sggfffar, the
strongest facilitator of professional community is social trust among faculty members.
Principal leadership and supervision thails facilitative emerged as important
facilitating variables. Principals’ regulamvolvement goes beyond regular contact, and
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encourages teachers to be involved, toouate and to take risks. In general, an
environment that supports innovation and experimentation was found to be much more
prevalent in schools in which professionahmounity had developed. Results lead to the
view that if professional community in fact fosterasdroom change, it does so by
creating an environment dah supports teacher ledng through mnovation and
experimentation.

Leadership

Being appointed as the formal leader afchool organisation attracts many dynamics to
make the role ineffective. Some people will display infantile paralysis and ‘wait fo
orders’, while others will ask a head to deal with everything, most important the toilets.
Such processes of ‘role-sending’ reflectuarstated assumption alidaaders — they are
powerful people — yet their impact achievine opposite. Evider on leadership ove
decades contradicts the ‘leaders are born’ alignt Leadership isiot boss-ship, as you
might be forgiven for thinking from such phenomena as leadership programmes.

Leaders display a range of complexities.théy ain’t following, you ain’t leading’ is
the phrase which reminds us that this role like all others can only be understood in terms
of relationships. My use of the term ‘formakhder’ is also intended to indicate anothe
complexity, that there are any number of mfal leaders in a school, as in a classroom.

So the formally appointed leader has to develop a multiple web of relationships, and there
is no one way to behave.

The most effective stance fanderstanding leadership is one which relates quickly to
the leading of learning commitiies. It thinks of leadership as distributed throughout an
organisation, just as knowledge may be sgethis way. So ‘leadership practice is
distributed over leaders, followers, and the school’s situation or coPtextstudy d
ninety-six secondary schools concluded that the key elements in student outcomes ar
participation and engagemefitSuccessful leadership in these schools stressed support,
care, trust and participation: this contrasith current governmermthetoric of leaders
having ‘drive’, acting decisively, giving clear direction and having impact by persuasion.
Another study examined twenty schools anehtified those which we more ‘ready’ to
become professional learning communities. In these schools, principals sometimes
elicited staff dreams and visions for théaal, and ‘those who coreated or presented
an agreed-upon vision seemed to have buy-in’. Visions moved beyond test-scores.
Principals empowered others to make siecis, and responsibilities were disper$ed.

Leaders in every part of a school which @pes as a learning community will need to
support the processes of review and reflection, finding their own best way to discuss anc
learn about whether practice &thieving the vision. But research into organisational
learning has identifiethat this loop of learning neetts be accompanied by another: the
review of whether the vision is appropridteA study of three schools suggested that this
‘double loop learning invaluabte sustain profesional community*2

‘Leading learning’ is a phrase which is beging to be heard more. It can mean many
different things, depending on the view eatlership and the vieof learning. In line
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with other elements of this book, | offer a&wi that distinguishewhat different leaders
might do dependent on which of the three views of learning they &#opt:

1'Learning = being taught Leaders who see learnirfigom this perspective
are likely to:

focus on teachers more than laatrespecially their knowledge and
‘competences’;

view the process of curriculum as one of delivering a body of knowlg
value tangible products which de=med to be easily measurable;
favour modes of assessment which are timed, summative performar
tests, often through paper-and-pencil methods;

seek to improve performance by areging the pace at which learners
get ‘it’ into their heads;

drive improvement through measurable indicators of product;

talk about learning in ways tleahflate learningvith teaching and
performance;

de-emphasise the social dimensamssocial outcomes of learning.

2‘Learning = individual sense-makihd-eaders who see learning from thig
perspective are likely to:

focus on the way people makase of their experiences;

view curriculum as addressing thought-demanding questions;

value processes which make learaingsible, central element: making
reasoning public, thinking aloud together;

favour modes of assessment which ask people to explain to one and
give a reflective commentary;

seek to improve learning bgwing down the paceand focusing on
quality of thinking;

drive improvement through indicators of quality learning experienceq;

talk publicly about learning, and promote enquiry into learning;
support leanng exchanges and peer teaching;
promote people known as learners;

ther,

ask of every policy and every proceddhat do we learn from this?’;
encourage others to do the above.

3'Learning = building knowledge as part of doing things with others
Leaders who see learning frdahis perspective are likely to:
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» focus on social and collaboratprecesses in teams and classes;

» view curriculum as a process of building and testing knowledge;

* view learning as a process ofacand dialogue which leads to
improvement in knowledge;

» value processes which enhance collaborative and community outcores;

» favour modes of assessment which provide a community product;

» seek to improve learning by enhagdallaborative enquy and dialogue:

» orchestrate improventeéhrough indicators dhe learning culture;

» talk about learning as a distributed process of building knowledge, $¢ that
all can be involved*

» talk about leadership as a distribyextess of building culture, so that all
can be involved,;

» ensure fluid organisation, spanning boundaries.

Being learning-enriched in current times

My experience is that many classroom teastsrd many teachers in formal leadership
roles have a preferred vision of classrooms and schools which bears similarity with that
of this book. But as this chapter suggestsytbite the current times as reason forrthei
practices which work against the vision. €fl is no need foour profession to go
backwards just because politicians do, but sattiag highlights onef the extra elements

in the repertoire of teachers which is neededurrent times, and has not been so much
needed heretofore. It is being able to maintain vision, and maintain faith, while having to
act strategically in relation to the forces which circulate in the wider environment. Yes,
schools need to have data on the achievesraitheir pupils: in some cases it leads to
them being able to demonstrate to the agehfwescriptive practice that their way does

not work. Yes, schools have to go through hostile inspections, and some schools have
learned a lot about how not to be damaged by this process — they are often very learning
oriented schools and although the inspection framework is poor at identifying this, a
reasonable inspection team will be able to indicate it in the report. One primary school
has the word ‘learning’ mentioned twenty¢e times in its report, and from my
knowledge of that school it is an appropriate reflection. By contrast, a search of the
Ofsted inspection database shows that the phrase ‘learning cdiesiseldom arises,

and many of its occurrences are merely a synonym for school.

How do schools maintain themselves to be learning-enriched in such times? By
operating in all the ways highlighted in this chapter: collaborative, distributed and
resolutely focused on learning. Plus having a thought-out ‘big picture’ of what is
happening to schools, and a vision to contribute in that context. The ones | know are
modest yet inspiring places. that big picture they have awareness of the forces that
act against them.
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Managing the forcesagainst change

At times in each chapter | have attemptedidentify the processes through which
external pressures become intdised and appear in teachergractice. The
understanding of how we hear and respond to a range of voices has helped me to resi
this process and continue a contribution. What also helps is the opportunity to talk about
the process with others. Mosttbie teachers | meet are abledsist the many invitations

to compliance, and they call on very impottaesources in their family, cultural and
community life. And | am sure that the adtidentifying and naming the voices which
undermine our vision is effective in decremstheir life-negatingmpact. Analysing how

those voices operate is a major step in undoing their impact.

Some commentators have a critical analyfishe current times, but a less hopeful
stance in the development of learning communities. They may summarise ‘whilst it may
be possible to conceptualise the leadersifip learning community, it may nevertheless
be impossible to realise it because of a failure to see and counter an ecology of the force
which surrounds leadership and learning communifsbelieve this stance stems from
overstating the power of ecological forces, and understating the human propensity to
define oneself locally.

The local forces are important, and often higiiithe tensions of teaching. As we take
steps to resolve those tensions in a new way, a degree of risk may be felt. The biggest ris
in education is not to take one, so we must beware the tendency to step back into the
dominant patterns. Marlene Scardamalia wriéout educators who visit a knowledge-
building classroom, and the barsdo adoption they may create:

The first, and most insidieu— because it seldom comes out in the open — is the
disbelief that most children have the motivation and ability to do the things the
educator has just witnessed. This shows up first as a suggestion that the children
and the teacher, or both, are exceptionapréctice it shows up as a tendency to
over-structure and over-mage activity, with the malt that some of the
essential characteristics of knleatge building are sacrifice§.

The challenge which is embedded in this baknly the challeng of being a teacher,
which is to create a proactive culture in thasskroom. It will not reflect some aspects o
the surrounding culture but will act as a model of what that surrounding culture might
become, and is becoming, in some quarters.

Prompts for reflection

» Think about schools you have known, and schools you cgn
imagine. How does the school as an organisation show
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recognition that the classroomti®e key site for learning?

e There are many elements which cantritiute to the building of learning
communities. Which aspects are most needed in your school?

« In a community, leadership is distributed, and this situation emerges
through more people taking on leadership roles. In what ways might ypu
be able to lead an pnovement in the learning culture of your school?

A concluding remark

If you are a reader who likes to turn to the end of a book first, in order to find out ‘who
done it my main contender for the villain tfe piece is our langga. My hope is tha
this book will help to shift the conversations.
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