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Preface
When we imagined the structure and content of this book we asked ourselves these questions:
	How has our understanding of provisions for learning in the middle years of schooling evolved over time?
	What are the needs of learners during these critical years?
	What specific issues are associated with curriculum, pedagogy and assessment for students from Australia and New Zealand in the middle years?
	How might teachers, both in initial and continuing teacher education, be best prepared to teach students in the middle years of schooling?

Together, we examined not only the current research and practices that lie behind today’s policies but also the ways in which this has undergone change and development, particularly in relation to the reconstruction and reconfiguration of ‘adolescence’ in contemporary times. As well, we wanted to place these policies in a socio-political context beyond state boundaries and ask critical questions regarding their viability.
To these ends we sought researchers and scholars who have specialised in various aspects of education and schooling that hold particular implications for students in the middle years as contributors to Big Fish, Little Fish. In writing for this book, they drew upon those aspects of their academic work that would inform the reader, in clear and well-defined terms, of the ways in which these characteristics could make sense in the complex world of schooling.
At the same time the contributors have avoided the portrayal of simple, recipe-like solutions; rather, they have aimed to challenge the reader to connect the text to their own experiences and transform the information into personal, professional knowledge. As Lawrence Stenhouse is quoted as saying, ‘Information is not knowledge until the factor of error in it is appropriately estimated’ (cited in Rudduck et al. 1983, p. 141). By this it is meant that what you will find in the various chapters in this book important and well-constructed information, but it will be a matter for you as the reader to come to it with a critical eye and connect it to what you already know and understand.
It is possible, in fact highly likely, that you may find no ‘error in it’, but by approaching the chapters in this way you will more intensely interrogate the text and, with your peers and colleagues, ask of it and of each other good critical questions. To this end we have requested that each contributor embed in their chapters reflective prompts to encourage you and your colleagues to pause and engage in conversation and debate.
While most chapters have been written by university-based academics, we have also included some that are from practitioners in the field, thus bringing together the academic and practical voices. We see this incorporation as a form of enrichment.
Finally, a word regarding the title … Over the years we have had the opportunity to interview many young people regarding the transition from primary schooling to the secondary school world, not only with regard to learning, curriculum, pedagogy and assessment, but also in relation to managing the social context in which they find themselves. In most of these encounters the phrase ‘going from big fish to little fish’ has occurred – the transition is indeed a critical one in identity formation and should be regarded as such when you consider teaching and learning in the middle years.
Susan  Groundwater-Smith
Nicole  Mockler
Reference
Stenhouse, L. (1979). Cited in Rudduck, J., Hopkins, D., Groundwater-Smith, S. & Labbett, B. (1983). Independent study, books and libraries and the academic sixth form. A Report to the British Library Research and Development Department.


Part 1 Introduction

The purpose of these two introductory chapters is to draw attention to the complexity and diversity of provisions for teaching and learning in the middle years. The chapters that follow will take the issues raised in these opening chapters and explore them more fully. Chapter 1, by Susan Groundwater-Smith and Nicole Mockler, frames teaching and learning in the middle years in terms of a number of contemporary educational challenges. The second chapter, by Craig Campbell and Kay Whitehead, explores the historical development of provisions made for middle years schooling.
Both of these chapters have been used as a model for those that follow in assuming that readers will engage in ongoing reflection on issues as they are raised throughout the book.



Chapter 1 Challenges for teaching and learning in the middle years
Susan  Groundwater-Smith and
            Nicole  Mockler

Every one of us who has attended school has faced the apprehension and excitement of moving from the primary years to secondary schooling. Even those who have attended schools that span the whole gamut of schooling still find themselves facing new circumstances, regulations, teaching and learning practices. In this first chapter of Big Fish, Little Fish: Teaching and learning in the middle years we set out to describe the ways in which these new arrangements impact upon those who experience them. We also seek to draw our readers’ attention to the complex policy environment that school education confronts in both Australia and New Zealand. We recognise that a number of texts already exist that have acknowledged these critical years (e.g. Groundwater-Smith, Mitchell & Mockler, 2007; Smyth & McInerny, 2007; and Pendergast & Bahr, 2010) but argue that many of the challenges confronting teachers and their students are now exacerbated by a politicised and often intense set of considerations, many of them international in nature. Those studying to become teachers, as well as those who are beginning their teaching career, are often caught up in the practicalities of preparing to become safe and confident practitioners; however, we would argue that in professional practice it is also vital to understand the ways in which policies and practices intertwine and how they have come to be that way.

Reader reflection 1.1
As you prepare to become a teacher, or to broaden the scope of your teaching repertoire, how aware are you of the external conditions that may govern what you are able to undertake and why this is so?


But let us begin by thinking about what it is like to take on new directions in schooling from the learner’s perspective: Tim Winton, in an interview with Andrew Denton on Enough Rope (25 October 2004), reported on his first day at high school in Albany, Western Ausrtalia, encountering senior students who seemed in his young eyes to be absolutely huge:
And the great thing there was to stick your head down the dunny as a way of initiating you into high school and then flushing the bog on you and stuff. And the only smart thing I ever did in my life politically was to … I understood what was going on instantly – it took me 19 seconds, and seeing these kids getting dragged off to the dunny. So I went over to the taps and stuck my head under it and wet my hair. And they came running for me. I said, ‘Mate, I’ve already been done.’


His other survival strategy was to change from being a ‘nice kid’ to one who was ready to be assertive, ‘funny, cute or repulsive’.
This extract illustrates something of the title of this book, Big Fish, Little Fish. It represents but one of the signature stories told of the time in life when young people cease to be the older, senior students in their primary schools and instead become the youngest and least powerful in their secondary school communities. It is a time that is simultaneously exciting and unnerving. For most children who are moving from primary to secondary school the changes in the physical environment are not as significant as the changes they experience in their identity formation and their social relationships. From being esteemed as leaders, held to be capable self-directed learners, and well known among their peers and by their teachers, they go to being the small fry.
In their report to teachers and school leaders, Easing the Transition (Education Counts, 2010), the Research and Evaluation Unit of the New Zealand Ministry of Education noted that ‘students often anticipate the move from primary to secondary schooling with mixed emotions’ (p. 10). The report goes on to argue that how well students are equipped for and cope with this period of adjustment can have a critical influence on their ongoing education and future goals. In the chapters that follow we shall examine recent Australasian research and scholarship that discusses: the needs of learners in these critical years; appropriate curriculum and assessment practices; procedures for the preparation of teachers whose focus is upon the middle years of schooling; and the development of education policies in various jurisdictions.

Reader reflection 1.2
Go back to the time when you were about to begin secondary schooling (or perhaps, if you have children of your own, how they were feeling about beginning high school). What were your expectations? Had you visited the school beforehand? Did you have brothers and/or sisters who had attended the school? What did you imagine the opportunities and threats to be?


The challenges are considerable and ongoing
The middle years of schooling are often seen as little more than a matter of the transition from primary to secondary school, with little notice given to the actual impact of this transition on student learning, engagement and identity formation. This perspective has been reinforced by current global practices that require teachers to pay the most attention to externally imposed criteria of the perceived success of school systems, such as those related to standardised testing, school report cards and international comparisons.
Additionally, within a broadened framework of school choice, opportunities for connection and continuity are negatively affected by the marketisation of schooling. For example, by 1991 New Zealand had moved to a market-based system of education, where parents could choose their child’s school. This encouraged competition between schools for students (Morphis, n.d.). Indeed, the New Zealand shift to school choice and financial regulation has gone further than the development of such policies in the Australian states and territories. Nonetheless, as Campbell, Proctor and Sherington (2009) have indicated, the policy of school choice is pervasive and burgeoning.
In larger urban areas the links between primary and secondary schools have been largely lost; young people in their last years of primary school are well aware that they will have a range of possible destinations for their secondary schooling and that friendships that have been forged over many years may be disrupted, even broken. Teachers working in primary and secondary schools, even in the same neighbourhood, have little to say to each other and few opportunities to view each other’s practices. The picture is one of disruption rather than seamlessness.
For a number of years in the past, attention was paid by policymakers to provisions that aimed to ensure that young people’s specific learning needs were recognised and honoured, with a focus upon both pastoral and developmental dimensions during this critical phase. However, with current moves towards not only school choice, but also the standardisation of curriculum and assessment in secondary schools in Australia and New Zealand, a tension has developed between these broader expressions of ‘good learning’ in the middle years and regimes of accountability.
Thus the ‘middle years’ of schooling are increasingly subject to tensions and pressures. While generally accepted as less ‘high stakes’ than the senior secondary years, and so regarded as less constrained in terms of curriculum and pedagogy, in recent years the various manifestations of the global education reform movement (GERM) have brought new regimes of audit and accountability to the middle years. Pasi Sahlberg (2011), so well known for his role in the reforms embedded in Finland, coined the term ‘GERM’ as an ironic commentary on the pervasiveness of global policies and their impact on individual countries. These international policies, often promoted by the OECD, do not give due consideration to countries’ varying and exceptional circumstances. (For further discussion of the impact of global educational reform on teaching and learning in the middle years, see Chapter 17.)
Like so many other developed countries, Australasian education policy has been influenced and shaped by global factors. As Rizvi and Lingard (2010) have observed, the changes brought about by globalisation have led to a reconceptualisation of policy and hence practices. They note that policies are seen to be assembled as a response to perceived problems such as positioning on competitive league tables. To take an example: in Australia, the adoption of a national testing regime, the National Assessment Program – Literacy and Numeracy (NAPLAN), is said to contribute to Australia’s improvement in international competitiveness, as well as to improvement in school performance (when coupled with the My School website, which makes clear how schools stand, comparatively, in terms of achievement). In many instances the final years of primary school and the early years of secondary school are dominated by preparations for such tests at the expense of more liberal and creative practices, though the latter are often cited as critical to student engagement in the middle years (Groundwater-Smith, Mitchell & Mockler, 2007). Similarly, there is increasing attention paid to standards for teaching performance, with significant policy borrowings from the United States and the United Kingdom leading to the adoption of the Australian Teacher Performance and Development Framework (Australian Institute for Teaching and School Leadership, 2012). This is to be fully implemented in 2014/5. Once again, there is the potential for practice in the middle years, previously regarded as more creative and liberal than that of the senior years of secondary school, to become more constrained.
Too little attention is paid, in relation to international testing regimes, to the specific contexts in which nations function. New Zealand, for example, is acknowledged as doing well in literacy, mathematics and science testing but has a significant gap between its more and less advantaged students. It is noted that 20–25% of students are from an immigrant background (defined as being born outside the country and/or having foreign-born parents), and that they score less well than those without such a background. In both Australia and New Zealand, Indigenous, Māori and Pacific Island students struggle to achieve well.
Following a series of interviews with young people in New Zealand, the Research and Evaluation Unit of the Ministry of Education (2010) published a series of case studies, illustrative of the difficulties that such students face in their schooling:

Case study
Understanding each other
Despite saying they had ‘settled’ quite quickly when they first arrived, some students, rather than assimilating into their secondary school, for various reasons became increasingly distanced from some or most aspects of school life.
Tale was a student who had been well liked by all the teachers and students in his primary school: his Year 8 teacher described him as ‘sweet, dreamy and shy’, adding that everyone loved these qualities in him. While Tale had been very anxious about the move to secondary school, feeling he would be out of his depth in a big place with lots of strangers, he found, to his pleasure, and surprise that he got on well initially, and even enjoyed much of his time there. He attributed this in large part to ‘being introduced around’ by older siblings and cousins so that he got to know and be known by people and was able to play sports with them during lunch hour, which he really enjoyed.
Family meant a great deal to Tale and he spoke often during interviews for the transition study about how he enjoyed spending time with his siblings (usually playing various outdoor games), helping out his parents and grandparents, and just generally being with members of his extended family. Tale had friends at school and in his neighbourhood whom he valued, but he seldom saw them on the weekends, choosing to put his family commitments first.
However, as his first year at secondary school progressed, Tale began to get ‘offside’ with teachers; he was eventually suspended for a few days for surly behaviour and answering back. He felt that he and two of his friends had been unfairly picked on ‘because they were Pacific Islanders’, accused of something they hadn’t done and not given the chance to explain. The downward spiral for Tale had begun over homework: he refused to do it (by simply abstaining rather than outwardly protesting) because he did not believe in the need for homework, feeling strongly that spending time with family was more important and that formal learning should be kept within the school day and not take up out-of-school time as well.
Tale was making reasonable progress at school, although he did not always find it easy to stay sufficiently focused on his work in class, mainly because of his tendency to day-dream. He was well aware that his parents valued education highly and he generally wished to please them. It was evident that although Tale had genuine reasons for his beliefs about the homework situation, he was not able to convey this and his behaviour was seen by his teachers as deliberately uncooperative and disobedient. The result was a lack of understanding and effective communication between Tale and his teachers, leading to an impasse, and no acceptable compromise. Tale was at risk of becoming seriously alienated from school, including disengaging from his learning in class. (p. 113)


Initiatives such as the adoption of continuous testing and assessment – of students and their teachers – are tied to the ‘what works’ agenda, which in turn is linked to government funding that can define what is to be done and how it is to be done, with an eschewing of qualitative research methods in favour of measurement regimes that leave little room for variance and difference (Furlong, 2013, pp. 38–41). Biesta, among others, argues that evidence-based practice holds greater promise than it can actually deliver, offering a way forward that recognises the nuances and complexities of practice (2007, 2010).
If, as Rizvi and Lingard (2010) suggest, problem setting is increasingly determined in global discussions, as opposed to locally, it is our contention that there is little current attention currently being given to very real problems for learners in schools in Australia and New Zealand regarding the important transition stage from primary to secondary schooling and that this particular problem setting is one that is largely ignored in the international context.

Reader reflection 1.3
How aware are you of the global policies that influence decisions about schooling in your local context? How do you see these policies being played out in terms of the learning needs of children in schools?


Losing and regaining the momentum
Initially there was some momentum for middle years reform in Australian and New Zealand schooling in educational thinking from 2000 onwards. At the Australian national level, this can be attributed to the ACSA report, From Alienation to Engagement (Cumming, 1996) and the National Middle Schooling Project funded by the Australian Government Department of Employment, Education, Training and Youth Affairs (Barratt, 1998). However, more recently there has been a slowing down of the various initiatives undertaken across the country as they have been eclipsed by discussions centred on national curriculum and testing reform, as discussed above. Bahr and Crosswell (2011) point out that current evidence suggests that middle schooling has lost ground in the Australian context, and mainstream education agendas are falling silent on the subject. This is reflected in the work of the Australian Research Alliance for Children and Youth (ARACY) project Betwixt and Between (2011), in which the authors argue that:
Despite a mounting body of evidence on the importance of this period of development (adolescence), public policies and practices tend to focus on earlier or later developmental periods such that ‘the middle years’ appear to be largely overlooked.
(p. 3)


However, in New South Wales, the largest education authority in Australia, the government has reinvigorated work in this area based on a 2008 inquiry conducted by the NSW Parliamentary Committee into the needs and issues facing 9–14-year-olds. The Committee published its report, Children and Young People aged 9–14 in NSW: The Missing Middle, in 2009. It stated that:
As the years between the ages of 9 and 14 are crucial to physical, social and emotional development, they provide a key opportunity for positive intervention to help children and young people reach their full potential. Identifying and responding to early warning signs can help prevent children in this age group from becoming more vulnerable and make a significant difference to their current and future lives. Research indicates that intervening in the middle years can be effective, and that this period of major transition and heightened risk can be a key turning point.


This re-emergence of concerns regarding the middle years is reflected in the 2011 ARACY project, which was developed in response to concerns that existing public policies and services do not adequately address the developmental needs of children aged 9–14, a view endorsed by Knipe and Johnstone (2007). ARACY reports on a growing body of evidence that indicates that biological, psychological, neurological and social changes occur as children make the transition into adolescence and that this has a major impact on how they feel, think and act, including how they:
	understand and manage their emotions;
	view and relate to themselves and to others;
	respond to emotional and social challenges; and
	establish a social identity and develop skills that will enable them to participate in, and contribute productively to, Australian society.

These persuasive arguments are further embodied in the Melbourne Declaration on Educational Goals for Young Australians (MCEETYA, 2008):
The middle years are an important period of learning, in which knowledge of fundamental disciplines is developed, yet this is also a time when students are at the greatest risk of disengagement from learning. Student motivation and engagement in these years is critical and can be influenced by tailoring approaches to teaching, with learning activities and learning environments that specifically consider the needs of middle years students. Focusing on student engagement and converting this into learning can have a significant impact on student outcomes. Effective transitions between primary and secondary schools are an important aspect of ensuring student engagement.
(p. 12)


A similar dance of advance and retreat around the middle years of schooling is also to be found in New Zealand. Bishop (2008), during her year’s tenure in New Zealand as a holder of the Ian Axford Fellowship in Public Policy, argued that cultural, historical, political, procedural and structural conditions all contribute to the current lack of specialised middle years teacher preparation in New Zealand. The barriers include:
	a perceived lack of Ministry of Education priority on the middle years;
	a historical tendency to divide the tiers of schooling into primary and secondary, as evidenced in reports, legislation and policy;
	a strong teachers’ union presence divided along primary and secondary lines; and
	a relative lack of identity for middle years schooling, given as many as six different school types. (p. x)

Bishop, too, refers to ‘the missing middle’ (p. 31) when she identifies the lack of a specific preparation of teachers who will be able to work successfully with young people across the early years of secondary schooling.
Hinchco (2004), almost a decade ago, reminded readers of the critical connections and relationships that are required for engaged learning as students make the transition. His study described the historical and political contexts that had emerged over many years. This discussion has been taken up more recently by Durling, Ng and Bishop (2010) as they focus upon student learning needs in the New Zealand context. Among their many findings they summarised students’ responses to the question as to what they desired of their teachers:
	The importance to them of having a positive relationship with their teacher and knowing that the teacher cared about them as an individual;
	The need for teachers to have effective classroom management skills so that a disruptive and/or disharmonious classroom environment didn’t interfere with their learning;
	The necessity for clear instructions and a range of examples to help them understand;
	The value of having (well-managed) opportunities to work collaboratively with other students in class. (p. 5)

As will be seen in Chapter 5, these responses hold equally true for young people in Australia.

Reader reflection 1.4
Why do you think it is that such an important phase of schooling ascends and descends in the policy context? Is it only attributable to the international considerations cited earlier in this chapter?


Of course, and as evidenced by later chapters in this book, it is neither possible nor feasible to believe that the experiences of young people during the middle years of their schooling are undifferentiated. Poverty, ethnicity, race, gender and social geography continue to play their part. As Prosser, in his review of middle schooling in Australia (2006) concluded:
The first generation of middle schooling in Australia left business unfinished, especially in relation to the impact of poverty and disadvantage on … outcomes for students and the need for greater teacher involvement in efforts for middle school reform. These continuing challenges must not be overlooked in a second generation of middle schooling in Australia.
(p. 10)


Assembling the evidence
While we have alluded to Biesta’s concern that evidence-based practice is problematic in that, too often, it takes insufficient account of the vagaries of context, there is some agreement among researchers that we have evidence for establishing the viability of well-honed policies with respect to the middle years of schooling and that these can be tuned to meet the needs of given groups and given communities. Two reviews of literature are worth considering here. Luke, Elkins, Weir, Land et al. (2003) undertook to report on middle schooling in Australia with a particular focus on literacy and numeracy. They argued that there is a tendency to turn to programs that are uniform in their nature, thus not acknowledging the diversity of literacy, language and culture found in our society. They point out that middle schools should consider how schools can tailor strategies, in particular literacy activities, to be meaningful and engaging for all students.
They conclude that:
A principal finding is that the middle years reforms are not a momentary ‘fad’ or an isolated orientation, but should become focal and core. But such a move in policy and practice will require another wave, another generation of middle years research, policy and development. Without further professional and policy debate, substantial system attention and investment, there is a danger that the reforms described here will remain ‘stuck in the middle’.
(p. 135)


Dinham and Rowe (2007) undertook a review of teaching and learning in the middle years for the New Zealand government and suggested that the general area was something of a ‘black hole’ and that much that is published is little more than advocacy:
It is noted that whereas middle schooling might be relatively under-researched, there is no shortage of strong views on the subject, both pro and con. The concern is that writings from advocates for middle schooling tend to be little more than aspirational, frequently bordering on mere rhetoric and ideology.
(p. v)


Their emphasis was that rather than making claims on the basis of emotional and developmental needs, the concern should be for improvements in age-appropriate pedagogy. Quoting Dowson et al. (2005), Dinham and Rowe report that it is vital that the following are key elements of effective school practices:
	Relevance – personal meaning derived from middle-school curricula which engages students with the ‘real world’;
	Responsibility – appropriate self-control over learning, accountability and responsibility;
	Belonging – sense of acceptance and affirmation within a supportive and safe learning environment;
	Awareness – both self and social awareness, through appropriate curricula and learning;
	Engagement – defined here as meeting students’ developmental needs through tasks which are motivating, challenging and invite affiliation;
	Competence – developing personal expertise and competencies, knowledge and skills;
	Ethics – ethical awareness facilitated; personal values developed; and
	Pedagogy – active rather than passive learning. (p. 15)

However, they go on to argue that these practices should be common to good schooling in general and not middle schooling in particular.

Reader reflection 1.5
Taking each of these teaching and learning elements, can you identify examples from your own schooling or occasions when you have been engaged with young people in the classroom? Are they too idealistic and unformed, or do they constitute a set of concerns that all teachers should have?


In this opening chapter, we have argued that the matter of transition from primary to secondary schooling during this critical phase in the lives of young people is one deserving of close and particular attention.
Conclusion
The challenges of the middle years of schooling today are about more than transition issues. The policy contexts that frame the work of teachers and students in the middle years may have a significant impact on practice, potentially narrowing both curriculum and pedagogy in ways previously unseen. In this book we aim to explicitly address the historical and policy contexts within which this work is enacted and to explore some of the implications of these key framing policies in relation to the needs of learners, curriculum and assessment, and teacher preparation.

Reader reflection 1.6
In 2013, an Australian Senate Inquiry was held into the effectiveness of the National Assessment Program – Literacy and Numeracy (NAPLAN). Submissions were made by teachers, parents, schools and students, and can be found on the Senate Committees Website: www.aph.gov.au/Parliamentary_Business/Committees/Senate/Education_and_Employment/Naplan13/Report/e01
Read a small selection of submissions, including number 90, which was made by a group of Queensland children. If possible, in small groups, interview several students from the final years of primary school and the early years of secondary school, and examine their perceptions of the impact of NAPLAN on their school experience. What comparisons and contrasts can you make?
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Chapter 2 Thinking historically about the schooling of young people in the ‘middle years’
Craig  Campbell and
            Kay  Whitehead

It is just over a century since educators began to think systematically about the different needs that young people might have as they progressed through their childhood and youth. One of the more influential educators who tackled the newly identified ‘problem’ of the young person in the middle, no longer a child, but not yet an adult, was a professor of psychology at Clark University in Massachusetts. In 1904 G. Stanley Hall published a massive book with the title: Adolescence: Its psychology and its relations to physiology, anthropology, sociology, sex, crime, religion and education. Taking masculine, white, middle-class experience as the norm, Hall constructed adolescence as a unique period in human life. It was marked by physical changes – puberty and raging hormones – along with social and emotional changes that were considered stormy and stressful. In so doing, he and others concerned with the same issues began an industry. Supported by the child studies movement that Hall helped found, educators not only in the United States, but across the English-speaking world, and eventually beyond, began their attempts to ‘solve the problem’ of the young person, the adolescent.
Concern for the adolescent quickly arrived in Australia. By 1908 a South Australian Director of Education, Alfred Williams, was referring to Hall’s work as he sought to persuade his state government to establish high schools. Secondary schools for young people who had completed primary school would guide and protect youth from too early an introduction to the labour market, and from adults who might corrupt them. The education they were provided with would respond to their needs as an ‘in-between’ social group. There were also other arguments for the early government high schools, and they were probably more important than that of guiding and protecting adolescents. This can be seen in the fact that the early state high schools were not conceived as universal institutions – they would only be for clever or examination-passing youth, usually white middle-class boys and girls. It would not be until the 1920s that post-primary schools became more accessible, having a mission to develop useful curricula for all young people, not just the clever (see Campbell & Proctor, 2014, pp. 144–49).
Even in this preliminary discussion we see the emergence of important ideas and assumptions that proved to be long lasting. Especially important was the argument for the necessity of age-specific institutions to protect and guide young people. This argument simultaneously established adults’ positional authority over adolescents, based on age, and called into question the latter’s capacity for responsible decision-making about their present and future lives.

Reader reflection 2.1
Download some articles on ‘adolescence’ from different eras using the National Library’s digitised newspaper collection, Trove. Identify some continuities and changes in the normative thinking about this construct over the past century.


Age relations, adolescence and organising schools
There is a broader social history to which the invention of institutions managing people of a certain age belongs. This is the history of age relations. The late 19th and early 20th century was a particularly age-conscious era, with a range of economic, educational and social reforms contributing to this focus (Lesko, 2005). Factory Acts restricted children’s employment on the basis of age and regulated their working conditions. At the same time, the Education Acts in Australia demanded compulsory attendance at schools where whole class instruction and age-grading gradually became normalised. Schools with their age-graded cohorts became research sites for psychologists and medical researchers eager to measure, test and specify norms of behaviour for age-bounded groups. Educators, too, promulgated the idea that young people require, at specific ages, specialised teachers, curricula and educational institutions to manage them.
There is historical literature on the emergence of the adolescent as the subject of targeted management projects by educators, and by welfare, sporting and religious organisations (for example, Bessant, 1987). New kinds of schools and allied institutions that made the age of their students the key to their enrolment and participation were created. They included voluntary youth groups such as scouts, girl guides and church youth fellowships. Sporting associations felt compelled to separate youth and adults by organising age-graded sporting teams (the under 13s, the under 14s, etc). Novels and other literature began to be written for this age group. Schools began to be organised not so exclusively around the kind of curriculum offered, nor even prior academic achievement, but on the basis that all young people, adolescents, should be educated together. The peer group or age cohort emerged in the 20th century as an increasingly important organising concept within schools in particular, both primary and secondary. Not long after the organisation of post-elementary schools, confined to the 12–17-year-old age group, with variations at the margins, there was a further refinement. There might be another age-based split. There could be junior and senior secondary schools.
While age became an important category of analysis in the last century, the history of age relations intersects with histories of gender, class, race and ethno-cultural relations. Indeed, the position and opportunities available to young people reflects historical differences, and changes, in racism, sexism, colonialism and immigration. Here are two simple examples: until relatively recently a female of working-class, Irish–Roman Catholic origin almost certainly had a very different experience of childhood, youth and education than a male of middle-class, Anglo-Protestant origin. Indigenous young people were virtually excluded from all the aforementioned peer-related institutions and activities for most of the 20th century. So even as we begin to develop our understanding of the ways in which schools were invented and adapted to manage the experience of adolescence, we ignore at our peril other aspects of a young person’s social experience and origins that contribute to the making of their lives.

Reader reflection 2.2
Given the concerted attempts to segregate young people into age-graded institutions and leisure activities, we might question the peer group as a natural phenomenon. What opportunities, if any, do contemporary young people have to interact with people of all ages? To what extent are peer relations mediated by class, gender and race?


The same age, but different courses and schools
Early 20th century schools could be imagined as containing well-categorised batches of students, having in common their age and educational attainments, but reality was never going to be as straightforward as that. In the United States, from 1910, the junior high school became an increasingly common institution. In the Australian states in the early 20th century, corporate private schools catered for the wealthy; state academic high schools remained small in number and did not divide into junior and senior institutions. Instead, a bi-partite system developed. The high schools were for the clever, that is mainly white middle-class boys and girls, and there was a range of junior technical, home science and central schools for those who were likely to leave school at the end of the age of compulsion (14 or 15 in the first half of the 20th century). These schools organised around a preparation for citizenship curriculum including useful literacy and numeracy, and some form of social education, with an introduction to working-class trades for boys, and home science for girls. There were often commercial classes as well, increasingly occupied by girls as males left the poorer paid office jobs.

[image: ]
Figure 2.1: All about the same age at Deniliquin High School in 1935. Adolescence spent at school. (State Library of NSW, At Work and Play, 06192)
So in the various Australian states, even though the argument that young people should have their education organised according to their age was increasingly accepted, this was not the only organisational principle applied. Schools based on young people’s capacity to cope with the academic subject-based curriculum and their apparently natural vocational destinies, as workers, wives and mothers, or office workers and professionals, were established. Different curricula and schools based on gender were also common. Aboriginal and Torres Strait Islander youth sometimes found it hard to get much schooling of any kind. Also, the 19th century decisions of bishops of the Roman Catholic church and public school founders ensured that a mainly Irish-origin, Catholic student population was segregated from the majority of Australian school children (see Campbell & Proctor, 2014, for a more detailed history of this).
Once school managers began organising schools for specific age cohorts, they had another problem, that of transition. How easy would it be to transfer young people from one age-graded institution into another? There could be casualties in the transition from infant schools or kindergartens to primaries, and then from primaries to secondary schools, from a junior high to a senior high, from a high school to a post-secondary institution. And still there was the issue that the institutions of adolescence were supposed to address in the first place, the transition from school into the labour market and the world of adulthood in general. The title of Stanley Hall’s book on adolescence listed the social science disciplines that he argued might contribute to an understanding of the damage caused by ill-managed transitions – psychology, physiology, anthropology and sociology – and the related issues concerning sex, crime, religion and education.
Australian educators have been worrying about adolescents and adolescence for over a century. In 1927, George Browne, of the Melbourne Teachers College and University, put together a survey of Australian education, with chapters on each state of the Commonwealth. He asked each author to specifically address the  ‘12–14 problem’. Significantly, these sections were to be wedged between descriptions of public primary and secondary education in each state. The authors of the Queensland and Tasmanian chapters failed to address the issue, but each of the others did. For Cole, of New South Wales, there were continuation schools for this age group, but he was concerned that students leaving school from them ended up without useful credentials – the schools could be an educational dead end (Cole in Browne, 1927, p. 40). Writing about Victoria, Browne respected the US approach of junior high schools that combined a ‘socialised’ (useful citizenship and community member) curriculum with vocational education. He noted problems in the United Kingdom, where it had been difficult to bridge the gap between elementary schools and the academically oriented secondary grammar schools. For Browne, the only way to universalise post-elementary schooling was to recognise young people’s range of needs and circumstances.
The answer was the differentiation of courses and schools. (For a history of differentiation as a means of organising the schooling of young people in Australia, see Campbell, 2014a.) Clever, academic youth would have different courses and schools from non-academic youth. They would have different subjects, assessment regimes and credentials to work towards (Browne, 1927, p. 112). Adolf Schulz (Browne, 1927), writing on South Australia, saw the solution in terms of central schools with separate courses – commercial, technical and home-making – for girls and a path for clever boys to the Education Department’s Technical School (pp. 200–02). Wallace Clubb, for Western Australia, wrote of that state’s technical and continuation schools’ role in solving the ‘12–14 problem’, with a gesture towards the issue of meeting ‘the need for giving the adolescent as lengthy a school life as his home circumstances will permit’ (Browne, p. 345). Additionally, the 1920s were the beginning of the heroic age of intelligence testing and vocational guidance. The differentiated educational programs that emerged as a result did little to address embedded inequalities of opportunity associated with social class, gender, ethno-national and racial characteristics, and circumstances. But at the least there was a commitment to a useful education for all adolescents in the 12–14 age group.

Reader reflection 2.3
What are the costs and benefits of differentiating schooling according to the age of students? Is there an impact on the social relations in families and society more generally? How do schools cope with the fact that students of roughly the same age may vary considerably in terms of their learning abilities and achievement levels?


There was a new twist in the argument in 1935. Percival Cole edited The education of the adolescent in Australia (1935), in which H.T. Lovell insisted on the biological as well as social reasons for adolescent instability. Puberty – beginning, according to him, in girls at 11–12 and boys at 13–14 – was the source of many of the difficulties of adolescence. Post-puberty secretions from a variety of glands were a problem. He warned secondary schools against imagining that they could manage adolescence alone. Lovell argued that along with biology, the ‘vicious home is a powerful contributing cause of delinquency’ (p. 52). Frank Tate, the Director of Education in Victoria, added another argument. He was concerned with the failure of the curriculum to deal with the challenges of adolescence. He argued that the the subject-based academic curriculum in high schools failed to deal ‘with the significant things that matter to us today’ (Tate, 1935, p. 29). Curriculum for adolescents needed to be based on ‘life situations’ (p. 30). The issue of the relevant, life-based, useful curriculum became a crucial and continuing element of the later middle school reform movement.
Tate had anticipated some of the arguments in Education for complete living, which was published in 1938 (see Campbell, 2014b). This became an inspiration for school reform in Australia for near thirty years. It had a special section on the needs of adolescents, and a program for curriculum reform that roundly criticised narrow, subject-based curricula, and advocated project and problem-based teaching methodologies that put the physical, social and psychological welfare of the child at their centre. In essence, Tate and Education for complete living were advocating student-centred progressive education over subject-centred traditional secondary schooling, thereby presaging one of the key – but contested – elements of the middle school movement as it gathered momentum in the late 20th century.
Inventing the middle school(ing) movement
The inventors of middle schooling may have imagined that their thinking about the problems of adolescence and schooling were new, but they were not. The first middle schools in the United States were a response to the post-war baby boom and overcrowded elementary schools. New classroom blocks (plus a gymnasium) were built on high school grounds. Students from the final year of elementary school and the first two years of secondary school were placed in these ‘middle schools’. The growth of psychology and the increasing subdivision of ‘adolescence’ into stages became a convenient justification for middle schools. At first, the main focus was on organisational arrangements such as ‘home rooms’ which would enable teachers to protect and guide ‘young adolescents’ more intensely. Criticisms of junior high schools led to the founding of the Midwest Middle School Association, which became the National Middle School Association in 1973:
Echoing earlier calls for junior high schools, reformers argued that a new, transitional institution was needed to address the unique (and uniquely varied) developmental needs of ‘in-between-agers’.
(Altenbaugh, 1999, p. 198)


Curriculum and pedagogical reform, if it occurred at all, came much later.

Reader reflection 2.4
Is it true that the early years of adolescence are a more than unusually difficult time? If it is, can school reform make much difference? What other factors (along with school) may lead to the difficulties?


In the United Kingdom, middle schools emerged from the 1960s, as part of the attempt to produce comprehensive schools, which were to replace grammar schools for the clever and secondary modern schools for the rest (Hargreaves & Tickle, 1980, p. 1). Similarly, in Australia differentiated secondary schooling gradually gave way to comprehensive high schools, first in Western Australia and New South Wales. At the same time, different educational attainments and needs could not easily be ignored. Within-school streaming, setting and tracking of young people in terms of their competencies in literacy and numeracy and their educational or social ‘needs’ was a common means of dealing with educational differences within the age cohort.
Middle schooling as a philosophy and means of addressing newly identified problems of young adolescents arrived later in Australia than in the United States and England. The ‘Middle School’ for 9–14-year-olds in Canberra in 1980 was an early expression. The Junior Secondary Review (Eyers, Cormack & Barratt, 1992), a South Australian Education Department report, identified problems and sought educational solutions for an apparently aimless, sometimes fractious group of younger adolescents. The title of an Australian play popular in the 1980s caught the mood nicely: Year 9 Are Animals (Tulloch, 1983). A year after the South Australian review, the Compulsory Years of Schooling Project of the Schools Council (1993) published its paper, In the middle: Schooling for young adolescents. These were two of many reports from the 1990s onwards that based their recommendations on the concept of unique adolescent need. Report after report advocated a range of student-centred organisational, curricular and pedagogical practices that simultaneously structured and accommodated the education and lives of young adolescents. These reforms, and adolescence iself, were both constructed as being unique to young people between the ages of 9 and 14, with some variation across the states. Tate and Lovell would have found much that was familiar from the 1930s in these reports. Perhaps surprisingly, the recommendations for middle schooling were much the same as those for early childhood education, which also constructed much younger children’s needs as unique to their age. In essence, the philosophy of middle schooling is an age-specific form of student-centred progressive education that continues to privilege age over the class, gender, race and ethno-cultural relations that young people negotiate today.
Middle schooling had enthusiastic supporters, but its spread was slow. There were structural and cultural obstacles, including the the primary and secondary school division and the secure embedding of curriculum and other practices that addressed students in the middle. Tyack and Tobin (1994) provide a way of thinking about some of these obstacles in their argument about the ‘grammar of schooling’, which they define as ‘the regular structures and rules that organise the work of instruction’. Age-grading is a pertinent example, thoroughly normalised in contemporary times. Other examples include ‘standardized organizational practices in dividing time and space, classifying students and allocating them to classrooms, and splintering knowledge into “subjects”’(p. 454). The grammar of primary schooling was amenable to some aspects of middle schooling, but much of the grammar of secondary schooling, including rigid timetables of short lessons and subject-based curricula taught by subject specialists, have proved resistant. These tensions are international, not just Australian.
Writing about the United Kingdom rather than Australia, Hargreaves (1986) remains a useful guide to some issues of middle schooling. Hargreaves makes much of the fact that middle schooling often had to occur in buildings that seemed to, in their very structure, deny its philosophical and pedagogic approaches (pp. 11, 29–30). While curriculum was a key issue for middle schooling, finding the right spaces for successful pedagogy was also a crucial issue. The idea of the middle school as a ‘zone of transition’ meant that instabilities and conflicts deriving from the meeting of primary and secondary schooling grammars were highly likely (pp. 3–7). Different traditions of pedagogy and approaches to imagining young people as learners and persons would meet in the middle school. And late in the 20th century and into the 21st, the restricting pedagogies associated with competency-based approaches, and the high stakes testing associated with NAPLAN in Australia, would arise as new limitations for the middle schooling movement.
Rethinking the apparent needs of the adolescent
The terrain associated with adolescence shifted in the second half of the 20th century. Where the technical and domestic science schools could provide credentials that had some value in the labour force earlier in the century, the original and simple aim of universalising access to secondary schooling was transformed into insisting on ever higher rates of retention, through to year 12. In the process the older credentials that belonged to junior secondary – the Intermediate certificate, and later, the School Certificate – were generally phased out. From the 1960s the older junior technical schools were replaced by comprehensive high schools (7/8–12 year levels); South Australia and Victoria were the last states to do so. New South Wales was the last to abolish its year 10 school certificate – in 2011.
The absence of public credentials prompted a rethinking of the work of the early years of secondary schools, as did the issue of youth unemployment. From the mid-1970s in Australia the youth unemployment rate increased dramatically. Where the early worriers about adolescence had feared too early an entry into the labour force, now the concern was that any kind of employment for young people was becoming difficult to find. In the process, the paradoxes of schooling the adolescent increased. Higher rates of school retention served the old ideal of secondary schools as safe havens and reliable institutions educating the young for responsible and successful adulthood – but now the schools were also becoming ‘warehouses’, unwelcome to many youth who had nowhere else to go. Schools were now as much a problem in terms of successful transition to adulthood, as they may once have been imagined a solution.
The idea that adolescence should be supervised and hosted by secondary schools involved a significant extension of adult supervision over youth. Putting it another way, young people were supposed to be educated for more responsible and successful adulthoods – by being subject to more supervision and surveillance by adults, by being increasingly separated from adults other than their immediate family and teachers (and, in fact, also from younger and older youth and children), and contained within institutionally supported peer groups rather than the wider social world.
Some historians have argued that rather than providing a smooth preparation for adulthood, the institutions of adolescence prolonged the conditions of childhood; some even use the phrase, the infantilisation of the young. It may be that many age-specific institutions actually disrupt successful transitions to adulthood. If we look at the emergence of significant teenage and youth cultures from the 1950s we can see some confirmation of this. There has been an increasing disruption between youth and the rest of society as music, clothing, argot or language and broader patterns of cultural consumption and expression, and sometimes rebellion against adult society, became part of life as a young person. Resistance to schooling could be seen not only as a result of feeling alienated, the schooling appearing as warehousing or purposeless, but as a status-building element of the new youth culture. (Though they are old texts now, Willis (1977), Walker (1988) and Hudson (1984), tell some of this story.)

Reader reflection 2.5
Watch a movie. Rebel Without a Cause (Nicholas Ray dir., 1955) established the film genre of young people failed by adults, and who got into trouble, even becoming ‘delinquents’. The young people of the film are brought together by the school. Are schools only responding to the apparent fact of adolescence, or are they substantially responsible for creating adolescence?


Over the last century, young people have lost considerable control over their own lives. They have been forced to stay at school longer, to be dependent on their families for longer. They have lost considerable economic power as a result of the collapse of traditional apprenticeships, and their value in the labour market more generally. They have also been confined to their own peer groups. There are many reasons why young people may not be happy in this new situation. Though there have been growing autonomies associated with youth culture, they have had an insecure economic base. The search for personal and cultural autonomy coexists with greater economic dependence and, very often, the need for prolonged family and social welfare support. For five days a week, that search largely takes place in an age-graded institution that upholds adults’ positional authority and assumes that age is the central fact that characterises young people.
Conclusion
In the last decade or so, the middle years of schooling have been the subject of much discussion. One relatively recent work on middle schooling (Smyth & McInerney, 2007) promotes the idea that schools are typically boring and alienating for youth. They argue that ‘subject-based departments, hierarchies of knowledge, teacher directed forms of learning and … competitive assessment practices … reinforce patterns of exclusion and perpetuate educational inequalities’ (p. 5). In response, the authors outline progressive student-centred practices and acknowledge that some of the problems that some youth find in schools are a result not only of schools, but also of the range of interlocked familial, economic, cultural and institutional contexts of schooling and youth. For Smyth and McInerney there is a solution: the committed teacher and the reformed school. They will reclaim the wasteland of the adolescent years of schooling.
Working from a more conservative standpoint, Dinham and Rowe’s (2008) review of middle schooling for the New Zealand government is sceptical in tone, suggesting that much of the argument for moving young adolescents into separate schools and sub-schools is based on ad hoc, unsystematic and underfunded research and evaluation. They claim that there is too much rhetoric and not enough evidence for the need for separate middle schooling, ‘evidence’ being construed by them as large-scale quantitative research rather than the wealth of smaller qualitative studies that mark the field. Nevertheless, they also advocate for age-appropriate progressive practices in the hands of the committed teacher as the solution to middle years education.
Both of these studies suggest enormous expectations of schools, school reform, and teachers in particular. Teachers are important, but they are not the sole solution for the social and economic inequalities that mark education, specifically schooling in the middle years. Singling teachers out without reference to the conditions and structures that mediate their work is problematic, and absolves governments and other institutions of their collective responsibilities for young people. While Smyth and McInerney acknowledge the contemporary contexts of teachers’ work more than Dinham and Rowe, both studies take for granted the idea that a population can and should be identified by age and massed together according to that single criterion. In other words, they are silent on the age-grading that underpins the edifice of schooling. Furthermore, Smyth and McInerney categorise young people as adolescents, but do not interrogate the implicit and explicit assumptions that teachers, policy makers and researchers all make regarding adolescence (Lesko, 2005). Dinham and Rowe warn against overstating the intensity and universality of adolescence but maintain age as central to discussions of appropriate pedagogy. They do not acknowledge that ‘young people’s relationship to schooling and their outcomes from schooling are integrally tied to relations of power: of class, gender, ethnicity and race’ (Wyn & White, 1997, p. 52). Young people do share their age, but the social, economic and cultural significance of this continues to be far from shared. It is time to interrogate afresh the intersections between age and the relations of gender, class, race and ethno-cultural community as we rethink the needs of young people in the middle years.

Reader reflection 2.6
Should age alone dominate the schooling arrangements of young people? How might recommendations for middle school education be different if they were not based on the naturalisation of adolescence?
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Part 2 The needs of learners in the middle years

As the preceding chapters, which form the introduction to this book, have signalled, we have a responsibility to consider the specific needs of learners in the middle years, for these are critical in providing the conditions for young people to optimise their capabilities and commitment to schooling. This section of the book is made up of five chapters, all of which provide insight into the ways in which learners in these important years are identified, how their learning needs are constructed and the sometimes contradictory ways in which they are met. While in many senses the chapters are complementary, they also are designed so that the reader will conduct their own dialogue with the contents, asking themselves, ‘How do these chapters work together, and how do they vary in their perspectives and recommendations?’ In other words, we encourage the reader to ‘read against the grain’ and identify those matters that will concern and challenge them.
Chapter 3, Teaching academically at risk students in middle school: The roles of explicit instruction and guided discovery learning, is written by Andrew J. Martin, a highly respected educational psychologist who has paid special attention to motivation and engagement. In discussing those students who may find themselves struggling with their learning, Andrew reminds us that both subject matter complexity and teaching arrangements in the early years of secondary schooling may result in a widening achievement gap unless schools and teachers are alert to pedagogical practices that may better facilitate learning. Thus the chapter examines the properties and outcomes of both explicit instruction and guided discovery, noting that each has its place in the repertoire of practice.
The following chapter, Success after (dis)continuous transfer? (Re)imaginative praxis for pedagogy, curriculum and assessment by lisahunter provides us with a provocative argument that while discontinuity may be burdensome for some students, for others it offers a means for students to reposition themselves and their attitudes and aspirations. Drawing on an ethnographic study that she undertook in relation to a specific cohort of students, lisahunter is able to supply a range of case studies: success to success; success to failure; failure to failure; and failure to success. Each of these illustrates the experiences of young people as they move from primary to secondary schooling and also provides evidence of ways in which innovative and creative strategies might be adopted.
In Chapter 5, A fair go and student agency in the middle years classroom, Susan Groundwater-Smith switches our attention to taking the position of the students themselves. It makes the case for consulting students, as the consequential stakeholders (an important term that is explained in the chapter) who will have insights regarding their experiences and should be accorded a voice with which to express them. Further, the chapter argues for students to become active agents in conducting inquiries that take them beyond being respondents. The chapter is replete with practical advice as to how this might be achieved.
Jenny Poskitt’s chapter, Consulting young people in the middle years in New Zealand, takes a similar position, concentrating upon Pasifika students’ voices. These young people are often over-represented in statistics regarding less than successful transition from primary to secondary schools in New Zealand. She discusses student insights and their consequences in terms of taking a more productive stance to fostering their self-management and learning to learn and their engagement with schooling more broadly.
The final chapter in this section, Chapter 7, High possibility classrooms in the middle years: A model for reform, by Jane Hunter, draws upon a doctoral study that examined the ways in which well-integrated models of learning using a range of technologies can enhance student engagement. The chapter discusses big learning – that is, the kind of learning that is substantial and relevant in today’s rapidly changing world.



Chapter 3 Teaching academically at risk students in middle school: The roles of explicit instruction and guided discovery learning
Andrew J.  Martin

Middle school encompasses the transition from primary1 school to secondary school. Accompanying this transition is a marked escalation in subject matter complexity, task difficulty, and work quantity. There is a significant minority of students who, for one reason or another, are more challenged by this escalation in academic demands and thus are at academic risk. These include, but are not limited to, students with learning difficulties and executive function disorders (e.g. ADHD). Based on recent developments in cognitive and instructional psychology, it is evident that pedagogy must take into account the increased cognitive demands middle school places on students’ learning and development. This is especially the case for academically at risk students. Failure to do so will result in ever-growing achievement gaps between the academic ‘haves’ and ‘have-nots’. This chapter examines the role and place of explicit instruction and guided discovery learning in assisting academically at risk students’ learning in middle school. Whilst recognising that these two approaches to teaching and learning are typically ‘at odds’ with each other in the literature, the chapter describes a process by which the two can be effectively aligned in the middle school classroom. This process can be used by, and useful to, all students in the classroom, but holds particular power for academically at risk students.
Moving through the middle years at school: An escalation in cognitive demands
As students move from primary to secondary school, there is an increase in homework, normative assessment, content to be covered, subject difficulty, frequency of assessment, competing deadlines, competition, and emphasis on relative ability (Anderman, 2013; Anderman & Mueller, 2010; Graham & Hill, 2003; Hanewald, 2013; Kvaslund, 2000; Martin, Way, Bobis & Anderson, 2014; Zeedyk, Gallacher, Henderson, Hope, Husband & Lindsay, 2003). Essentially, between primary and secondary school, there is an escalation in cognitive demand on students.
Perhaps not surprisingly, there is, at the same time, also a well-documented decline in achievement, motivation and engagement. Simmons and Blythe (1987) showed that the transition from primary school to secondary school led to lower achievement. Eccles and colleagues (1991) found significant declines in academic expectations and the values placed by young people upon their schooling as they make the transition to high. Similarly, Martin (2007, 2009) has shown that motivation and engagement decline as students move from early high school to middle high school, and that this follows higher levels of motivation and engagement in primary school.
Eccles and Midgley (1989) identified the importance of stage-environment fit in explaining transition effects. There are declines in motivation across the transition from primary to middle/secondary school because the developmental needs of early adolescents do not fit with the context and demands of secondary school. This transition is challenging for the majority of students (Anderman & Mueller, 2010; Eccles & Midgley, 1989; Martin, 2007); however, for academically at risk students it is a more marked challenge (Letrello & Miles, 2003; Wenz-Gross & Siperstein, 1998).

Reader reflection 3.1
Think about the complexity, difficulty, amount and frequency of schoolwork, homework, assignments, and study when you started secondary school. How did it compare with the academic demands in primary school?


Students at academic risk and escalated cognitive demands
As noted, there is significant escalation in cognitive demands in middle school. It therefore follows that students who are academically at risk will be particularly challenged – and probably disadvantaged. This poses a challenge not only to students who are academically at risk, but also to their teachers. In the ‘regular’ classroom, cognitive vulnerability is especially evident in students with executive function disorders (i.e. disorders such as impairments to working memory, planning, organisation) such as attention-deficit/hyperactivity disorder (ADHD) or learning difficulties such as dyslexia, dyscalculia and the like. Indeed, such disorders are co-morbid, so it is often the case that students experience more than one cognitive difficulty (Cantwell & Baker, 1991; Tabassam & Grainger, 2002). For example, it is estimated that approximately one-third of students with learning difficulties also have ADHD (Hallahan, 1989; Robins, 1992).
It is estimated that 3–7% of students experience an executive function disorder of one form or another (e.g. Purdie, Hattie & Carroll, 2002) and 10% will experience other significant difficulties with learning, reading and writing (Butterworth & Kovas, 2013). This equates to 2–5 students in every ‘regular’ classroom. Clearly, the difficulties they experience with the more difficult and demanding curriculum during the middle years will have direct implications for their teachers.

Reader reflection 3.2
Think about students who experience significant difficulty paying attention for sustained periods of time, staying on task, remembering things that are said in class or things they do in schoolwork, collecting and organising their thoughts, reading, and writing. Now think again about the complexity, difficulty, amount and frequency of schoolwork, homework, assignments and study at the start of secondary school. How difficult do you think it is for these students to keep up with, understand and complete their schoolwork? Describe some of their difficulties.


Instruction that addresses the escalation in cognitive demands
Based on recent developments in cognitive and instructional psychology, it is evident that pedagogy would do well to take into account the cognitive demands middle school places on students’ learning and development. This is especially the case for academically at risk students. Failure to do so will result in ever-growing achievement gaps between the academic ‘haves’ and ‘have-nots’. This chapter examines the role and place of explicit (or direct) instruction and guided discovery learning in assisting academically at risk students’ learning in middle school.
In this discussion, ‘explicit instruction’ refers to teacher-led instruction involving:
	reducing task difficulty during initial phases of learning
	scaffolding
	sufficient practice
	provision of appropriate instructional feedback
	independent practice (Adams & Engelmann, 1996; Magliaro, Lockee & Burton, 2005; Martin, 2013; Rosenshine, 1986, 2008, 2009; Stein, Carnine & Dixon, 1998).

Explicit instruction recognises that learners are at first novices with regard to the skill and subject matter and that a structured and systematic approach to instruction is important in the early stages of learning. Indeed, the concept of the ‘novice’ is perhaps especially pertinent to the academically at risk student, who often experiences cognitive challenges in acquiring the skill and grasping the subject matter.
Constructivist approaches to instruction involve placing students in learning environments that are rich in discovery opportunities, emphasising students’ construction of meaning, and encouraging students to explore and develop concepts for themselves (Pressley et al., 2003). The teacher’s role is more one of facilitator, often responding to the student as the student autonomously explores issues and solves problems (Ausubel, 1961; Bruner, 1961; Pressley et al., 2003). Theorists and researchers emphasise the distinction between pure discovery and guided discovery. Pure discovery learning has relatively little teacher input and direction (Pressley et al., 2003). Guided discovery has more teacher input: it involves teacher questioning and observations to guide students, and teacher help and support whenever needed, and has more in-built task scaffolds to assist the student (Pressley et al., 2003).
As will be discussed in detail below, guided discovery learning also has an important role in the academic process. After sufficient explicit input, guided practice and demonstration of independent learning, Liem and Martin (2013; see also Martin, 2013) suggest that there is an appropriate place for guided discovery learning. At this point, learners have progressed beyond novice status and have the skills and knowledge to engage in meaningful discovery and exploratory learning. This is akin to Marzano’s (2011) concept of enhanced discovery learning (see also Alfieri, Brooks, Aldrich & Tenenbaum, 2011).
Hence explicit and constructivist learning and teaching are closely intertwined – the effectiveness of one relies on the effectiveness of the other. As summarised in Liem and Martin (2013):
constructivist approaches are better assisted by direct and structured input from the teacher that systematically and unambiguously builds the knowledge and skills needed to subsequently engage in meaningful discovery, problem-based, and enquiry-based learning. If we may, the horse must be well and truly before the cart when it comes to effective instruction and learning.
(p. 368)


For both students at risk and students not at risk, explicit instruction and guided discovery learning hold particular relevance for middle school. Students are moving from primary school, with a relatively more ‘constructivist’ curriculum, to secondary school, with a more structured ‘positivist’ curriculum (Anderman & Mueller, 2010; Pressley et al., 2003). During the transition from primary to secondary school, students will be moving from more student-centred discovery-, inquiry-, exploratory-, and problem-based learning practices to more teacher-centred practices that emphasise direct instruction, comparative assessment and ‘formal’ learning (Anderman, 2013; Anderman & Mueller, 2010; Pressley et al., 2003).

Reader reflection 3.3
Can you think of some good experiences or examples of explicit instruction and guided discovery learning? Reflect back on your own time as a student in middle school and/or think about your own teaching practice.


Human cognitive architecture: From explicit instruction to guided discovery learning
When teaching students who are academically at risk, it is important to have some understanding of human cognitive architecture. This understanding lays a foundation for the appropriate ordering and balancing of explicit instruction and guided discovery learning.
Learning relies on long-term memory and working memory (Kirschner, Sweller & Clark, 2006; Sweller, 2012; Winne & Nesbit, 2010). Indeed, impairments to these functions (especially working memory) are a major reason for students with executive functioning difficulties (e.g. ADHD) having difficulty learning. Working memory is the conscious part of cognition that is used to receive and process information, perform tasks, solve problems, etc. It does this by constantly retrieving information that is stored in long-term memory and applying this information to the task at hand. Learning occurs when information is successfully and fully sent from working memory and stored in long-term memory (Kirschner et al., 2006; Sweller, 2012; Winne & Nesbit, 2010).
If working memory is overloaded, instructional content is not understood, information is confused or misinterpreted, information is not properly sent to long-term memory (thus, not learnt), and there is slower learning (Rosenshine, 1986, 2009; Tobias, 1982). Therefore, the aim, with these students, is to deliver instruction and learning tasks that do not unnecessarily burden working memory (Kirschner et al., 2006).
Unfortunately, in these students, working memory is limited, which presents a significant challenge to educators (Sweller, van Merriënboer & Paas, 1998; Winne & Nesbit, 2010). It has been claimed that information stored in working memory is lost within approximately 30 seconds and its capacity is limited to about seven elements (Cowan, 2001; Kirschner et al., 2006).
Most importantly, long-term memory has no such limitations – thus, the aim is to deliver instruction and develop instructional material that best assists the processing of information to the long-term memory from the working memory (Paas, Renkl & Sweller, 2003; Winne & Nesbit, 2010):
Any instructional theory that ignores the limits of working memory when dealing with novel information or ignores the disappearance of those limits when dealing with familiar information is unlikely to be effective.
(Kirschner et al., 2006, p. 77)


According to Rosenshine (1986, 2009), the process of instruction, practice, feedback and revision is pursued until some level of automaticity is acquired. This frees up working memory to then be used for application, higher order thinking and guided discovery learning. It is this automaticity that also demarcates the novice from the expert learner. Similarly, it demarcates the student who struggles academically from the student who does not.
It is therefore evident that there is an important ordering of instruction that optimises learning. Specifically, this means beginnning with approaches that reduce the burden on working memory and proceeding until students attain a sufficient level of long-term memory and automaticity. As long-term memory and automaticity develop, the instruction approaches can allow greater discovery, exploration and inquiry.
As noted above, however, there are some students in whom working memory (and related executive functions) is impaired. They are likely to be cognitively overloaded more readily, frequently and extensively than other students. It is therefore imperative that educators are mindful of the need to reduce the burden on working memory for these students.
Moreover, because the transition from primary to secondary school (the middle years) is accompanied by an escalation in cognitive demands, the risk of overloading students’ working memory is also escalated. Academically at risk students are therefore particularly vulnerable during this time. With a view to reducing the cognitive load for these students, the ordering and balancing of explicit instruction and guided discovery learning requires great care and attention.

Reader reflection 3.4
Think about times when you are learning important knowledge/information – or a skill – for the first time. How do you feel at this point in the learning process? What methods of instruction help you learn relatively faster and better than other methods? How should new information be presented to you? How do you develop ‘expertise’ or ‘automaticity’ in a new skill? Is there a point where you have the confidence to apply that knowledge and skill in creative, novel and innovative ways? How do you feel at this point of the learning process?


Explicit instruction
If explicit instruction is to be used to accommodate the escalation of cognitive demands during the transition from primary to secondary school, it is important to show that its effects (or the effects of similar approaches) are significant for students who struggle academically in the classroom. In discussing myths associated with direct (explicit) instruction, Adams and Engelmann (1996) emphasise that explicit instruction is appropriate for low (and high) performers. This is supported by Hattie’s (2009) finding of a d = .862 effect size for the impact of explicit instruction on achievement for special education students (see also Adams & Engelmann, 1996).
In other research, explicit/direct instruction has been found to be only one of a small number of instructional interventions effective for special education students (Forness, Kavale, Blum & Lloyd, 1997). In a meta-analysis by Swanson and Sachse-Lee (2000), substantial variance in academic outcomes for students with learning disabilities was related to explicit instructional strategies involving drill-repetition-practice-review procedures as well as appropriate segmentation of material. Similarly, in a review of meta-analyses of students in special education services by Forness (2001), only four meta-analyses met the criterion for large effect sizes, one of which related to direct/explicit instruction (d = .84). In other meta-analyses of students with learning disabilities, Swanson, Carson and Sachse-Lee (1996) found an effect size of d = .91 and Swanson and Hoskyn (1998) found an effect size of d = .84. Similarly, White (1988) found an effect size of d = .84 for special education populations. Taken together, there is a strong evidence base for the effectiveness of explicit instruction for academically at risk students.
In the area of literacy for students with learning difficulties, Jitendra and colleagues (2004) obtained an effect size of d = .97 for gains maintained over time and Mastropieri and colleagues (1996) found an effect size of d = .81 for reading comprehension. Similar positive results were found for at risk students in relation to reading achievement (Carlson & Francis, 2003; see also Kamps, Abbott, Greenwood, Wills, Veerkamp & Kaufman, 2008). For students with a learning disability and mathematics, Kroesbergen and Van Luit (2003) derived an effect size of d = .91, while Baker, Gersten and Lee (2002) found an effect size of d = .80 for low-achieving students in mathematics. In reviewing such findings, Purdie and Ellis (2005) concluded that the results ‘clearly demonstrate that teaching approaches based on direct instruction and strategy instruction produce positive effects for students with learning difficulties’ (p. 21).
In fact, Adams and Engelmann (1996) suggest that students at different levels of performance are not qualitatively different. Specifically, there are not mistakes made by low performers that high performers are not at risk of making. There are not techniques that work for low performers but not for high performers. Rather, the variation is more in the amount of a particular instructional approach that is appropriate for different levels of performance and ability (Martin, 2013).

Reader reflection 3.5
Think back to when you were in secondary school. Were you ‘naturally’ better at or interested in some subjects? Do you feel you benefited from a particular instructional approach in your ‘better’ subjects compared to subjects where you were not so strong? In what ways?


Guided discovery learning
There is thus a rather consistent line of evidence supporting explicit, direct and structured approaches to instruction, with some research further showing that these are stronger than discovery, exploratory, constructivist, experiential, inquiry and minimally guided approaches (Hattie, 2009; Kirschner et al., 2006; Mayer, 2004; Tobias & Duffy, 2009). Importantly, however, Liem and Martin advise against seeing this as reason to abandon discovery-based approaches to learning. First, there is an important distinction between pure discovery (very much unsupported and unassisted learning) and guided discovery (scaffolded, supported, monitored, assisted) learning – with the effects of guided discovery learning being positive when learners become more skilled and knowledgeable (Kalyuga, Chandler, Tuovinen & Sweller, 2001).
Second, Liem and Martin (2013) suggest that after an appropriate level of direct input, guided practice and then independent practice, guided discovery learning takes greater prominence. Once learners have moved beyond novice status, they have the skills and concepts to engage in guided discovery learning. Indeed, proponents of direct and explicit approaches to instruction recognise that guided discovery (but not pure discovery) has its place in the educational process (e.g. Mayer, 2004). Put another way, once knowledge and skills are committed to long-term memory, there is a lesser load on working memory. The working memory can then be used to apply the knowledge and skill in more autonomous, novel, innovative and creative ways (Martin, 2013).
Thus, some of the modest effect sizes for achievement outcomes associated with problem-based learning (d = .15; Hattie, 2009), inquiry-based learning (e.g., d = .31; Hattie, 2009) and the like may be due to these practices being introduced too early in the sequence of learning. It is argued here that there are systematic stages of explicit instruction that provide the foundation for freed working memory that can then be applied to more constructivist, higher order, and independent learning. A small body of work has shown that once learners become expert, problem-solving approaches seem to benefit them more than explicit and structured approaches (Kalyuga et al., 2001).
The reader is reminded that emphasis is given here to the importance of guided discovery learning. For academically at risk students, guided discovery is particularly important because it is a further means by which the instructor can reduce the load on working memory. If too much of the process remains undefined and uncertain, too much of working memory is directed to potentially distracting and irrelevant processes that have the capacity to lead to misinterpretation, inaccurate conclusions and inadequate skill development. If the instructor provides some guiding principles, prior information, signposts along the way, scaffolds and assistance where needed, there is less burden on working memory. Working memory can then be better directed towards developing creative, innovative and qualitatively rich solutions to the learning task.
Thus, at risk students are not to be denied the opportunity of discovery approaches. When they have developed the skills and subject-matter knowledge, these students are well positioned to engage in the discovery process. The likely difference between them and other students is that the explicit instruction phase lasts longer.

Reader reflection 3.6
Think about a struggling student who has just commenced secondary school. This student has received some solid explicit instructional input from the teacher and now has the basics of knowledge and skill in a particular topic. How might guided discovery learning further reinforce, consolidate, and optimise that student’s learning of the topic?


From explicit instruction to guided discovery learning
For theorists emphasising explicit approaches to instruction, there is some commonality and congruence across taxonomies. Whilst recognising numerous models that amply demonstrate key components to these explicit approaches (e.g. Hunter, 1984, Marzano, 2003), the present discussion harnesses Rosenshine’s (1986, 2009; Rosenshine & Stevens, 1986) taxonomy as a means to explain cognitive psychological approaches to explicit instruction. According to Rosenshine (see also Liem & Martin, 2013), teachers who teach concepts and skills explicitly:
	initiate the lesson with an outline of goals
	conduct a brief review of previous learning of major concepts
	present novel material in small segments
	provide clear and detailed instructions and explanations
	ensure student practice after each step
	guide students in early practice activities
	provide systematic and corrective feedback, and
	continue practice to independence and confidence.

Hattie (2009) notes that a common mistake is to confuse direct instruction with excessively didactic ‘talking from the front’. As is clear from the above Rosenshine taxonomy (and others), there are numerous points of student activity and teacher-student interactions.
According to Rosenshine (1986, 2009), this taxonomy is readily applicable to novice and at risk learners. For the novice learner, the taxonomy is applied in small steps, with more frequent practice and additional guidance and support from the teacher. Rosenshine provides further details on how to adjust the taxonomy for students at different levels of ability (see also Hunter, 1984; Marzano, 2003). Thus, for less able students, he suggests more review, guided practice and independent practice; for the more capable students, he suggests less review, guided practice and independent practice (see also Jones & Southern, 2003; Magliaro, Lockee & Burton, 2005; Stein, Silbert & Carnine, 1997).
For guided discovery learning, the final step (‘Continue practice to independence and confidence’) is a pivotal one. It is at this point that the learner is ready for supported discovery. As the skill and knowledge are now sufficiently developed, there is reduced load on working memory. The freed capacity in working memory can be used to apply the new skill and knowledge to more complex, creative, novel, innovative, and higher order applications. It is thus clear that the successful implementation of this exploratory and discovery process relies on the successful prior implementation of explicit instruction.

Reader reflection 3.7
Think about a unit of work in the early secondary school years. It might be fractions in Mathematics, the Middle Age Crusades in History, the issue of climate change in Geography, Cubism in Art, or the principle of evolution in Science. Describe how you would teach the fundamental information and skills in this unit using the above taxonomy of explicit instruction. Are there any modifications or adjustments or special approaches you might use for academically at risk students? Describe how you would use students’ newly acquired knowledge and skill to allow them to explore the unit’s major concepts in more independent and creative ways.


Conclusion
This chapter has examined the role and place of explicit instruction and guided discovery learning in assisting academically at risk students’ learning in middle school. It has also argued against the false dichotomy that is typically promoted when commentators deal with explicit instruction and discovery learning. Whilst recognising that these two approaches to teaching and learning are distinct, it is evident that there is a process by which the two can be effectively aligned in the middle school classroom. Educators who understand that the two operate at distinct points in the learning process and that high quality implementation of one (guided discovery learning) relies on high quality implementation of the other (explicit instruction) are best positioned to optimise the learning outcomes of academically at risk middle school students.
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Notes
1. The term ‘primary school’ is an umbrella term encompassing primary, elementary and junior school.

2. Hattie’s d is a measure of effect size. It indicates the amount of difference between two groups on a factor of interest in standard deviation units. For example, comparing low and high performers on achievement, a Hattie’s d of .50 would suggest that the difference is half of one standard deviation.



Chapter 4 Success after (dis)continuous transfer? (Re)imaginative praxis for pedagogy, curriculum and assessment
lisahunter

Change and transitions are a part of life. Transfer from primary to secondary school is a very particular transition and one that this chapter proposes we capitalise on as a learning opportunity. Continuity is also promoted as a goal of transfer, yet we will see here that for some students discontinuity is preferable and provides opportunities for learning and positive change. Through the narratives of four students1 who transferred from primary to secondary school, this chapter explores the complexity of the learning that took place in transfer and asks teachers to consider what this means for practices in pedagogy, curriculum, assessment and education. I use the notion of ‘classpace’ and argue for teacher-facilitated curriculum, pedagogy and assessment for transition – of self, others, and our systems of education – in order to position students for success. This chapter proposes transfer as curriculum. This is illustrated through a ‘pedagogy of imaginative praxis’.

A short glossary of concepts that enable a paradigm shift in our understanding of transfer
This chapter uses some theoretical concepts drawn from the work of Pierre Bourdieu. Bourdieu wrote extensively about education and his framework gives us some tools to think with – especially as we try to think differently about what we know so well. Other references are mentioned as an extension reading list at the end of the chapter if you want to revisit the concepts or dig a little deeper!
Habitus and Field: Our practices of language, interaction, bodily habits, values and beliefs are produced at the same time in ourselves (habitus) and in our cultures (field). We constitute the field and the field constitutes us. We might talk of a teacher habitus – dispositions that we recognise as doing ‘teacher’, and that embody the field of education or schooling – in the rules, regulations, mannerisms, tastes, power positioning, boundaries, everyday assumptions, relationships etc. The field might be thought of as a social game embodied in the players’ habitus. Habitus is the individual’s ‘systems of durable, transposable dispositions’, acquired first as a young child in the home (primary habitus) as a result of the conscious and unconscious practices of their family (1990b, p. 53). The habitus is internalised as second nature, and so its history is forgotten. In this sense it is ‘the active presence of the whole past of which it is the product’ (1990b, p. 56). As we move through social institutions or fields, we transform our habitus (for many people secondary habitus would be influenced through schooling, tertiary habitus might be through work or parenting, and so on). We, in turn, influence the social institutions or fields we interact with. Through agency (the capacity to act) we might change the game by legitimising different practices that therefore accrue capital (value) or reproduce the game by legitimising the same practices. To put it another way, our habitus (the sum of all our experiences) influences how we are positioned in a social field such as schooling and therefore what value (capital) we are given. A student who is valued for their tidy appearance and cooperative behaviour (aspects of disposition) is often positioned more favourably in the class (subfield of schooling) and has more influence on the teacher than a student who is messy and uncooperative. Their habitus fits with the ‘game’ of schooling and they are able to influence the social space more than those who don’t ‘fit in’ to the social ‘game’.
Practice: Our actions and interactions, which are given meaning and value and have effects in social fields: ‘(Habitus x Capital) + Field = Practice’ (Bourdieu, 1984).
Social space: The interactive space that reflects the field it is situated in. The social space of a classroom might reflect the field of schooling or education, whereas the hospital might reflect the field of medicine.
Positioning: Through the quantity and quality of capital, or value, afforded to us within a field we can be well positioned to influence what constitutes or counts as capital, who accrues capital, and what capital constitutes the field. For example, if the practice of negotiating curriculum is valued in a classpace, those students who speak up and participate may accrue capital through teacher attention and implicit reward. If such a practice was not valued, students who suggest what should occur in their learning may be delegitimised or devalued; indeed, they may be positioned as troublemakers.
Capitals: Different forms of symbolic or material goods that act as systems of exchange within social relations. Capitals confer power and status within a field: economic capital – financial wealth in the form of cash or assets; social capital – the extent and strength of social connections, networks, relationships; cultural capital – education, style of speech; physical capital – a more specific type of cultural capital developed by Chris Shilling (1991) that takes account of appearance, physical skills, or competence; symbolic capital – honour or prestige.
Classpace: While a group of students and teacher(s) in a school might be called a ‘class’, classpace also takes into account a more extensive concept of social classification. That is, classpace refers to ‘class’ more generally in terms of the distinctions between people in that group according to their capital type and strength. Classpace also marks the physical space and time of a group, whether in a classroom space or in other learning spaces such as a workshop, outdoors, a theatre, pool, etc.
Agency: Your ability to control the situation.
Epistemology: Ways of knowing the world.
Ontology: What you understand to be the nature of the world – shaped by your beliefs, attitudes, history.


Context
I met a class of students in the last semester of their primary schooling. They were not unlike many others I had interacted with as a teacher and as a researcher, and they demonstrated both excitement and angst about moving into secondary school. Having seen transfer as a teacher coordinator between schools in our region, I was keen to understand some of the issues and processes of transfer from the perspective of students. Spending over a year with these students, before and after transfer, helped me to understand the complexity of transfer. The literature on transfer was limited at the time but we did know about the lack of continuity in curriculum, depersonalisation of students in the secondary school, and how students were repositioned in the school from being big fish in a little pond to little fish in a big pond. In reflecting on that 2002 study, I can say that today, with the developments brought to light by a focus on the middle years of schooling and the middle schooling movement, we know much more about effective pedagogies and curricula.
This chapter brings the insights of the study into the present as we ask why, despite the wealth of knowledge and the examples of effective practices, ineffective practices – including practices around transition and transfer – continue to be used, and to alienate and marginalise students in their middle years. It then asks us to shift not just how we understand ‘adolescents/adolescence’ (Hunter, 2005; Stevens et al., 2007) but also how we exploit and explicate transfer between social spaces (such as classes and schools). Here I suggest that we consider transfer/transition as an opportunity for explicit learning, as curriculum itself (Hunter, 2006). But let us briefly meet four of the students who were in the study – perhaps they are like students with whom you interact. These students were from the same class, and transferred into the same high school, yet had very different experiences.
Ashley: From success to success

I’m school captain. I play soccer, cricket and I like riding my bike and walking the dog. My schoolwork and family are important because if I get a better education I could live a better life. With the wars I reckon that the government should crack down more on what happens and they should make the police more tougher with the crimes.


Ashley was positioned well in primary school, high in all forms of capital, with two professional parents (cultural and economic capital) who might be called middle class, and considered a ‘good student’ (symbolic capital) by his teacher. He excelled in some subjects, such as HPE, maths and science, was healthy and ‘good looking’ (physical capital) and popular according to many in his classpace (social capital). Ashley had an older brother at the high school he was moving to in a few months, a school just down the road from his house and his primary school. He successfully participated in a range of activities outside school, including Scouts and soccer, and was looking forward to his holidays, when he would go camping with his family.
Ashley’s transfer to secondary school was smooth. Some of his teachers already knew him through his brother or his sport. He knew the layout of the school as he had visited many times to play, or for his brother’s award nights. Most of his friends went with him to high school and he made new friends easily. Study was challenging with all the new subjects but he had resources, such as a computer and the internet, use of the university library when he went there with his mum, who was studying, and money to buy musical instruments. Life was good and his success at primary school transferred to secondary school.
Emily: From success to failure

I do tap dancing, karate, jazz, cricket, netball and softball. I live with my mum and sister. My dad is … split up when I was in grade 4. It’s good coz you get two of everything. I’m concerned about getting really, really fat. We just visited our high school for next year and there were trampolines for HPE, test tube experiments for science, a whole section for cooking and metalwork and they have a drama club and netball teams. I’ll really miss Mrs Brock, my teacher. Even though she says I’m a bit annoying at times she listens to me and my ideas.


Three months after starting high school Emily felt cheated that they never got to use the trampolines and only ever did soccer in HPE because that was what the boys and male teacher wanted to do. After challenging the teacher for favouring the boys and being sexist, she was labelled a troublemaker (lower social and symbolic capital) and her relationship with the teacher deteriorated markedly, to the point where she dropped out of HPE. Her best lesson was when a substitute teacher took the class and Emily taught them netball skills, rules and small games, acting as a coach and umpire. She was valued and engaged. She also became disillusioned with school as it turned out to be the same ‘game’ as primary school and many of the promises of their high school orientation day visit were not kept. She never finished high school (lowered cultural capital) – it wasn’t for her, except for Drama and the netball team, where she excelled and had high capital. This capital was not legitimised under the shadow of school failure, as part of the larger schooling field.
Sam: From failure to failure

I’m Sam and I’m ugly. I ride to school every day and I know how to use a computer. I only live with my mum and my bird, Jerry, and the fish that I have, in a tank. I don’t know my dad. I have heard from him once, he sounds like a Country and Western guy, sort of, so deep. Primary school was ok but I spent most of it at the time-out room because I hadn’t done my homework or wasn’t concentrating so got in trouble from the teacher. I was looking forward to high school where I could turn over a new leaf and start again and be good at subjects. I sat up the front in my new classes but the others teased me coz they thought I was dumb in primary school. The teacher got annoyed with me coz I kept clicking my pen. I didn’t even know I was doing it. I still forget to do my homework. I liked doing this study coz no one else ever listens to me. Others don’t pick me in their teams in HPE or Drama or to work with in Manual Arts but I don’t care. Well I do but I can’t look like I care.


Sam was low in all forms of capital, but had hopes. However, he hated school by the end of the first semester of high school. He left school as soon as he turned 14, after many bouts of truancy, still with low social capital as he never fitted in, and failed all his classes. His habitus did not fit the field of schooling. He was positioned poorly. His skills on the computer were not recognised or valued; nor was his interest in Manual Arts nurtured. His literacy levels were low and he struggled to find a place in society but found solace at home.
Tammy: From failure to success

I’m not fat. I like rollerblading and skateboarding and I’m not very good at school. I love discos. I like writing so I want to become a writer. I’m looking forward to high school but I’m worried about all the work and fitting in. They do a school musical next year so I hope I can do that.


Tammy found the settling in period at high school easy as there were social occasions to get to know others and several of her good friends went to the same school. Her social capital was growing. She excelled in Drama, Music, Art and English, writing articles for the school newspaper and taking a major role in the school musical. In turn, her Drama, Art and Music teachers all praised her and often asked her to help other students. Her social capital was exchanged for symbolic capital. While her marks for subjects such as Science and Maths were low, she accepted that she couldn’t be good at everything. At the same time, knowing that she had to be passing these subjects to be in the musical, she was motivated to get extra tutoring at lunchtimes with her friends. Her habitus was a better fit for the new version of schooling than it had been for primary school, and she thrived.
So what?
In my interviews and interactions with these and the other twenty students who made up their class in primary school, they talked about their ‘selves’ as embodied and relational – what they could do, and with whom they socially interacted. They were concerned about how they looked and how they fitted in, and felt that the move to high school would be both exciting and scary. They traded capitals and to some extent were part of legitimising what was valued, positioning themselves and being positioned by the new version of the schooling field. Those who read the game well had a better sense of it and were able to make choices (sometimes consciously but more importantly, sometimes non-consciously, as part of habitus) that enhanced capital accumulation and creation.
We learn socially constructed categories to describe, and therefore know and value, our ‘selves’ and those of others. Classificatory signifiers such as age, ethnicity, and access to resources were used by some students, and their family situation, pets, relationship as a student to school, friends, and recreational interests were drawn upon heavily in how they saw themselves. Their relational connections (social capital) were enhanced by other forms of capital, and influenced how they were positioned. This affected the spaces they could take up in primary and secondary school, and this was pivotal to their transfer success. This was also influenced by what ways of being the school provided for students to take up. Sometimes transfer was the opportunity for continuity of field, habitus and capitals, that is to recreate the success of primary school, as for Ashley. For Sam, continuity of habitus and field assured failure. In other cases, transfer was discontinuous; it became a site of capital redistribution or a reconfiguration of relations and connections, sometimes with negative outcomes, as for Emily, sometimes with positive outcomes, as for Tammy.
At the time of the study the literature raised many issues we still struggle with:
	The experiences of students moving from primary to secondary school includes issues similar to those of twenty years ago.
	Personal anxiety, repetition of work, uncertainty in expectations are still the main issues for young people as they transfer to secondary school.
	Teachers still tend to take a ‘fresh start’ approach to new secondary students.
	Primary schools and secondary schools still have differing physical, pedagogical and philosophical cultures.
	Much research related to transition in Australia focuses on school to work rather than primary to secondary school, or transitions between primary and middle then middle and secondary school.
	The body is central to students’ anticipations and anxieties about the move to secondary school (e.g. being bashed, access to other ‘practical’ subjects such as Drama and Manual Arts).
	Middle years of schooling reform is still in the very early stages in Australia, with guiding principles not dominating the practices of a critical mass of schools.
	School structural change to accommodate middle schooling principles has often not resulted in shifts in pedagogy, curriculum assessment or positioning of students within power relationships in schools.
	The research base informing middle schooling and transfer is largely American, and uses positivist paradigms. (Hunter, 2002)

The 2002 study suggested that schooling in general, and subject areas in particular, needed to redefine and refocus practices within the middle years, before, during and after transfer in ways that connected to the students, rather than between the two cultures (primary school and secondary school). The study found that transfer can be a powerful disruption, but also itself a learning process that warrants explicit attention from students, teachers and adults involved in education (Hunter, 2002, p. vi). As such, I suggested three foci required attention within the middle years of schooling, namely ‘(i) learning, (ii) the habitus of individuals, and (iii) the social nature of the class’ (p. vi). But how might we facilitate that, given that, as we saw with Sam, Emily, Ashley and Tammy, different students have different issues, transfer works for some and not others, and every teacher and school’s classpaces will be different?
Pedagogies of imaginative praxis
Here, I invite teachers (and perhaps students) to consider ‘pedagogies of imaginative praxis’. This entails a shift in how we think about and imagine transfer, breaking from dominant paradigms of primary and secondary schooling, teacher and student habitus and subject positions, power relationships and social connections, and capital legitimisation. You may already know some teachers, classpaces and schools that do this well. Embodying similar practices is the challenge! The following scenario acts as an illustration of how a classpace might engage with pedagogies of imaginative praxis.

Case study
Pedagogies of imaginative praxis: An illustration
The scenario that follows illustrates a student’s perspective as Sally experiences her transfer from primary school to secondary school as part of an integrated unit in her new class. It is intended to illustrate how some of the principles and implications of transfer may become flesh.

Throughout the scenario, I use this narrator’s box for your reflection and to highlight the demonstration of particular principles.


Sally’s perspective on ‘Beeanem: Bodies and Movement’ – an integrated class negotiating their curriculum focusing on bodies, movement and young people

Figure 4.1: Blog post from Sally to the class website 
	Group: Yr8GreenGroupBodiesAndMovement	[image: ]
	Subject: Sally’s first post
	This is my first post since starting at my new school in Year 8. I’ve got a few friends from my old primary school. It’s been a bit scary coming here but it’s fun too. The school is experimenting with an ‘integrated curriculum approach’ and we have a teacher team helping us organise our learnings for our class. We’ve got five teachers and thirty kids. We have to blog about our experiences from this class that meets three times a week for two hours each time. We keep this blog going for the semester and I get to make up my report cards with the help of the teacher2. For the first week we did lots of group and pair challenges, had to show everyone our eportfolios from last year and did this website to introduce ourselves and tell everyone our talents and ‘assets’. We did ‘group building’ activities and agreed on ways to appreciate each other and help each other. We planned some ways to improve our area in the school and we get to pick something we want to change in our community.




The students were involved in participative and reflective practices as the teacher addressed imagination, the construction of knowledge and how we create our world by our interaction in it.



Figure 4.2: Email from Sally to Agli about ‘Bodies And Movement’ class 
	To: XXXX.XXXX@hotmail.com	[image: ]
	From: sallyyear8green@outlook.com
	Subject: Hi Ugly
	Hi bud. We’ve got this new teacher this year. We get to call her Danny (feels a bit weird though). Not your usual sporty-jock physical education teacher. She told us first day that she’s not great at sport (but she did State rodeo) and that although we’d done lots of sports in the past we would be doing a variety of things in the next few years in integrated units and through the HPE course. She’s winged it with the deputy so we get ninety minutes to do our stuff three times a week, something to do with putting subjects together. That’s a lot for me who doesn’t like sport so I’m a bit worried. On the first day she asked lots about us and there were some new people not from our primary school. Danny was new too. We filled out a questionnaire that had heaps of things on it about our feelings about life, school, family, outside sport, free time, bodies, health, HPE from last year, teachers and friends. I didn’t want to do it but she said it was so we can have a say in what we learn. There was a section at the end of the questions where we could write anything that the questions hadn’t asked so I asked if we could do skating. We never get to do skateboarding or skating here. The Principal says it‘s too dangerous but that’s just because she can’t do it I reckon.




Reader reflection 4.1
The teacher created spaces for new configurations of knowledge and student decision-making. How? She also addressed student positioning within the class and students as people with complex lives and changing needs. Why might this be risky for a teacher?





Figure 4.3: Continuation of mail from Sally to Agli about ‘Bodies And Movement’ class 
	To: XXXX.XXXX@hotmail.com	[image: ]
	From: sallyyear8green@outlook.com
	Subject: Hi Ugly
	…. Anyway, while we were filling the stuff in Danny spoke to me and recorded it on her phone. She asked what am I good at, how I like to learn, and what I know about subjects like HPE and movement. She did this to everyone and said to ask her questions. I asked when were we going to do HPE. She said this was HPEish but if I was meaning when do we start doing moving and stuff then we would be doing it soon. I guess we did all those group challenges and team building things. We went outside and got to pick any piece of equipment (and there was lots) and we had to show a movement that we knew and then join it with someone else’s and show the class. It showed we were all good at different things.






Reader reflection 4.2
The teacher took into account learning experiences that were relevant to students’ lives. How did she do this? She also treated the students as individuals who were different in order to collectively construct the social space of the class. The learning was relevant to each individual and difference was used as a means for learning to enact collective constructions of the space and new configurations of knowledge.



Figure 4.4: Continuation of mail from Sally to Agli about ‘Bodies And Movement’ class 
	To: XXXX.XXXX@hotmail.com	[image: ]
	From: sallyyear8green@outlook.com
	Subject: Hi Ugly
	… We talked about movement being different to different people and she showed us some martial art thing that we copied – something about energy and flow, breathing and posture. We were doing this ‘still standing’ with our eyes closed when Danny asked us to think about what we had learned about ourselves, other people, our body, and movements in the lesson. When we opened our eyes we went around the group saying at least one thing each and she asked us to write about this lesson to start a journal, so I thought I’d do it as a email to you. Chow bro. Sally




Reader reflection 4.3
The practices are explicitly learning oriented, with reflection being purposefully brought into the practices associated with learning. How do you incorporate reflection and critical thinking?
The teacher is accounting for the body in learning and using difference as a learning tool. Why might this be important as students move into new social spaces such as this one?





Figure 4.5: Blog post: Semester report card 
	To: XXXX.XXXX@hotmail.com	[image: ]
	From: sallyyear8green@outlook.com
	Subject: Hi Ugly – report card
	Ciao Ugly
	Today I made my report card with the teachers. Check it out:
	Describe what you have learned about bodies and movement this semester including your project that you will present to the Year 7’s from some of the primary schools, the teachers and Year 8 parents on “Conference Night”.
I have learned about how we all understand the same thing differently. I thought HPE was all about sport but now I know that our class means it to be about all sorts of movements and our bodies including sport as well as free time, meditation-moving, film clip dancing, massage, extreme sports, hiking, drumming and digging holes. Not that it’s just about HPE of course! I liked doing the drumming the best. In other schools they think subjects like this is just athletics or a specialist sport. We all got to have a say in what we would do in this course and planned out our term and year’s work after the first lesson. Danny showed us a video of us doing skills and we picked something we couldn’t do and had to figure out how we might learn it. We planned our whole semester with her with everyone getting a say.




Reader reflection 4.4
Students were knowledge constructors. What might feel risky in taking such an approach? Who is it risky for?
Reflection and embodiment became part of the practice of this integrated unit. How might you incorporate and scaffold reflection and embodiment in your class space?



Figure 4.6: Continuation of blog post: Semester report card 
	To: XXXX.XXXX@hotmail.com	[image: ]
	From: sallyyear8green@outlook.com
	Subject: Hi Ugly – report card
	… I now know that other cultures and people understand how their body works different to how we learn about the body but I didn’t know that we also learned how to be girls (or boys if you are one). We got to analyse a group of kids from Sydney and some from Japan to look at how girls and boys learn to be themselves because of their body and that’s how they then treat their body. We got to talk and experiment with what we could do with our bodies that wasn’t sport and made up short games where we taught each other a few made-up rules. Eventually our games got better and we joined a few together so that the whole class could play. I taught the throwing skill part of our game to the whole class on my own so I made up some cool drills! We talked about how life is a game and we all have positions and how they get created and have changed between primary and high school.




Students had begun to understand that they were people constituted by, and involved in the constitution of, habitus. The teacher addressed the re-embodiment of students while positioning them as participative and as knowledge constructors.



Figure 4.7: Continuation of blog post: Semester report card 
	To: XXXX.XXXX@hotmail.com	[image: ]
	From: sallyyear8green@outlook.com
	Subject: Hi Ugly – report card
	… At the Conference Night our group will do a PowerPoint called – Year 8 bodies and we’re going to show a video of interviews of Year 8’s about their bodies, our class doing some movements in our class, and describe how we used these to create like a tai chi set crossed with skills that we invented on our first day. We will demonstrate our movement set and talk about how our bodies are the same and different in our group and how we used our differences, in what we knew, in how we looked and in what we could do. I’ve learned I can invent new things and that we’re all different and that we all had something to give to make this presentation. I found out how we learn to value some things and not others and that affects who gets noticed in a good way or not, and we can change that, especially with other people’s help. We hope Year 7s will learn from us and feel more easy about coming here next year by talking to us after the conference. We hope the adults will see what we learned and listen to us more like Danny did.






Reader reflection 4.5
The students practised being community oriented, participative and respectful towards difference. How might this be facilitated?



Figure 4.8: Sally’s report reflection 
	Group: Yr8GreenGroupBodiesAndMovement	[image: ]
	Subject: End of semester student reflection
	In your reply below describe what you have learned about yourself, others and what you want to explore next semester.
	I’ve learnt that we are all very different and that some have been luckier than others in getting good looks and being good at sport but that doesn’t mean that’s what makes you good at movement or HPE or life. I still don’t get why some people get good looks and others don’t so I want to find out more about that next. When we did ‘group dynamics’ I found out things about why some of the others give me a hard time and how they do certain things to try and make me either feel good or bad. I thought having muscles for a girl wasn’t right but after some of the activities we did I know that isn’t true, just something that people believe because we’ve been brought up in certain ways. I still don’t understand why other people have to be like that though so that’s another thing I want to do next semester. I also want to know why I have to develop and have periods because I hate it.





	To: XXXX.XXXX@hotmail.com	[image: ]
	From: sallyyear8green@outlook.com
	Subject: hey ugly check out my report
	Hey sis, today we had to do this reflection:
‘Describe what you have learned about yourself, others and what you want to explore next semester.’
Check it out at http://yr8greengroupbodiesandmovement.wikispaces.com/






Reader reflection 4.6
There was an attempt to understand social positions and question of practices of legitimisation. The learning orientation of students was encouraged as they developed a sense of control over the decision-making that defined their learning. Students were being re-embodied as their whole self was involved in the learning. They were learning how their embodied self was constructed by historical, cultural and social forces. What are your embodied selves? What socio-cultural influences have shaped them?





Figure 4.9: Continuation of Sally’s report reflection 
	Group: Yr8GreenGroupBodiesAndMovement	[image: ]
	Subject: End of semester student reflection
	… Hinemoa and Nelson brought in skateboards and taught us how to do ollies – excellent. I’ve always wanted to learn to ride a board but dad wouldn’t get me one. He said it was too dangerous for girls. I learned how to put a case to the principal so that we could do it and I used it on dad too. Next semester I’d like to learn how to do other buzz things and learn what makes the buzz. I learned it is hard to work with others but aim to listen to them better.




Reader reflection 4.7
The students were more ‘justly positioned’. Agency was encouraged. Understanding one’s habitus, and others, as constituting a social space made up of differences provided a rich learning environment. How, then, were they more ‘justly positioned’?




So what?
This scenario was created to illustrate what a ‘pedagogy of imaginative praxis’ might be. A pedagogy of imaginative praxis is directed at those of us who make up the field of education, who constitute, and are constituted by, education and its institutions, including us as teachers and teacher educators, and our students, such as Tammy, Sam, Emily and Ashley. What can we imagine differently for and with our students to ensure ‘the middle’ of formal education is generative, inclusive, for difference, for life, as transfer, making explicit both the continuous and discontinuous practices that transitions such as transfer throw up? Transition is something we are all dealing with most of the time, in lesser and greater forms. But at the time of transfer from one school culture to another, there is an opportunity to make explicit the social practices afforded by transfer. I am suggesting transfer as the curriculum.
Table 4.1 suggests shifts in practices of teachers, school administrators, education ministries and teacher professional organisations that work to ensure a cultural shift, transfer, for students that could trigger more positive affordances for more students, and for the field of schooling.

Table 4.1: Principles to drive a paradigm shift for transfer (adapted from Hunter, 2002)

	Shifts in an individual’s disposition to be:	Teachers shifting to address:	School administrators and education policy-makers to take into account:
		Political/agentic – asking more questions about who benefits, how, why, etc
	Reflective
	Socially just
	Learning-oriented
	Respectful towards difference
	Community-oriented
	More ‘justly positioned’
	Understood as complex and shifting
	Freer to explore multiple selves and positions
	Participative in society
	Critical knowledge constructors and consumers who ask questions of society and its practices
	Embodied rather than learning that the mind is separate to and superior to body

		Re-embodying students – acknowledging them as holistic
	Explicating the role of the body in learning
	Exposing student social positions
	Increasing student participation in decision-making
	Their positioning within the class through their embodiment and this influence on possible curricula and pedagogies
	The underlying epistemological and ontological orientations that direct their practices, i.e. the ways of knowing the world, the belief systems behind what we take for granted, how we view the nature of the world
	The selves of students that they are ultimately wanting to allow to operate
	The collective constructions of fields
	Difference as a means for learning
	Imagination and the construction of knowledge
	The generation of new configurations of knowledge
	Connectivity across subject matter
	Learning experiences that are relevant to the lives of the specific young people they work with
	What is being learned through the social fields of the class
	Embodying fields, checking biographies and realising the processes of legitimisation
	Students as people with complex lives and changing needs in a changing society.

		The power relations reproduced through current structures that marginalise and disengage particular staff and students
	Practices that will engage teachers, students and parents in the learning process
	The importance of time and professional development for teachers to make epistemological and ontological shifts that are more socially just, inclusive and equitable
	The importance of research to inform and critique current practices: research by insiders such as teachers and students as well as outsiders such as academics
	The focus on the body, the embodied selves, learning, and the social in education
	More effective transfer practices for students and teachers and the learning process
	Understandings of young people by adults
	The effects of particular pedagogies and curriculum on the contextualised group within the school
	The importance of time management and group dynamics to effect useful learning spaces
	Curriculum as a resource rather than mandated, open to critique and reconstruction
	Students as people who are capable of participation and needing support to provide learning experiences in participatory roles





It is important to note that ‘shifts’ ought not be assumed to be ‘progress’ in the modernist sense of the word: the concept of ‘shift’ embraces and encourages uncertainty, dialogue, new spaces for learning and being, and difference and participation. Some of the key practices are not new ideas, and have been implemented in some spaces at some times. I taught students using integrated curriculum, peer and self-assessment, teaching teams, and negotiated curriculum in the 1980s and directed a variety of programs to challenge transition and transfer practices between local primary and secondary schools. Garth Boomer wrote about teachers and students negotiating the curriculum in 1982, Colin Power and John Cotterell wrote about primary to secondary transition in 1981, James Beane wrote about integrated curriculum in the early 1990s, and there have been a plethora of projects and scholarship about the middle years since (see Chapters 5, 7 and 17).
My point is that despite a wealth of literature and empirical evidence to support such practices, they are neither well established nor highly regarded/valued in our schools. They have been de-legitimised by those in the educational field who have taken a neoliberal stance on public schooling: those afraid to employ negotiated curriculum, integrated curriculum, teacher teaming, student-led pedagogies, bodily learning, unknown outcomes beyond standards, students as knowers, moving as a way of knowing, explicit sociology/philosophy/psychology in curriculum and so on. Instead, the field of schooling is engaging pedagogies, curricula and assessment, the three most powerful strategies of an education field (Bernstein, with Landis, 1974), in ways that keep students and teachers ‘in their place’ and keep the middle years, including transfer, off the agenda.
Ideas associated with middle years seem to cycle in and out of fashion. While some of the issues facing the middle years in the 1980s are still evident (Luke et al., 2003), focus on the middle years waxes and wanes – in policy, research and practice (see, for example, ARACY, 2011; Bahr & Crosswell, 2011; NZ Ministry of Education, 2010; Parliamentary Committee on Children and Young People, 2009; Smyth & McInerny, 2007).
Some of the principles set out in Table 4.1 have been addressed in the middle schooling literature, in the critical pedagogy literature of subject areas in teacher education literature, and in the current reforms in educational policy and curriculum documents within Aotearoa/New Zealand and Australia. The lists in Table 4.1 are by no means exhaustive, fixed or prescriptive, but provide a point for further discussion and action by you and your colleagues. Each list is directed towards those that affect the target group (e.g. teachers of students) as well as the target group themselves (e.g. students). What could some of these principles look like in your world? I would be keen to hear what you have to say.
Conclusion
As I have noted, there are risks in ignoring students in the social spaces of schooling, devaluing their position, but so too are there risks in inviting them. But who and what are the risks to, and might some be worth taking for engaged learning, for students and teachers? I have argued elsewhere for transitions, in particular school transfer, to be learning journeys, ones that are explicit and embodied (see, for example, lisahunter, 2006) rather than part of a hidden curriculum; journeys that reinforce valued learning and schooling as about connections and the whole person within communities and environments rather than reinforcing learning primarily as cognition situated in a mind/body separation and hierarchy located in certain school subjects and student bodies; journeys that do not miss opportunities to educate our young people about learning and the social spaces that constitute people and society. A disruption to social spaces may indeed be a positive outcome of transfer but we need to exploit this possibility rather than just let it happen, and ensure positive outcomes for students as a measure of transfer success. As the pedagogy of imaginative praxis demonstrated, transfer provides a timely opportunity to resituate students more positively within the field of schooling, as the instability of a new classpace allows new possibilities for success; it allows us to value students’ contributions to knowledge production, expose legitimisation processes, and make the affordances and limits of social relationships explicit. I wonder what the outcomes would have been for Emily and Sam had their discontinuity been productive.
As you employ your pedagogies of imaginative praxis in your classpaces, extended by reading, sharing practices within the profession, and visits to other classpaces where difference and transfer are opportunities for learning, I look forward to hearing your stories of the success that transfer can have for the young people who are part of the field of education. Borrowing from Ghandi, perhaps we can embody the changes we wish to see.
Extended reading list for Pierre Bourdieu’s ideas
Authors who have written about Bourdieu and his work may be more accessible initially but I would also encourage you to read his original works for further depth, particularly his 1977 work related to education. Those asterisked are good entry level texts.
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Grenfell, M. & James, D. (1998). Bourdieu and Education: Acts of practical theory. London: Falmer Press.
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Chapter 5 A fair go and student agency  in the middle years classroom
Susan  Groundwater-Smith

There is now a considerable body of scholarship regarding the roles that young people can play as active agents in uncovering matters related to learning and teaching, both inside and outside the school. However, while the arguments have been well developed, substantial examples are relatively rare.
This chapter will discuss the ways in which nurturing students’ agency in initiating and negotiating learning in their classrooms and contributing to school governance can be achieved, with particular reference to teaching and learning in the middle years. Such agency will be argued for in terms of ‘giving students a “fair go”’, a very Australasian concept. The chapter will draw upon a range of consultations conducted with young people, from providing insights and perspectives through to engaging in participative inquiry. An array of processes and procedures will be considered, paying attention to methodologies that are inclusive and engaging for young people. As well, issues regarding dimensions of power and their impact upon authentic consultation and participation will be proposed and analysed. Two brief case studies will be offered: of students as data sources; and of students designing and implementing modest research studies. Both are related to learning and teaching in the middle years under conditions that respect student agency and the capacity to negotiate. Finally, and in conclusion, matters associated with a number of ethical considerations will be discussed.
Education policies related to the major practices governing schooling have for a very long time been informed by educational research. Indeed, many of the chapters in this book report upon what is known about the nature of learning and teaching in the middle years based upon educational research in the form of empirical studies, national inquiries and extended scholarship. We know something of what are seen as the pedagogies that engage young people; of the struggles that some may have as they progress from primary schools to secondary school; of the impact of social factors that identify the congruence between students’, teachers’, and families’ expectations; and of the challenges and dilemmas experienced in various and varying contexts. While these studies do a great deal to inform education authorities of what is to be done, how and why policies are employed, they nevertheless are generally developed by and through the eyes of adults. In this chapter we shall make the argument that identifying young people in schools as ‘the consequential stakeholders’ requires us to consider how they might have greater agency and authority in voicing their insights and concerns about schooling, and in particular the provisions made for them in the middle years.

Reader reflection 5.1
We use here the term ‘consequential stakeholders’. It is one that has been drawn from the former Queensland Board of Teacher Registration and is used often in writings with Nicole Mockler, the co-editor of this book. We take it to connote the fact that students in our schools bear the consequences of the decisions that are made by others about matters that directly impact upon them. They are typically positioned as young people ‘doing what adults tell them to do and absorbing what adults have to offer’ (Cook-Sather, 2010, p. 555).
In reflecting on your own schooling, or that of your children, identify some of the decisions that have impacted upon the ways in which you or they experienced the transition between primary and secondary school.


MacBeath, Myers and Demetriou (2001) argue that the case for more systematic consulting of students regarding their schooling is based upon a range of considerations, including moral, physiological, social, educational, pragmatic and democratic concerns. Furthermore, it is a matter of rights. These are what have become known as ‘The Rights of the Child’ (RoC). Children, as human beings, are said to have the same rights as all people. This assertion is recognised by The United Nations Convention on the Rights of the Child (1989). The Convention sets out a broad set of rights in addition to the universal human rights shared by everyone. Children are defined under Article 1 of the Convention as including ‘every human being below the age of eighteen years’. The Convention is comprehensive, and entitles children to a broad range of rights including the right:
	to express views in all decisions that affect them and the opportunity to be heard in any court or administrative proceedings;
	to freedom of expression and to seek, receive and impart information of all kinds;
	to have their best interests treated as a primary consideration in all actions concerning them, including decisions related to their care and protection;
	to free education available on the basis of their capacity; and
	to enjoy the highest attainable standard of health and an adequate standard of living.

The first right listed above, Article 12, states that every child has the right to say what they think in all matters affecting them, and to have their views taken seriously. As signatories to the Convention on the Rights of the Child Australia and New Zealand have responsibilities and obligations in relation to seeking the views of young people. This clearly applies to matters regarding their schooling, which affects them deeply and continuously over a number of years. However, while the Rights of the Child provides both a rationale and pressure for students to be consulted and to participate in decision-making, there is a broader and richer argument to be made in terms of giving young people ‘a fair go’. In other words the case is not exclusively mounted in terms of the rights of young people. In both Australia and New Zealand the term is invoked to connote that opportunity and merit count for more than class and privilege; that people should be treated with respect and understanding. In particular, the New Zealand Human Rights Commission (2012, p. 30) emphasises that a ‘fair go’ is related to the right to be fully engaged in education.
Consulting young people regarding their schooling, leading to participation in decision-making
Much of the literature regarding ‘a fair go’ has been developed with respect to young people living in poverty, and specifically their right to be engaged and motivated. The work by Munns et al. (2006) in relation to The Fair Go Project, a joint research initiative by the NSW Department of Education and Training and the University of Western Sydney, has promoted the message for students that ‘school is for me’. Teachers are seen as the messengers, developing with their students engaging classroom practices – practices that discount those that restrict young people living in poverty by denying them access to powerful knowledge, having low expectations, struggling over classroom practices and labelling them in various and negative ways. In a similar vein, the report by Fletcher and Dwyer (2008) spells out the consequences of poverty for young people living in New Zealand. Throughout the report they draw upon the voices of young people, ‘Poverty is … not getting proper opportunities, choices you can’t make, choices taken away’ (quoted from a young people’s group definition, p. 12). In this sense ‘a fair go’ is seen as advocacy for justice, equity, and access to educational opportunities.
While, without question, giving young people living in difficult circumstances a break, a decent chance in life, is an aspiration (Munns, Sawyer & Cole, 2013), we also see this aim as applying to all those who are attending school. As I shall discuss shortly, school is by its very nature a coercive institution: students and their parents may have some choices about which schools to attend, but with few exceptions they have no choice as to whether or not they will attend. Creating conditions in which they can be listened to and heard is a way of understanding what is experienced from the young person’s point of view.

Reader reflection 5.2
What does the term ‘a fair go’ mean to you? To what extent do young people have a ‘fair go’ when it comes to their schooling? Can you draw out a continuum ranging from ‘highly likely’ to ‘highly unlikely’ and fit instances of students being given a fair go in the middle years of their schooling?


A number of writers have observed that listening to students is a concept that is flourishing in the literature, but less so in practice. Fielding (2004; 2007; 2009) has been foremost among these writers. He argues strenuously that much of what passes for consultation and participation in decision-making is little more than a series of strategies designed to serve the current neoliberal discourse. He sees that such practices provide a platform for marketing what are seen as ‘good schools’, these being the schools that have a dialogue with their students, albeit, in his view, in relation to a narrow range of questions and concerns. Indeed, Taylor & Robinson (2009, p. 163) point out that much of the enactment of student voice policies has been co-opted and directed to school improvement as it is conceptualised in the present performance-dominated climate. As well, it has been suggested that education authorities themselves have appropriated the voices of students as a form of legitimisation and as compliance, ensuring that they are regulated and effectively managed.
For example, a common complaint among young people has been about school uniform rules, footwear, blazers, skirt length, ties, jewellery, and makeup. This is in spite of the rules not necessarily contributing to effective learning: ‘The teachers think that having your shirt tucked in will help you work well’ or ‘As long as we’re learning, what does it matter what colour hair band we wear?’ (Riley & Docking, 2004, p. 176). In many instances consulting with students is not designed to actually tackle and critique school rules, especially when it might need to take account of diverging student voices and being inclusive of those who may be resistant and marginalised. As Stoecklin (2013, p.4) put it:
structured channels of consultation such as youth forums or youth councils only grasp a part of what children and young people are actually able to do, and their filtering effect increases the representational problem linked to the difficulty of reaching a diversity of voices. There are powerful social and economic forces limiting children’s voice, and invisible networks perpetuate a culture of non-participation where children and young people feel that decisions are always taken elsewhere and end up frustrated or cynical.


‘Consultation’ and ‘participation’ are among those words that we can take to be ‘weasel words’ (Watson, 2005). However, a number of advocates for consultation and participation have sought to find ways to evaluate what is being accomplished. One of the most cited of these has been Hart (1992), who developed a ‘ladder’. Its lowest rungs he designates as ‘non-participation’, being manipulation, decoration and tokenism – the kind of consultation that appears on paper, but bears little reality to what is actually taking place. His higher rungs move from assigned tasks to those that are actually initiated and performed by the young people themselves. A more nuanced model was developed by Shier (2001, p. 110): he articulated five levels of participation, moving from young people being listened to, and supported in expressing their views to seeing these taken into account, leading to decision-making and the sharing of power and responsibility.
Shier’s model has proved particularly useful in considering projects because it identifies the nature of commitment required for them to be successful, namely: that there has been an opening created; that an opportunity has occurred; and that there has been an obligation to establish conditions that are then built into the system. The opening creates conditions for the young people to express themselves; the opportunity enables a range of views to be expressed; and the obligations are such that due weight would be given to the concerns that the students express.
Again, Fielding’s work gives insight into the patterns of consultation and partnership that are possible (2011). Commencing with students as data sources (where they are passively responding to surveys and the like), he moves through to students as active respondents (where they have opportunities to add in their perspectives and opinions), followed by students as co-inquirers, knowledge creators and joint authors; and culminating in students and their teachers being engaged in intergenerational learning as a form of lived democracy.

Reader reflection 5.3
It has been suggested that many school activities that purport to be a manifestation of student voice and thus give students a sense of agency in relation to learning, teaching and governance are little more than the kind of manipulative and tokenistic consultations suggested by Hart. For example, Student Representative Councils may have an opportunity to determine how fundraising for charity is distributed, or the colours of the sports uniform, but have little to contribute to the development of school rules or an evaluation of classroom practices. Can you identify examples that run counter to this scenario? How did the school create more democratic conditions?


Students as inquirers
In spite of the concerns and problems listed above, it is possible – and desirable – that young people in our schools investigate and become involved in decisions about the conditions of their learning and school governance. As the result of a group of schools and cultural institutions coming together in a constellation of practice known as the Coalition of Knowledge Building Schools – CKBS (Mockler & Groundwater-Smith, 2011) – a number of student-friendly research procedures have been identified (Groundwater-Smith & Mockler, 2003; Groundwater-Smith, Dockett & Bottrell, 2015). In a range of instances students have developed their questions, designed their inquiry projects and then identified methods that will assist them in gathering the information. They have then analysed their findings and made suggestions to their schools regarding practice.
This chapter will concentrate on a sample of methods that students in the middle years of schooling could employ in undertaking small-scale inquiries, and offer one example from the field. This is not to say that larger students-as-researchers studies have not been undertaken, for example Mayes & Groundwater-Smith (2010, 2011), but that a more modest beginning would be in order for those who wish to make a start.
A useful and powerful tool for eliciting student perspectives is the focus group discussion, with activities being varied and perceived by young people as enjoyable (Colucci, 2007). Students can be trained in the conduct of the focus group by first being a member of a group themselves – a group that is arranged so that the various strategies are made explicit. They can contribute to the question route and work in small teams to document responses. Data derived from the focus group can then be used to develop a broader questionnaire across the year group. Students are becoming increasingly adept at using electronic surveys, such as SurveyMonkey©, which allow online responses and provide a ready means of collating the data. Again, this allows the process to be placed in their hands and can be a legitimate classroom exercise. After all, students may be asked to handle survey data as part of their curriculum; sometimes that data has little to do with their lives. This process allows them to examine authentic and useful data.
The ‘mosaic’ process is an approach to participative research with young people. The approach (Clark & Moss, 2001) incorporates a wide range of strategies through which students, and those who engage with them, can contribute to a ‘composite picture or “mosaic” of young people’s lives’ (Clark, 2010, p. 117). Methods often include photography, student-led tours of the school, and map-making that may identify places where students like to learn or that they choose to avoid, as well as observation and interviews. The artefacts produced through these methods are not necessarily ends in themselves: rather they provide prompts for conversations which, in turn, lead to reflection, interpretation and further discussion about potential changes. Essential elements of the mosaic approach are genuine choices for students, particularly about participation, and their having an active role in ‘exploring meanings with their peers, researchers and other adults’ (Clark, 2010. p. 117).

Reader reflection 5.4
Consider these methods: focus group discussion, surveys, photo-voice studies, map-making and tour-guiding. What do you see to be the costs and benefits of each method in terms of creating conditions for students to inquire about facets of the middle years of schooling?


In order to illuminate the discussion regarding eliciting and respecting student voice in the context of the middle years, whether in terms of researcher-led inquiry or student-led inquiry, two case studies are offered. In the first case the school students were assigned the task of revealing their experiences with information and communication technologies; subsequently, through asynchronous discussion, they were informed of the ways in which the teacher education students could incorporate those experiences into their planning.

Case study 1
Students as data sources: Consultation using asynchronous discussion
While not specifically a project in relation to the middle years of schooling, Forbes (2004, 2006) demonstrated the value of having asynchronous consultations with young people aged 12 years where they were effectively data sources. She negotiated with a group of teacher education students attending the University of Waikato teacher education program who had a series of discussions with students at some distance from the university campus. They engaged in a series of exchanges around the following questions:
	How is ICT used in schools to promote and enhance learning?
	How is ICT used outside of school to promote and enhance learning?
	How can teachers help children to learn through ICT?
	How might teachers and students learn together?

There was clearly learning happening on all sides, with the teacher education students acknowledging that the school students had aptitudes and capabilities in using ICT in the classroom and beyond, and that they should be open and willing to listen to them and learn from them. The teacher education students saw that they often underestimated what young people can do, particularly in relation to digital technologies, and that school students can clearly define moments when their use is appropriate or otherwise.
In turn the school students expressed surprise at how much they actually knew and that often they had used ICT as a tool without reflecting on the benefits that it brought to their learning. They enjoyed being able to show the teacher education students what they knew – it gave them a sense of power and importance. They found the opportunity to have extended discussions stimulating and noted that the medium itself gave them time and space to reflect.


Consulting young people through digital technologies is an exciting approach because the young people experience a greater sense of their agency as they are employing a medium in which they have confidence and competence.
In the second case the school students had a voice in an adult-initiated project (see Hart’s ladder of participation, 1992) in that the school consulted them regarding an ongoing innovation. They also were given an opportunity to contribute to the decision-making regarding the ways in which the innovation could be improved and continued.

Case study 2
Students as data sources within an inquiry conducted by students
A comprehensive secondary boys’ school in Sydney, a long-time member of the CKBS, was reviewing its arrangements for teams of teachers to teach teams of students in Years 7 and 8 as an explicit middle years strategy. Teams of four teachers from English, Human Society & Its Environment (HSIE), Maths and Science were allocated teams of approximately 25 students with whom they worked over a span of two years. The program had been operating for a number of years and it was considered in need of refreshment. Part of the evaluation was to mount a small inquiry that would be conducted by students from the senior years. They were trained in focus group inquiry (see above) and in pairs wrote up the results of their investigations. They designed their focus group discussions around seven questions:
	How is school going for you at the moment?
	How different is it from primary school?
	How much say do students have?
	How well do your teachers know you?
	How do teachers support your learning?
	How has being taught by teams worked for you?
	What advice would you give to others about starting high school?

While space does not permit a full reporting of responses, a sample is included here. The full set of responses, along with teacher and parent focus groups conducted by the school’s academic partner and following consultation with the school students who were acting as researchers, was sufficient for the school to continue its middle years arrangements.
How is school going for you at the moment?
Students reported that school was going well, they had friends who helped them with their learning and they were encouraged to ask them for help when it was needed. Their teachers are ‘joyful’, and they give help when required and encourage students to take risks. They walk around the classroom and identify students who need assistance. They want their students to do their best. Teachers know what each student is capable of doing. Homework is very important, although some thought that it was not synchronised with the classroom learning; perhaps it was thought of as some form of revision.
How different is it from primary school?
Students have to adapt to learning from a range of teachers who have different ways of working with them. In primary school they were working one just one topic at a time so that high school is more of a challenge. They have to take greater responsibility and learn how to use their diaries effectively. The school has a program at the beginning of Year 7 that ensures students know each other’s names. For those who were the only ones from their former school, or who came from a small school, this was most beneficial. The students enjoyed coming to the school’s orientation day and sampling all the different things: ‘we were looking from behind a window’. They thought it might have been helpful to have seen some classes where ‘students weren’t doing as well, were struggling a bit’. They liked having the same team of teachers for 2 years, it was a good transition to adapt to the size of the school. They also liked the ‘office boy’ program, where they were teamed with a student from a different year: ‘it helped know where all the classrooms were’.
How well do your teachers know you?
‘Well enough to judge you’ was the first reply. Teachers know how individual students will react and what they are capable of, ‘what we are good at’. They will help and encourage the students and they know them all by name. They know something of their beliefs about themselves and may give more able students more challenging work: ‘They know our strengths and weaknesses.’ Some, but not all, teachers also know students’ habits of mind – for example, whether they are impulsive or reflective.
How do teachers support your learning?
Teachers will come to the students; they do not have to wait to show them that they are struggling. ‘They will sit next to you and show you the basics and once you understand give you more advanced things.’ They make the students ‘feel comfortable’, ‘they make it fun to study’. They encourage students to take the initiative, to have a go. They may show them an easier way. When explaining, the teachers may demonstrate and make it enjoyable and ‘not let you get to a point of frustration’. They don’t go too fast, and they will review the work and, if necessary, write it in a simpler language.
How has being taught by teams of teachers worked for you?
Students believed that the teams worked well. They know that their efforts and behaviours are compared both across and within subjects. Variations in classroom management appear to be discussed by the team of teachers: ‘Some don’t like to yell, so they leave the harder discipline to others.’ The student teams work well for students in social terms. If they have missed some information a friend will advise them: ‘they are beside you in a big school’. Some students may not be confident in their learning and may then misbehave, but the teaching team will know and sort it out.
Advice about starting high school
	If you can get reliable friends you will be less alone and will be a stronger force.
	Try to get involved in games and be kind to others who just want to hang out.
	Be yourself: the change is a good change, and you will have more options, so you will increase your knowledge.
	Primary teachers, help students get ready in Years 5 and 6.
	Be yourself and be prepared.
	Be confident with your friends, don’t be shy.
	Try your hardest in Year 7 so you are ready to go on.
	Make as many friends as possible.
	When you are older, remember how it was so that you can help the new Year 7s when they start.
	Be prepared for a big transition but don’t stress (Primary teachers, don’t scare your students).
	Teaching teams – try to be engaging, friendly, not too strict, let the students speak their minds, don’t overuse your power.
	Teachers, love what you do and put in the extra effort.
	Teachers, be more aware of how students behave around the classroom.

Advice to the school regarding the innovation
The senior students who assisted in designing and undertaking the inquiry came together with several of the teachers who were concerned about the innovation, with the school executive and the academic partners to discuss the outcomes. They believed that there was sufficient evidence in the responses of those young people in the middle years to continue and strengthen the program.



Reader reflection 5.5
These examples demonstrate the ways in which young people may be data sources and may indeed be participants in the inquiry processes and its outcomes. Do you see them to be examples of giving school students ‘a fair go’? What else might have been undertaken to have given them even greater agency?


A word of caution when reflecting on these studies. Just as an academic researcher is enjoined to follow ethical principles in their inquiries, it is also important that students as inquirers are familiarised with a range of ethical precepts.
Ethical considerations in participative inquiry by young people
The International Research Involving Children (ERIC) project (Graham, Powell, Taylor, Anderson & Fitzgerald, 2013) provides us with not only a series of ethical guidelines regarding participative research with young people, but also a series of international case studies in varying cultural, social and methodological contexts. The compendium reminds us that behaving ethically when inquiring with children and young people is more than a matter of being procedurally correct: it is a means of demonstrating concern and respect for the wellbeing of those who participate. They emphasise the importance of ‘non-maleficence’ – that is, the principle of avoiding harm or injury to young people through acts of commission or omission. This means being alert to what may happen to those who are included as well as those who have been excluded and consequently marginalised. These are issues that need to be managed throughout any kind of research involving children and young people. Importantly, they need to be made explicit when students in schools may be participating not only as respondents, but also as active inquirers. They need to be sensitive about whom they include and what are the consequences of their research activities.
In research with young people it is important that attention is paid to ethical symmetry, in particular in relation to providing informed consent. In practice, this could involve seeking students’ assent – agreement to participate – in addition to parental consent, and the use of research methods that provide options and choices about participation. In formal human research ethics procedures the right to withdraw from an activity is explicit; this should equally apply when students are conducting their own inquiries. They need also to be attentive to their actions, as well as their words as they engage in research activities (Dockett, Perry & Kearney, 2012).

Reader reflection 5.6
Recently when engaging with a team of students undertaking their own inquiries regarding student engagement in the middle years, the students were called to the library to take part in a university survey related to self esteem and well-being. Their permission was not sought to participate in the survey and several students, after scanning the many pages of questions, decided that they did not want to take part. Their consent had not been sought and they were not explicitly advised that they may discontinue. School staff supervising the survey believed that the students were unreasonable and did not have a right to withdraw. Were the students being given ‘a fair go’? How might you have handled a dilemma of this kind?


Conclusion
As these case studies suggest, and as it has been argued in this chapter, consulting young people in relation to their learning experiences in the middle years is a satisfying and informative means of developing appropriate pedagogies and curricula to meet their needs. Furthermore, giving them opportunities to engage in meaningful inquiry demonstrates respect for them as persons living in the moment, rather than as students to be controlled and managed by the school. It is giving them ‘a fair go’.
As other chapters in this book demonstrate, young people can be quite vulnerable as they make the transition from the nurturing environment of the primary school to the more demanding world of the secondary school. By consistently engaging them in processes that allow them to provide feedback and advice to their teachers and the school management there is a good chance that they will be more engaged and effortful and find ‘doing school’ a more rewarding experience.
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Chapter 6 Consulting young people in the middle years in New Zealand
Jenny  Poskitt
Ask us if we understand and talk to us, not at us. Don’t keep rushing through topics. We want to learn and we do when teachers listen to what we say, and believe we can learn …



These words, of a group of Year 10 Pasifika students in New Zealand, provide insights for teachers on the value of consulting and listening to students, especially those who are over-represented in national statistics for under-achievement and disengagement from school. Adolescent students are perceptive as to the personal qualities of teachers, interactions and learning processes they want in the classroom and what makes a difference for their learning.
This chapter on consulting young people in middle years of schooling in New Zealand begins with contextual background to The New Zealand Curriculum (Ministry of Education [MOE], 2007), and national philosophy of learning and teaching. There are concerning national statistics about increasing levels of middle year student disengagement from learning, manifested in truancy and exclusion rates, national monitoring and international testing data (MOE, 2013). Boys and students of Māori or Pacific descent are over-represented in under-achievement data. Yet there are teachers with whom these students perform well.

Reader reflection 6.1
Why do students perform well in some teachers’ classes but not in other classes? What might be happening in these different classrooms?


Along with international literature (e.g. Ruddock & Flutter, 2000; Shultz & Cook-Sather, 2001), New Zealand research (e.g. Amituanai-Toloa, McNaughton, Kuin Lai & Airini, 2009; Bishop, R. & Glynn, 1999; Bishop, P., 2008; Cox & Kennedy, 2008; Gibbs & Poskitt, 2010; McGee, Ward, Gibbons & Harlow, 2003) indicates that attention to student culture, school transitions, formative assessment systems, responsive pedagogical approaches, and – particularly – consulting students in the middle years, creates opportunities for exciting learning and increased student achievement. Indeed, programs such as Te Kotahitanga (Bishop, Berryman, Cavanagh & Teddy, 2007) transform teacher and student relationships, paving the way for increased school connectedness, growing self-efficacy and cognitive engagement.
Extracts of student voice from pertinent New Zealand research studies provide examples of, and principles for, pedagogical responsiveness to students in the middle years of schooling. Consulting young people has the potential to reinvigorate pedagogy and enhance translation of research theory into practice.
New Zealand policy and national context for middle years students
The New Zealand Curriculum (MOE, 2007) contains a vision for ‘young people who will be confident, connected, actively involved and lifelong learners’ (p. 7). Such a vision is underpinned by core values, key competencies (‘thinking; using language, symbols and texts; managing self; relating to others; participating and contributing’, p. 7), eight essential learning areas and several principles (‘high expectations, acknowledge principles of the Treaty of Waitangi, learning to learn, community engagement, coherence and future focus’, p. 9).
Of particular interest to this chapter is the focus on effective pedagogy in Years 7–10 (ages 11–14 years) within The New Zealand Curriculum. Encouragement is given to teachers to foster relevant and supportive learning opportunities, connections to prior and future learning, and to encourage reflective thought and shared learning amongst their peers; these sentiments are shared by students in a later section of this chapter. The need for a ‘responsive curriculum’ is stated, acknowledging the rapid physical and social development of this age group; they require positive relationships with adults, authentic learning contexts and interaction with the wider community.
Such a policy context bodes well for schooling success for adolescent students in New Zealand. Moreover, numerous research studies of the middle years have been funded by the New Zealand Ministry of Education and other agencies in order to optimise success for adolescents (e.g. Bishop, 2008; Cox & Kennedy, 2008; Gibbs & Poskitt, 2010). Yet there are worrying statistics with this age group, relating to school attendance and achievement.
School attendance
Analysis of national data on school attendance reveals a climbing absence rate in adolescence. Indeed:
students in higher year levels have a higher frequent truant rate, 2.3% for year 13 female students and 2.2% for year 13 male students, compared to 0.9% for year 1.
(MOE, 2013, p. 10)


Boys outnumber girls in absence rates in schooling Years 9 and 10. No data were available about retention rates or why the gender balance changes with respect to absence from Years 9 to 13.
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Figure 6.1: 2012 absence rates by gender and current year level (MOE, 2013, p. 10) 
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Figure 6.2: Frequent truant rates by ethnicity for Years 9 and 10 students (MOE, 2013, p.12) 
The rates of absence for Māori and Pasifika students were higher than the rates for non-Māori and non-Pasifika students (0.7% and 1.1% respectively).
These attendance rates signify a lack of engagement in learning which climbs steadily from Year 8. ‘Engagement’ encompasses three dimensions: behaviour, emotions and cognition (Gibbs & Poskitt, 2010). Students must be in attendance to learn at school. Emotional safety and volition to learn are more interactive dimensions, fluctuating in response to relationships with teachers, other students and the overall learning environment. The above figures indicate that some students are not willing to be present (absence of behavioural engagement), but what is known about the interest (emotion) and achievement level (cognitive engagement) of those students who are present? Emotion (interest) and achievement levels are explored below. A proxy measure for cognitive engagement is academic achievement.
Student achievement
Examination of National Standards data reveals further concerns for middle year students in New Zealand. The percentage of students in each year level who were achieving at or above National Standards in Reading, Writing and Mathematics in 2012 is shown in graphs below. Note the drop in Year 7 (about 10% in Reading, Writing and Mathematics compared with Year 6 data), and the small increases in Year 8 in each subject area. The more perturbing decreases occur in Mathematics and Writing.

Percentages of students achieving at or above National Standards drop significantly in Year 7 across the three areas. Potential contributing factors may be the increasing complexity of written texts for students, possibly more demanding concepts in the New Zealand Curriculum, teacher knowledge of literacy and mathematics skills (primary teachers are expected to teach across seven essential learning areas), and the recent introduction of National Standards, meaning that teachers are new to interpreting National Standards in relation to student achievement (however, the achievement trend is consistent across normed data such as e-asTTle). Even more disturbing is the achievement trends for students of Māori and Pacific descent.
Although it needs to be noted that National Standards data are based on overall teacher judgments, and that national consistency of judgments is somewhat problematic, the lower proportion of Māori and Pacific students achieving at or above the standard is a source of considerable concern system-wide.
This trend of achievement decline nation-wide for middle year student achievement is reinforced by Trends in International Mathematics and Science (TIMSS) data. See Table 6.1.

Table 6.1: TIMSS data trends in mathematics and science for New Zealand, 1995–2011

	Year	Mathematics	Science
	1995	19%	35%
	2003	26%	38%
	2007	26%	32%
	2011	23%	28%


Note: Percentage of students achieving in relation to the high international benchmark.
Source: Martin, Mullis, Foy & Stanco (2012); Mullis, Martin, Foy & Arora (2012).


These data (on grades 4 and 8 students) reveal a decline in Mathematics results amongst the highest achievers from 2003 to 2011 (but relatively stable results for intermediate and lower achievers – data not shown here); and a greater decline in Science results from 1995 to 2011.
Declining levels of school attendance and downward trends in achievement of students in the middle years signify a disjuncture between the real world of schools and the educational policy environment. While some of the possible factors are outside the scope of this chapter, such as curriculum requirements, resourcing and possibly teacher preparation and professional learning, the crux of the matter is the need to improve achievement results for middle year students. To provide insights it is necessary to seek students’ perspectives on their learning experiences in the middle years.
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Figure 6.3: (a) Percentage of students achieving at/above the National Standard in 2012, by year level for Reading (MOE, 2013) 
(b) Percentage of students achieving at/above the National Standard in 2012, by year level for Mathematics (MOE, 2013) 
(c) Percentage of students achieving at or above the National Standard in 2012, by year level for Writing (MOE, 2013) 
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Figure 6.4: Percentage of students achieving at or above the National Standards in 2012 by ethnicity (MOE, 2013) 
Student voices on being consulted
This section synthesises data from three of the author’s research projects with adolescent students (Gibbs & Poskitt, 2010; Poskitt, 2011; and one unpublished study). Two of the studies explored co-educational state, intermediate (Year 7 and 8) school student perspectives on how they would like teachers to teach (the ‘ideal teacher’) and what helped or hindered their learning. Students were from schools of differing socio-economic levels. The third study explored these ideas with secondary school students (Years 9–13) from a Pacific cultural lens; a dimension worthy of separate discussion in a subsequent section below.
Student views on ‘ideal teachers’
In group interviews, as part of an exploratory case study design, students were asked, ‘If I was a new teacher at this school, how would you like me to teach?’

Reader reflection 6.2
What response would you give to this question, as a student and as a teacher? How similar do you think teacher and student responses might be?


Their responses about ‘ideal teaching’ were analysed into four themes: foster student self-management, focus on ‘learning to learn’, cultivate amicable relationships with students, and encourage physically and cognitively active learning. Details of the interviews are presented first in tabular form (Table 6.2: Students’ views about ‘ideal teachers’), followed by discussion and synthesis in diagrammatic form (Figure 6.5: Middle school students’ views about ‘ideal teachers’).


Table 6.2: Students’ views about ‘ideal teachers’

	Themes	Examples of interview comments
	Foster student self-management/freedom of choice in learning		Help us to be self-managing and have learning freedom, but set deadlines for us to work within. (Yr 7, G3)
	Give us freedom in our learning – not set tasks, but choices in how we can present ideas we have learned. (Yr 8, B1)
	Make learning fun, like letting us plan our own topics. (Yr 7, B1)
	Let us use laptops and have freedom to plan our learning day (after you have guided us on daily planners). (Yr 8, B3; Yr 7, G8)


	Focus on ‘learning to learn’		Read a story to us before interval or lunch.  (Yr 8, B2)
	Let us make mistakes and trust us to ask for help when we make mistakes, (Yr 7, B3)
	Explain things in depth and check we understand. Keep one period a week free when we can ask questions or have discussions. (Yr 7, G2; Yr 7 G 9)
	Be fair – try to help us understand what we are learning. (Yr 7, G4)
	Do not do your own thing, help struggling kids  [to learn]. (Yr 7, G6)
	Act if kids are not doing something. (Yr 7, G8)
	Teach us skills to access material. (Yr 7, G10)
	Set up peer systems so we can ask questions, discuss ideas and learn with others as we need to. (Yr 7, G11)
	Let us arrange our own school day but still be the teacher. (Yr 7, G12)


	Cultivate amiable relationships with students		Use a nice voice when you tell us off, but don’t yell. (Yr 7, B4)
	Don’t be too nice – be moderate. Trust that we want to learn. (Yr 7, B 5)
	Be humorous – tell stories and funny jokes.  (Yr 7, G1, G7)
	Be fair and do not pick favourites. (Yr 7, G5)


	Encourage physically active learning (class games)		Have lots of class games at PE [physical education] like cricket, soccer, bull-rush, tag. (Yr 7, B2)
	Have active games in lessons where we can move around. (Yr 8, B9)
	Have swivel and moveable furniture. (Yr 8, G10)
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Figure 6.5: Middle school students’ views about ‘ideal teachers’ 
The four identified themes are discussed below.
Fostering student self-management and ‘learning to learn’
Underlying the themes of student self-management and ‘learning to learn’ was the interviewees’ desire for freedom to become self-determined (agentic) learners. They wanted autonomy (choices of: tasks, presentation, sequence of, and duration of learning) and opportunities to make mistakes, but the ability to seek help through teacher scaffolding (teacher imposed deadlines, daily planners, opportunities to ask questions) and monitoring (checking and questioning). These students wanted to learn how to learn. Active teaching was sought by students, meaning teachers facilitating students’ learning rather than teachers being aloof or ‘doing [their] own thing’. They valued teachers who recognised when students struggled and who intervened appropriately, helping students achieve in-depth understanding – rather than curriculum coverage.
Wanting to be treated as autonomous learners with teachers responding to their individuality was a strong theme in another study by the author. Students wanted to feel safe to ask questions. They preferred learning conversations with the teacher either individually or with only a few other peers present (‘safer’ than in large group situations where students may risk embarrassment by asking for help or clarification). Such opportunities for learning conversations were increased during times of individual or group tasks – not in whole class discussions. Students in that study appreciated clarity, precision and exemplars (models and examples of what the learning looks like and how to improve).
Once convinced about the purpose for learning (clarity on why they were learning a particular topic, concept or skill), students sought specific guidance and scaffolding from teachers on what they were learning (such as exemplars showing what the learning looked like, or specific instructions, descriptors or criteria unless the purpose was creativity or open-ended solutions), and particularly sought more help on how to learn – explicit teaching of learning strategies. Students reported finding it helpful to often work with a chosen peer/friend or small group – they then felt comfortable seeking advice, asking questions and problem-solving together (learning together about the ‘what and how’ of learning). However, they believed the composition of such pairings or groups needed to vary to expose students to different ideas and ways of working, and to challenge their learning. Teacher input and selection was valued if it occurred periodically, because student-selected topics or groupings were acknowledged to sometimes be based on taking an easy option, rather than a more challenging one.
Creating amicable relationships with students
Teachers who showed respect and interest in students by taking time to explain or demonstrate ideas in a different way, listening to and building on student ideas and not belittling or reprimanding them for not listening were appreciated and liked by students. Such teacher actions fostered a positive student–teacher relationship and enhanced the likelihood of students asking questions and revealing their misunderstandings or uncertainties about the learning. Having a say in what they learned (the topics) and how they learned (type of learning questions and tasks) not only enhanced the learning process for students but also resulted in more respectful and interested relationships between teacher and student.
Classroom climate is important for this age student. Students said they lost interest in learning when the teacher raised their voice, did not listen to them or appeared to treat students unfairly (such as punishments or detentions for no apparent reason). Furthermore, teachers who showed that they had a sense of humour and respected (or tolerated) adolescent humour created a more relaxed atmosphere in the classroom, which added to student perception of enjoyable learning.
Active (cognitive and physical) learning
Students expressed a desire to be more active (physically and intellectually) in their learning, disliking prolonged time listening to teachers talking and relatively passive tasks such as copying from the board. Students sought more physical activity within and between learning episodes (one student was keen to have swivel chairs in which she could move while listening to teachers, as well as ‘permission’ to fiddle and fidget). Interestingly, the students intimated that they listened more intently when they were free to ‘fiddle/doodle etc’ or to move from one learning task to another, than when they were required to sit still.
In summary, the main categories in Year 7 and 8 student views of the ideal teacher were: fostering student self-management, focusing on ‘learning to learn’, creating amicable relationships with students, and encouraging active physical and cognitive learning.
Helping or hindering student learning
Delving further into learning processes, the students were asked, ‘What helps you learn?’, and ‘What makes it harder to learn?’

Reader reflection 6.3
Think about your own learning as a child and as an adult. What factors helped you learn and what factors were present or absent when you struggled to learn? To what extent might the factors be dependent on personal preferences, or on student or teacher responsibility?


Interestingly, the presence of particular factors helped student learning and their absence hindered learning, in relation to the category of organisation for learning. Some hindrances, in terms of other student behaviour, could be ameliorated by the provision of choice. Details are in Table 6.3.
Table 6.3: Consulting students on what helps and what hinders learning

	What helps Year 7/8 students learn?	What makes it harder to learn?
	Organisation for learning
	Using laptops, especially when we can ask questions/answers of others in our class, school and other schools
	Sorting learning into ‘must do’ and ‘can do’
	Flexible timetable
	Searching on internet
	Self-managing so you are not wasting time waiting for the teacher or other kids
	Systems for booking time with teacher or groups of students to discuss topics
	Silent room
	Separate spaces for quiet discussion


Provision of choices (in self-management)
	Listening to background music of your choice
	Choosing where to sit
	Choice of silent room or interactive work in which to learn
	Choosing wherever to sit and by who you like


Nature of learning task
	Right balance of not too hard or too easy work
	Feeling of learning something new and useful
	Varying tasks and presentation of your learning


Teacher–student relationships
	Casual, friendly teachers who are interested in you
	Teachers who explain things clearly and precisely
	Teachers who treat people fairly – not keeping whole class in for the few who talk or play up

	Organisation for learning
	Not enough books or computers to refer to and wasting time waiting
	Assigning too much work with not enough time to complete it
	Going off task if there is not enough topics to do


Interaction/behaviour of students
	Being interrupted by other kids asking you questions or [for] help
	Too much noise
	People off-task and talking
	Not being able to move away from distractions





Three themes dominated student ideas on what helps and hinders their learning: efficient classroom organisation, provision of choice, and effective teacher–student relationships. Students’ prime concern for enhancement of learning was efficient classroom organisation for learning (with a preference for clear systems, sufficient classroom equipment or resources for efficient use of learning time, appropriate level of challenge in the quality and quantity of allocated tasks), provision of choices (location of learning, people to learn with, type of interaction, and some control over volume levels in the learning environment by selecting quieter spaces if necessary) and positive teacher–student interactions (friendly, fair, and with clear and precise instruction). However, freedom of choice had a detrimental effect when noise levels rose and other student movements or questioning interrupted and distracted student concentration. Where there was reduced attention to, or absence of, any of the three categories, learning was hindered. Students recognised people’s preferences for independent and interdependent learning opportunities and appreciated when they were given choices of where and with whom to work, particularly having choices of separate quiet and interactive spaces. This point may be important when internationally the move is towards more open spaces in learning environments.
Intermediate (Year 7 and 8) students from another study by the author who were observed learning in various curriculum areas and participated in group interviews, provided further insights into how efficient organisation impacted on their learning. These students considered factors related to lesson structure, learning activities and location. In terms of lesson structure, most students appreciated shorter chunks of time on particular activities, especially reducing time listening to teachers and class discussions (15 minutes seemed to be the maximum preferred, in contrast to researcher classroom observations where, in 75% classrooms observed, discussions often extended beyond 30 minutes). Students wanted varied activities (mixing up tasks such as writing, reading, constructing, computer-related tasks, discussion with peers, groups and whole class). Gifted students had a stronger preference, however, for sustained time on fewer tasks.

Reader reflection 6.4
Are listening to the teacher and having a class discussion quite different activities? Under what conditions do they relate to each other?


Most students sought greater inclusion of physical movement (legitimate reasons to move around the classroom, such as station activities). They indicated a preference for varying the location of learning within the classroom (desk, mat and different seating arrangements) and around the school and beyond the school. According to the students, having field trips made learning meaningful and relevant for them. They liked a sense of fun (variety and novelty) and adventure in their learning, and field trips added this dimension.
The second dominant theme in helping and hindering learning was interpersonal relationships – primarily with the teacher, but also with students – and bothersome student behaviours. They preferred teachers with whom it was easy to interact and engage about learning matters: to question and to seek task clarity, and students with whom they could ask questions and discuss their learning, but they were mindful of minimising disruptions for other students. Students indicated a preference for interacting online so that disruptions could be inaudible and responded to by those working on the same tasks.
Finally, students realised the importance of the nature of the learning task, in terms of: optimal challenge in learning new concepts or skills (‘right balance of not too hard or too easy’), worthwhile new learning, and opportunities to demonstrate, transfer or apply new learning in varied ways.
Cultural perspectives
In another unpublished research study conducted by the author, Pacific Island students were interviewed about their views on ideal teachers and how to help their learning. Fundamental to all learning for Pacific Island students was respect for who they were and the cultural values they represented. They expressed a need for the school to celebrate their language and culture, such as in their school:
‘We get to experience different culture and life experiences through music, dancing, speech, and sports with the Poly [Polynesian] club and that.’


Students were eager to share with teachers some of their language and cultural symbolism. They wanted to do project work on their own culture. Teachers who pronounced their names correctly and were interested in their culture gained greater respect. The second greatest concern of these students was for teachers to believe they could learn and achieve well. The following brief interview extracts convey the students’ sentiments:
‘Having respect for teachers helps us come to class, where they listen to what we say and believe we can learn …’
‘Ask us if we understand – talk to, rather than at, us. Encourage us by giving us specific feedback and showing us how to learn and what to do where we do not understand.’
‘Teachers need to spend more time on topics. If they checked that we understood ideas first and helped clarify our misunderstandings before jumping to another topic it would help our learning.’
‘Let us learn in groups so we do not feel singled out. Our culture is about the group, family, not the individual.’


In summary, students wanted all of the cultures represented at their school to be respected and included. They were willing to respect teachers, but they expected teachers to also show respect to them by taking an interest in them, listening and talking with them, and caring about their learning. The most important thing to Pasifika students was for teachers to take an interest in them as people, to believe they could learn and help them understand their learning.
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Figure 6.6: Fostering learning 
New Zealand research literature with middle years students
The influence of peers, school transition and cultural factors all increase as student identity develops in the middle years. Consideration is given in the next sections to the effects of interests, school transition and cultural responsiveness on educational attainment.
Impact of interests and life outside of school
Wylie and Hipkins (2006), in their study investigating the development of independence and competency by age 14, explored five dimensions with young people: their use of leisure time, relations with peers, interactions with parents, values and events in their lives and engagement in school and learning. In terms of leisure time, they found four clusters of young people: sports players (34%), ‘all rounders’ (interests in reading, arts and sports) (28%), electronic games or no strong interests (24%) and those with creative interests (13%). Although there were gender differences, with males tending to spend more time on computer games, sport and television, and females more likely to spend time reading, involved with the arts or social communication, the main leisure activity of young people was television viewing, closely followed by time spent in the company of others (peers). Young people who said they engaged in electronic games, watching television or had no strong interests were more likely to be showing signs of lower competency and less engagement with school than the other clusters of students; this result was validated in a study by Cox and Kennedy (2008).
An interesting indicator for learning engagement emerged – that of enjoyment of reading (Wylie & Hipkins, 2006). Those students who reported higher levels of enjoyment of reading tended to have higher levels of learning engagement than students who spent prolonged time viewing television or playing electronic games.

Reader reflection 6.5
What difference might there be between students who prefer to read electronically compared with those who read paper copies? How might the content and depth of what they read differ? How could you find out?


Although about two-thirds of the students in the Wylie and Hipkins (2006) study reported enjoying learning and liking their teachers, compared with the reports at age 12, these 14-year-olds reported higher levels of boredom and under-performing due to reduced effort. Under-performing students ‘tended to be more passive than actively disruptive in class’, according to Wylie and Hipkins (2006, p. 111). These disengaged students  were more likely to have experienced both social and economic pressures outside school, and to have limited areas of interest beyond school in which they could receive recognition. In contrast, students who experienced support from family and friends as well as positively challenging experiences outside school were more engaged in school.
Impact of school transition on school interest and attainment
McGee, Ward, Gibbon and Harlow (2003) investigated a diverse group of New Zealand students’ experiences of transition to secondary school over an 18-month period from their last term of Year 8 until early into Year 10. These students reported greater disengagement and more negativity towards subjects when they perceived minimal relevance or interest in the content, when they had to cope with work at inappropriate levels of difficulty, and in classrooms where students were noisy, disrespectful or disruptive (this echoes our earlier discussion of organisation for learning). Although the majority of participating students began secondary school with positive attitudes towards school and learning, there was a general decline into Year 10 (see also Cox & Kennedy, 2008).
Such a decline raises questions about the match between student learning needs and the realities of the learning opportunities students encounter. Durling, Ng and Bishop (2010) discovered that teachers of Years 7 and 8 students were ‘less likely than their Years 9 and 10 counterparts to have completed tertiary level qualifications’ (p. 4) in the subjects they were teaching. Although self-reported teacher confidence varied across year levels and subject areas, teachers in Years 9 and 10, particularly those teachers with more years of teaching experience, were more likely to report higher levels of confidence in teaching middle year students:
Students who were engaged in school and absorbed in learning were likely to be in positive learning environments – where there is good feedback, relevant teaching, challenging work, and a focus on learning at the students’ pace.
(Wylie & Hipkins, 2006, p. 111)


Thus, higher levels of tertiary study completion and years of teaching experience result in increased likelihood of more confident teachers and teachers with deeper content knowledge of the subjects they teach, a wider repertoire of pedagogical approaches, and a deeper understanding of the developmental and knowledge needs of middle year students.
Impact of culturally responsive programs:  For Māori students
Success for Māori students is a responsibility for individual teachers and at system level in New Zealand. A study by Macfarlane, Glynn, Cavanagh and Bateman (2007) provided some particularly poignant insights and practical strategies for schools. At the heart of their work is Macfarlane’s ‘educational wheel’, which incorporates five concepts (pp. 67–68):
1. Whanaungatanga (the fundamental importance of relationships). Developed through acknowledging mutual kinships and commonalities such as locality and interests.
2. Rangatiratanga (self-determination). Teachers developing effective competencies and confidence in order to build the mana (self-respect) of their students, so that they can acquire the skills and knowledge to have choices to set their own pathway for success in life.
3. Manaakitanga (ethos of care). A classroom and school climate of reciprocal respect, kindness and concern for one another.
4. Kotahitanga (unity and bonding). Having established ongoing person-to-person relationships, building a classroom climate of unity and inclusiveness. Examples include class (cf. individual) awards, and growing understanding of reciprocal rights and responsibilities. In times of wrong-doing, teachers aim to ‘make amends and restore calm’ (p. 67) rather than punish.
5. Pumanawatanga (a beating heart). This relates to the notion of wholeness, the need to ‘pump life into all of the concepts’ (p. 67) and demonstrate integrity of beliefs and actions.

Effective teachers of Māori students establish classroom climates exhibiting their understanding of the underpinning ‘educational wheel’ of aroha: compassion, empathy, responsiveness and concern. Furthermore, they understand the importance of wholeness, of the integrated nature of body, mind, spirit and family to Māori students. An understanding of wholeness might be manifested in collective responsibility for understanding and overcoming challenging behaviours, but more in the need to collectively celebrate and honour successes, thus including whanau (family) in times of accomplishment. Appreciating that language and culture are core components of a person’s identity and sense of self-worth, so effective teachers will strive to learn and incorporate Māoritanga in their classroom programs. Teachers learn these elements by ‘listening to voices of Māori students’ (Macfarlane et al., 2007, p. 84). Effective teachers in these classrooms enable their Māori students to enact their cultural values of offering hospitality, and honouring and growing relationships and community in the classroom, school and wider society.

Reader reflection 6.6
In the busy schedule of schools, how might teachers find time and space to truly listen to students? What difference might teacher listening make to student engagement and enjoyment of learning? How could you find out?


Impact of culturally responsive programs: For Pasifika students
There is a sizeable Pacific Island student population in New Zealand schools, some of whom are recent arrivals; others are New Zealand-born. Many of these students are bilingual, predominantly speaking their language of origin at home and English at school. At times language and cultural experience create challenges for students and the schools, particularly as these students come from numerous Pacific Islands, many of which have their own language and cultural traditions. It is not a case of one size fits all. Although there are some Pasifika students who achieve at very high levels, in the national student achievement statistics Pasifika students, particularly boys, are more likely to be in the lower quartiles. To this end, the Ministry of Education has funded projects and educational initiatives to investigate what might be done differently to enhance the learning and achievement of Pasifika students.
Analysis of data across the two focus clusters and six case study schools, in a study by Amituanai-Toloa, McNaugton, Kuin Lai and Airini (2009), revealed a number of factors common to schools that were effective for Pasifika students. These schools developed strong connections between the school and their student communities, adapted curriculum to meet the language and cultural needs of the students (e.g. incorporated important cultural events and some Pasifika vocabulary into the school curriculum), and sought the views of parents and students. Students in the study required ‘clearer instruction and more challenging academic work’ and parents wanted ‘more explicit and differentiated information on how they can support their children and had views they could contribute to schools’ thinking about effective instruction’ (Amituanai-Toloa et al., 2009, p. 4). In essence, attention was given to: building relationships in which respect and empathy were fostered, using pedagogical strategies that challenged students, engaging in collective inquiry approaches, communicating in multiple ways between school and the Pasifika communities (including church and sport associations) and encouraging two-way communication, and responsiveness to cultural values and ways of life. Of particular importance was the ‘need for teachers to provide a strong supportive base enabling the students to take risks and be critically engaged’ (Amituanai-Toloa et al., 2009, p. 4).
Conclusion
Consulting middle years students and their communities is vital if we are to better meet their developmental and learning needs, particularly for students whose culture of origin differs from the dominant culture. Despite New Zealand and international literature on positive factors influencing adolescent learning, there seem to be classrooms and schools where these factors are missing. Data presented in this chapter reminds us of the continual need to consult young people and respond to their need for connectedness with the teacher, other students and their wider lives outside school, and adjusting the pace, content and context for learning accordingly. Deepening teacher knowledge of the curriculum, formative assessment and active or inquiring pedagogical approaches, alongside better understanding of the developmental aspects of teaching adolescents, may bridge the current gap between theory and practical realities of middle year learning experiences (Bishop, P., 2008). Paying attention to classroom organisation, and empowering students in self-management of, and responsibility for, their learning may change attitudes towards school learning, and levels of achievement. Finally, in the words of a middle year student:
‘Listen and get to know us, make learning fun, challenging and relevant to our lives. Respect us and we will respect you, so together we will learn.’
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Chapter 7 High possibility classrooms in the middle years: A model for reform
Jane  Hunter

Almost two decades ago Maxine Greene (1997), philosopher and professor emerita, wrote about Teaching as Possibility: A Light in Dark Times:
Teaching is a matter of awakening and empowering today’s young people to name, to reflect, to imagine and to act with more concrete responsibility in an increasingly multifarious world … the light may be uncertain and flickering; but teachers in their lives and works have the remarkable capacity to make it shine in all sorts or corners and, perhaps, to move newcomers to join others and transform.
(p. 3)


The ideas of ‘an uncertain and flickering light’ and teachers’ ‘remarkable capacity to make lights shine in all sorts of corners … to join others and transform’ seem highly relevant for changing education contexts in schools in Australia and across the globe.
How do teachers focus on what matters in learning when what they do in classrooms is constantly questioned and all too often not understood by policy-makers, the media and those who seek to peddle deficit education agendas? In this chapter I argue that in the middle years of schooling engagement in learning will continue to decline for many students unless teachers, school principals and education systems activate pedagogical approaches such as the High Possibilities Classrooms (HPC) model, where the focus is firmly on effective technology integration practices and processes that drive classroom learning.1
I am not suggesting ‘tech for tech’s sake’, but I am proposing giving young people an education that equips them for the future and one that is not bound by narrow testing regimes, few curriculum options and lock-step instructional practices (Darling-Hammond, 2010; Luke, 2014; Ravitch, 2013; Sahlberg, 2014; Zhao, 2012). Better education cannot be more of the same; the focus of learning must continue to move beyond the individual and the cognitive to incorporate lifelong learning, disciplined learning and possibility learning, including playfulness and shared imagination. The interplay among these elements is crucial. On reflection, what many adults may call using technology, children and young people may describe simply as living. Technology is not mysterious or magic, but is integrated into their lives, and is more like ‘prostheses than gadgets’ (McWilliam in Craft, 2011b, p. xxii).
The HPC model is a pedagogical framework of technology integration developed from research (Hunter, 2014a); it presents a group of exemplary teachers’ knowledge of technology integration that I am deeming examples of Action Knowledge (Hunter, 2014a). The teachers’ knowledge was developed around five ‘conceptions’: theory, creativity, public learning, life preparation and contextual accommodations. Within each of these conceptions are multiple styles of teaching practices and student learning processes that align with what young people require for their socially lived futures. The case study in this chapter demonstrates how Peter, a middle years teacher in a larger group of teachers in a professional development research study at an Australian primary school, used the HPC model to teach a Social Sciences unit of work.2
The research revealed that Peter focused on all five conceptions of technology integration from the HPC model but primarily on creativity, life preparation, public learning and contextual accommodations. The theory conception was less evident in this context. Technology integration became a powerful force to prepare students for their lives beyond school through the way he encouraged experimentation and risk-taking with various software applications and mobile devices. Students’ collective learning experiences fostered curiosity in new technologies and thinking about future career options in STEM (Science, Technology, Engineering and Mathematics). Technology integration ‘operationalised the real world’ for students and gave them ‘a voice’ to express their ideas whilst at the same time developing their sense of ownership and responsibility (Hunter, 2013). More importantly, it revealed how well technology integration could drive their sense of creativity and what content mattered to them (Craft, 2011a; John & Wheeler, 2008; McWilliam & Taylor, 2012). Peter had active support from his principal and a highly visible parent community who engaged with the class’s technology program through weekly online news reports and enthusiastic endorsement of a site visit to an innovative technology lab at a local university.

Reader reflection 7.1
Take a look at an example of technology integration in a middle year’s classroom you know; how has it amplified the students’ learning?


Research design
Central to the research design in the study was the group of teachers who volunteered to participate after the HPC professional development workshop was conducted. It was important for all teachers at the school to hear about and gain some understanding of the HPC model prior to involving themselves in the research. The study required teachers to integrate technology in a unit of work that focused on the some or all of the HPC conceptions.
Four teachers volunteered to take part; only one taught in the middle years. Findings from analysis in the other teachers’ classrooms will form a later collective case study of the school. Each teacher was observed over a week, and interviews were conducted at the conclusion of the teaching period, including focus groups with students in the teachers’ classes. Field notes and documents used to prepare lessons were analysed and all data was managed using NVivo 9 qualitative software. Open codes from the original study (Hunter, 2013) were used for first level nodes; no dominant new themes emerged. Cross-case analysis with the group of teachers was conducted and used prepared interim case summaries; that data is not reported here. All transcribed accounts of interviews were member-checked by participants.
Data from the research forms the single case study presented in this chapter. Exploration of phenomena is one of the underlying purposes for conducting qualitative research. The case study approach invites intensive examination of participants and provides a foundation upon which description, induction and interpretation can be laid in light of their perceptions and experiences (see Wolcott, 1992, p. 36).
The main research question that underpinned the study is: What HPC conceptions and themes dominate classroom learning when teachers integrate technology? Within that question there were two sub-questions:
	What HPC conceptions are more common in mainstream teachers’ practices?
	How might the HPC model of technology integration be strengthened in light of mainstream teachers’ actions?

The study met the ethical and informed consent requirements of the University of Western Sydney and was approved by the University of Western Sydney Human Ethics Research Committee. The study was also approved by the State Education Research Approvals Process, as it took place in NSW DEC schools.
Background to the case study
The case study Big learning for the future adds validity to the HPC model for technology integration by presenting research from a mainstream teacher’s classroom. Unlike the teachers in the original study, who were a ‘purposive sample of exemplary teachers’ (Hunter, 2013), no specific selection criteria other than Peter’s participation in the HPC professional development workshop informed his involvement in the research. After the workshop Peter volunteered to join the study. The case study featured in this chapter joins a collection of case studies of contemporary practice in technology integration in school classrooms (Hunter, forthcoming 2015; Hunter, 2014a; Hunter, 2014b) and responds to persistent calls for more work in the field (Ertmer, Ottenbreit-Leftwich & York, 2006; Finger et al., 2007; Jordan & Dinh, 2012; Schrum, 2011). Before proceeding to the case study in full, it is important to unpack some key terms from the title: Big learning for the future.
What is ‘big learning’?
The term ‘big learning’ refers to a combination of three visions for schooling: the first stems from a view of lifelong learning in futures literature (Jukes et al., 2010; Facer, 2011) and fits closely with the HPC conception of life preparation; the second vision focuses on the importance of disciplined learning (Gardner, 2008; Richardson, 2012) and making learning public in the HPC model; and the third is about possibilities, including creativity, playfulness and shared imagination, which are all present in the creativity conception in the HPC model (Craft, 2011b; Thomas & Seely Brown, 2011). ‘Big learning’ is also borrowed from ideas of ‘big data’ in education (Ocumpaugh et al., 2014) and ‘super diversity’ in communities (Vertovec, 2007), meaning a level and kind of complexity surpassing anything previously experienced.
Describing how young people must equip themselves with an education for increasingly complex futures, the Big learning study involves frequent opportunities to engage with technology for lifelong learning. In defining roles for teachers, emphasis is given to making the transition from teaching students to learning with students – and possibly learning from students (Jukes et al., 2010; Hunter, 2014a). This suggests that schools’ essential purpose must be one of learning organisation, where teacher learning makes the organisation stronger, and keeps it relevant. This notion has implications for broader education landscapes beyond school.
It is also proposed here that these new education landscapes will comprise professional educators who work in schools and universities, community and folk educators who share expertise and work in local communities, employers who seek to enhance their employees’ contributions to their businesses by generating new research and knowledge, and ‘freelance’ professional educators who provide content, give lectures, tutor and educate the community (Facer, 2011). It is very important to be able to reimagine and rethink schooling, rather than proclaim its impending doom or put constraints on what future education sites must look like.

Reader reflection 7.2
Have you observed instances of ‘big learning’ in schools? Describe them.


It is implicit in the notion that students will construct their own education pathways using technology from a range of education providers, and ‘resources’ that are spaces where expert knowledge in the disciplines is located. Disciplines constitute a way of thinking about the world that is different from a school’s focus on subject-matter, which can be limited to facts, figures and formula (Gardner, 2008; Mishra et al., 2013). For example, in the Social Sciences, study would be concerned with society and the relationships among individuals within a society; it includes anthropology, economics, political science, psychology and sociology. Another way to think about the idea of a discipline is for teachers to become ‘master learners’ – like Peter in the case study, who has high-level content expertise and learns and creates alongside his students (Richardson, 2012).

Reader reflection 7.3
Describe how a teacher’s content knowledge is an important element in their pedagogical practices in the middle years.


Other beliefs important in ‘big learning’ are possibilities and playfulness (Craft, 2011a) and how they connect to shared imagination (Thomas & Seeley-Brown, 2011). Possibilities arose from qualitative work conducted by researchers in six universities in the UK with children and young people aged 3–18 years: it examined teachers’ pedagogical strategies in various education settings (Craft, 2011a). The research demonstrated that when teachers gave students time and space to develop their ideas, they could reach their own conclusions. ‘Possibility thinking’ arose from the work and crossed over into agency for young people, as it questioned how far teachers are prepared to balance their authority with the more self-directed agency for students that engaging with technology demands (Craft, 2011b, p. 43). Furthermore, playfulness stems from the curiosity that children have for ‘deep-level learning’. This harnesses imagination, creativity, intuition, self-management, social competence, physical exploration and communication skills (Craft, 2011a).

Reader reflection 7.4
Many young people say that they want their learning to be fun. Why is this and how can ‘playfulness’ contribute to deeper student engagement?


The case study: Big learning for the future
This case study presents details of the school site, the HPC workshop, Peter’s professional background, his classroom, and his perceptions and practices of technology integration using the HPC model. It details the innovative t-excursion experience. The case study concludes with the principal’s plans for future technology integration at the school, and the role of evidence-based models like HPC in teacher professional development.
The school
Auvion South Primary School (ASPS) is in the centre of a large Australian city in New South Wales; the school is extremely popular with middle-class parents who enrol their children well before they are of school age. The area is rich in history and is known for its beautiful homes, historic buildings and wide tree-lined streets. In recent times the school has seen a dramatic increase in children starting Kindergarten with significant speech delay; the school principal speculates:
There is less conversation with parents these days, and very young children are interacting more and more with technology, the parents are doing the pass ’n play thing: instead of sitting at the doctor’s surgery or in a café talking to your 4-year-old they are passing over an iPad and self-entertaining.


This issue is not as much a concern for Peter, whose students are well beyond the beginning stages of schooling.3
More than 420 students attend ASPS; the school prides itself on offering a diverse education program and challenging learning experiences where students are encouraged to develop independent learning skills and to accept responsibility and direction for their own learning.
The HPC workshop
The HPC workshop was a ‘one-off event’. It is not the kind of professional development this researcher usually endorses. It was justified on the grounds that teachers at the school had experienced other technology-focused professional learning in recent times.
The HPC workshop was a ‘taste test’ to judge teacher interest in embracing a pedagogically driven technology integration model. This approach to professional development was taken on the understanding that data gathering in the classroom would proceed only if teachers believed they were clear about what the HPC conceptions and themes are.
The two-hour workshop is endorsed by the state education regulator, NSW BOSTES (NSW Board of Studies, Teaching and Educational Standards). Each teacher who completes the workshop receives accreditation towards their annual professional development requirements together with a certificate of participation; it involves afternoon tea followed by a presentation facilitated by the author.
Each HPC workshop includes an explanation of how exemplary teachers conceptualised their knowledge of technology integration from the original study (Hunter, 2013). A segment of the workshop involves viewing a number of work samples produced by students from those teachers’ classrooms. Teachers also receive a comprehensive HPC handbook that summarises key theoretical technology integration models, including TPACK (Mishra & Koehler, 2006) and SAMR (Puentedura, 2006). It details the five HPC conceptions (see Figure 7.1) and 22 underpinning themes of pedagogical processes and student learning processes (see Table 7.1).4 Each theme in a conception is listed in the handbook with an explanation of how it features in practice.


[image: ]
Figure 7.1: High possibility classrooms (or the HPC model) 
Table 7.1: Conceptions and themes in the HPC detailing pedagogical strategies and student learning processes

	Theory-driven technology practice	Creativity for learning through technology	Public learning through technology	Life preparation using technology	Contextual accommodations using technology
	Technology drives construction of learning	Technology boosts creativity	Technology scaffolds performance	Technology operationalises the real world	Technology remains personal and professional
	Technology enhances purposeful teaching	Technology creates opportunities for production	Technology enhances outcomes	Technology gives voice	Technology changes time
	Technology focuses planning	Technology unleashes playful moments		Technology means ownership and possibility	Technology nurtures community
	Technology enriches subject matter	Technology supports values		Technology reveals effectiveness	Technology defines the game
	Technology promotes reflective learning	Technology differentiates learning			
	Technology shifts conversation and thinking				
	Technology engages students in authentic ways				



During the workshop participating teachers work through the handbook in groups or in pairs and discuss the HPC conceptions and ask questions; it concludes with Sir Ken Robinson’s popular 2013 video clip, ‘How to escape education’s death valley’.5 The TED clip is an inspirational account of the ‘seeds of possibility ready to bloom’ in school education.

Reader reflection 7.5
Watch the Sir Ken Robinson clip and use it as the basis for professional conversations with colleagues at a staff meeting or professional development session.


Evaluations of the HPC workshop were carried out by the participants and collected by the principal. These findings are being used to strengthen future HPC workshops. Notably, the four teachers who volunteered for the research, including Peter, did so because they believed they were already implementing many of the HPC conceptions in their teaching and the model fitted with their vision of technology integration in learning.
The teacher
Peter was an elite athlete prior to commencing his teaching career. He began teaching in schools after completing an Education degree and a Masters degree in Linguistics. Fluent in Japanese, Peter taught students ranging in age from 2–82 years old at 46 schools in Japan, for more than 10 years. He believes this language work in Japanese schools strengthened his skills in teaching English.
Two years ago, Peter commenced teaching at ASPS. He likes teaching at the school and takes responsibility for many extra-curricular activities, including sport and leadership of the weekly online school newsletter. He regards himself as a ‘savvy user’ of technology who wants to learn more and often likes to experiment with new apps and computer hardware at home.
The classroom
The class of 28 is a heterogeneous grouping of students, with many stating that they have good access to a range of technology devices at home. Used to working in small groups, and on individual projects when required, the students sit in table groups giving proximity to the interactive whiteboard and four desktop computers. iPads and digital cameras are loaned from the school library for use in the classroom on a regular basis. Access to wifi in the classroom is intermittent, which makes working with technology quite frustrating at times.
Observations in Peter’s classroom focused on: the students’ Japan project, the work he was doing with the small team of middle year journalists who produced the weekly online newsletter, and the whole class t-excursion to a technology innovation lab at a local university.
Students used a project-based approach for the Japan study guided by a focus question. Japan was the country of choice for the study because Peter’s content knowledge of the topic is significant. He expresses the choice of country this way:
Yes, I lived there for many years. I can pass on what I know to what the students are learning. It is all part of my belief that it’s important to know your subject, [and] this topic is a key part of what middle years students need to know in depth in the Social Studies syllabus.


Students directed their research on Japan towards investigations of cultural, linguistic, historical and geographical features.
Perceptions and practices in technology  integration
Peter’s technology integration practices are driven by all five conceptions in the HPC model; his practice relies heavily on life preparation, public learning, creativity and contextual accommodations, and less on theory. Within each conception there is clear determination to use the HPC model to scaffold teaching plans. When asked about this Peter says:
It is great to have a model for tech that I can use to think about my teaching focus and the approach that might work best for my students.


In the classroom, the conception of life preparation rests on the way technology ‘operationalised the real world’ for Peter’s students. It was highly effective, and it also picked up particular values he holds:
I am preparing them for what lies ahead, to succeed in an academic way, in a technology way and also in terms of relationships. This was most evident in a recent video conference we did with another school. It was all about Japan … I also used this experience to discuss maturity, behaviour and personal action too. Integration of technology gives students ‘a voice’ to express what they are learning, and this includes teaching them about ownership and responsibility.


One student in a focus group confirms Peter’s intention:
It’s really great because we have some guidance but then we can independently learn more and that will be good for high school and later on when we leave school.


Peter encouraged his students to mentor staff at the school and to teach them how to use various apps and software programs. Use of and exposure to various technology tools are highly effective in Peter’s classroom. He pushes students to enter external video-making competitions, and in one recent case, a student in the class won an international film award:
They become confident … their self-esteem increases … it’s about stimulating ideas and you have the opportunity to do that with technology; so much so that they just want to keep on going, both in and out of school. You have to let them go.


When asked about technology not limiting learning, one student states:
It is more about becoming really good at how to use it. Mr X teaches us, he questions us, he lets us make mistakes and then we like to practise it all at home.


The HPC conception of public learning was apparent in the final class presentations on Japan; each student did individual research and presented their findings in a dynamic way to their peers. Peter elaborates:
Technology integration means students can use different apps and software to show their learning in an engaging and imaginative way. They like to show their learning to an audience beyond me.


Making learning public also underpinned his instruction of the team that produces the school’s weekly online newsletter:
I set up a skilled group of middle years journalists to do research, gather news material from all classes and present the school’s stories through films and edited footage on our website. Skills they learn here add to what they are doing in the classroom.


Students in the newsletter team see their video and film production work online and it clearly improves over the course of the term. One team member, when questioned about how it changed her motivation for learning, stated: ‘The newsletter is the best project I have ever done at school … I want to be a film maker.’
Peter’s ideas and actions in technology integration for the online newsletter align with the HPC conceptions of contextual accommodations and the themes of the personal and the professional, including community and time. In terms of the game of education Peter spoke about his expectations of teachers – if they attempt to integrate technology in learning, all levels of access must be well supported within the school: ‘My principal likes technology, she knows its role in learning and she will find the funds to purchase what we need.’
Technology integration has a defined role in nurturing the school community at ASPS through dissemination of information online on a regular basis about what students in classrooms are learning. Peter added:
It flows really well having school news on our website … we get about 1400 hits a week now so that opens up our school … to grandparents, when kids are on holidays, or travelling overseas … it’s been really well received. It forges partnerships with parents – they get a view into their child’s classroom.


The newsletter also supports the HPC conception of creativity when Peter encourages students to ‘let themselves go’ and ‘try different apps and software to show their learning’. He continued:
Access to technology boosts opportunities to work in an original way, to be curious. Students can experiment and shape how they want to produce their work for everyone to see.


When asked, students also expressed the creative intent of the tasks they perform, and one offered:
I have tried so many different ways to use Notebook in this class. It’s risky and it doesn’t always work, but it gives you so many good options.


Technology also plays a critical role in differentiation by facilitating autonomous data gathering on students’ areas of interest within broader subject areas. In Peter’s classroom the conception of theory is not as pronounced as the other HPC conceptions; however it still drives construction of the learning environment, purposeful teaching, subject matter, shifts in conversation and thinking, reflective learning and what it means to engage students in authentic ways. He expresses this action as:
You have to make learning student-centred. The Japan project gives students opportunities to really find about different aspects of the country and listen and ask questions about what other people discovered.



Reader reflection 7.6
Can you detect conceptions and themes in the HPC model in your own technology integration actions? Explain.


The t-excursion experience
This event was a field trip organised by the author designed to follow up Peter’s interest in wanting to expose his students to inspirational and cutting-edge work in the technology field. The field trip featured innovative work conducted by academics and researchers in Augmented Reality (AR) and other technologies at a local university.6 Its purpose was to show middle years students how experimental technologies can push what is known in subjects like computer science and engineering. A further aim was to broaden and encourage the ongoing study of Science, Technology, Engineering and Mathematics (STEM) as these students progress through school. When asked to write about whether or not the t-excursion experience made them ‘more curious about technology’, the following comments were made:
I’d like to know more about how a 3D printer works – the solar car … everything!
It’s about what else is out there that it may be possible to create.
You can make different software, better games and interesting products. Wow!


From the principal’s perspective the day was ‘engaging, fast paced, interactive and the background stories of how and why from the academics presenting each experience were inspiring’. And, from Peter’s perspective: ‘The day really got students extending on what they already know and delving into the unknown with new study and career options firmly planted in their heads.’
The t-excursion demonstrated not only the power of site visits for middle years students but how this kind of activity fosters creative ideas and curiosity in young people. There were opportunities to ‘play with technology’ alongside experts at the lab, including being able to use personal devices for trials and small group collaborations. Students saw first-hand experimentation by computer scientists and engineers and what that can lead to from a scientific point of view. Due to the study’s time constraints it was not possible to follow up the t-excursion impact beyond the day but Peter assured the author that it was a topic of conversation for many weeks in the classroom.

Reader reflection 7.7
How does your school link to experts in the field beyond the classroom? Share.


Plans for future technology and the value of evidence-based models in teacher professional development
In conducting this study of the HPC model at ASPS it was important to involve the principal, Sally, and to find out how she envisioned HPC, and what it offered in terms of possible changes in technology integration practices. Interviews with her focused on leadership and how further technology integration at the school might unfold.
Sally has a long history of technology-directed work in government schools in Australia. In addition to her expressed concerns about children’s early speech development being affected by ‘too much tech’ prior to coming to school, she wants:
Greater opportunities for students at school to be familiar with different platforms, different devices: for example, while iPads are fantastic, they probably have more of a place in K–2. I agree with teaching simple programming in primary schools, but it is robotics that offers opportunities to solve really interesting problems. We need to go there.


School leaders like Sally encourage and recognise the role of evidence-based models such as those of HPC in supporting teachers to continue their professional development and risk-taking with technology integration. When asked whether she considers HPC a possible model for reform for teaching in the middle years she said:
It’s a good model – it’s useful for lesson plans and programming in those years and it should be mapped to the professional teaching standards, as it works on a practical level for teachers. Seeing what exemplary teachers did in your original study was instructive, as it gave all teachers at our school something to aim for in their daily practice.


Students in the final years of primary education like those in Peter’s middle years classroom need to move to the next education stage with a sense of excitement and curiosity about what lies ahead, and at ASPS they appear to do so.

Reader reflection 7.8
Does a model of technology integration like HPC involve a degree of risk-taking? For teachers? For school leaders? Why/why not?


Conclusion
Teaching students well in the middle years of schooling is critical. The case study Big learning for the future inspires ideas for how to do that work. Teachers such as Peter convey a sense of inspiration because of how he enacts what matters in learning for young people. HPC is a pedagogical model of teachers’ Action Knowledge driven by technology integration. It includes many ideas about how it might be possible to reverse the ‘middle years dip’ that many students experience at that central point in schooling (ARACY, 2011).
Schools that have opportunities to work alongside education researchers and academic partners using evidence-based models open up possibilities for extending teachers’ professional skills and reflexive abilities, just as teachers who teach topics in the Social Sciences and draw on personal knowledge and their own expert subject-matter knowledge make learning more interesting for students. Approaches that use exploration and experimentation develop middle years students’ creativity and entrepreneurship, and contradict policy moves in education jurisdictions that focus only on the pursuit of ever-higher test scores. The case study suggests ways to prevent further regression to models of standardisation and conformity. Instead, all schools ‘must give students freedom to think, invent and differ from what is termed bureaucratically devised norms’ (Zhao, 2012, p. 42). Arguments for how such goals might be possible are made in Big learning for the future.
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Notes
1. Like Mishra and Koehler (2006), I use the term ‘technology’ in this book in preference to ‘information and communication technology’ (ICT). I regard the broader term used by them as highly useful, as it refers to tools created by human knowledge of how to combine resources to produce desired products, to solve problems, fulfill needs or satisfy wants. Within this definition, the term is also used to describe ‘individual tools or techniques, and all tools and techniques and knowledge’ (Mishra & Koehler, 2006, p. 5). The scope of this definition includes tools such as interactive whiteboards, digital cameras, iPads, iPhones, laptops, apps, computer hardware and software, blogs and digital resources (including films, games and curriculum learning objects). The act of technology integration means including technology in teaching.

2. Peter is a pseudonym, as is the name of the school and the school principal’s name, and no official name is given to the local university referred to in the case study.

3. This comment was followed up in an article for the media that received more than 26,000 hits in a week. It can be accessed at theconversation.com/were-not-talking-to-our-kids-are-we-causing-speech-delay-23585.

4. A copy of the HPC handbook can be obtained from the author.

5. The clip can be accessed at www.ted.com/talks/ken_robinson_how_to_Escape_Education_s_death_valley.

6. In the lab students played with Minecraft using photorealistic computer graphics and immersive sounds, they experienced Google Earth on a 6x3 metre screen, as well as Google Street View on the Liquid Galaxy System 7 x LCD rig where they visited sites and street cafes in Tokyo. Students used Aurasma on their personal devices to view historic buildings in their local area, including graffiti walls in the inner city; they were shown a solar car built by engineering students and they saw 3D printers in action in the university’s Maker Labs.



Part 3 Curriculum, pedagogy and assessment in the middle years

The six chapters in this section relate to curricular, pedagogical and assessment practices, particularly as they occur in the middle years of schooling. Together, these chapters build the case that while ‘good’ teaching and learning practice should not be confined to the middle years, there are specific factors at work in the middle years that present particular opportunities and challenges. Each of the chapters explicitly builds on research conducted with middle years teachers and learners.
In Chapter 8, Teaching strategies that encourage student effort in Years 8 and 9, Sara Murray and Jane Mitchell explore the links between ‘effort’ and ‘engagement’. They report on a research project undertaken in partnership with four comprehensive secondary schools, drawing on observation and interview data to suggest six inter-related sets of teaching strategies that encourage constructive student effort and consequential engagement: planned and controlled lessons; lesson content with validity, including face validity; a mastery approach to teaching and learning; enjoyable and happy classrooms; valuing and ensuring student effort; and ‘hard-working’ teachers.
In Visceral pedagogies: Learning to teach middle years in the margins, Sam Sellar explores pedagogical relationships between teachers and middle years students in schools located in the ‘margins’ of an Australian city. The chapter draws on data collected as part of the Redesigning Pedagogies in the North project, in which teachers talked about their pedagogies and how teaching in the margins requires relationships with students that sustain engagement and create contexts conducive to learning. The chapter illustrates an alternative approach to thinking about pedagogy, one not based on the simple formulas and narrow ideas that increasingly dominate debates about teaching and learning. Through discussing pedagogical relationships, the chapter aims to show how producing knowledge about teaching and learning can itself be a pedagogical process – learning about how to teach and learn – as well as a scientific practice that aims to identify correlations between teaching practices and learning outcomes. The concept of ‘visceral pedagogy’ is developed to describe the tacit knowledge that is produced through pedagogical relationships. This concept can be used to think about how teachers come to know about teaching and their students.
In Chapter 10, Greg Thompson draws on his three-year study of the ‘effects of NAPLAN’ to explore The challenges of testing accountability: Understanding limitations and negotiating consequences. In particular, he works with the concept of ‘validity’, aiming to provide a theoretical and practical background for teachers working in the middle years, where the bulk of standardised testing takes place. He argues not only that there are better forms of accountability for schools and teachers than test-based accountability, but also for some means by which the NAPLAN regime could be made more valid and effective in driving educational improvement.
Peter Buckskin explores the important relationship between Aboriginal and Torres Strait Islander students and their teachers in Chapter 11, Engaging Indigenous students. He argues for the critical importance of high expectations on the part of teachers of Aboriginal and Torres Strait Islander students in the middle years; of partnerships forged between teachers who may know little of Aboriginal and Torres Strait Islander cultures and those who know more, including parents and other community members; of commitment to honouring Aboriginal and Torres Strait Islander cultures, language, knowledge and world views, and to authentically providing a place for these in the curriculum in order to engage Aboriginal and Torres Strait Islander learners, and to support understanding and reconciliation within our school communities.
In Chapter 12, Angus Macfarlane explores the experiences of Māori students in the middle years, surveying a range of research into the connection between culture and teaching and learning, as well as specific classroom processes and practices, and arguing for the importance of ‘culturally responsive’ teaching and learning strategies to support Māori students. He advocates for attention to identity development, generative teacher/learner relationships and teacher reflexivity to support the engagement and learning not only of Māori students, but of all students in the middle years.
In Chapter 13, the final chapter of this section, school principal and Churchill Fellow Margaret Mulcahy explores Changing scenarios for teaching and learning in the middle years, reporting on her Churchill Fellowship study tour of Finland, the United States and the United Kingdom in 2012. She incorporates a number of vignettes drawn from middle years-related educational experiences in each of these contexts, elaborating on the confluences and contradictions she experienced, and concluding that high expectations, leadership, and a sustained focus on curriculum and pedagogy are key to supporting middle years learners.



Chapter 8 Teaching strategies that encourage student effort in Years 8 and 9
Sara  Murray and
            Jane  Mitchell

Teachers working in the middle years are often exhorted to develop strategies that ‘engage’ students in their classrooms. We sometimes assume that students will not apply themselves to their work in class unless they are engaged, or indeed entertained, in some way. Students’ engagement in their studies is no doubt an important factor in the application of effort, but the problem is perhaps a ‘chicken and egg’ one: which comes first – engagement or effort? Psychologists working in the field of student volition (the cognitive processes used to make decisions and commit to action) argue that it can be in the act of working, or making an effort, that genuine enjoyment and engagement in the task develops (Schallert, Reed & Turner, 2004).
This chapter explores how student effort can lead to, or contribute to, engagement and learning. It outlines strategies that teachers can use on a day-to-day basis to encourage students to make an effort with their work. The strategies are underpinned by psychological theories related to effort and motivation, as well as empirical data obtained from observational research conducted in Year 8 and 9 classrooms. The first part of the chapter explores the concept of effort, its importance for learning, and the current social context for academic effort in Australia. The second part of the chapter discusses strategies that teachers can put in place for an ‘effortful’ classroom.
Questions are included throughout the chapter; these have been designed to help you reflect on the role of student effort and the value of the teaching strategies presented. We have also included quotes from teachers, so you can read about how and why teachers used different teaching ideas to promote student effort.
What do we mean by effort? And why is it important?
It is widely acknowledged that hard work, or effort, is at the heart of academic achievement (Ericsson, Charness, Feltovich & Hoffman, 2006). Student effort is almost universally acknowledged as important by schools and teachers. School reports generally provide an opportunity for teachers to assess student effort alongside their academic achievement, and many schools have student effort awards that are presented at assemblies. Yet what do we actually mean when we talk about student effort? Psychological and sociological research provides important insights into the meaning and value of effort. This research will be explored in the sections below.
Psychological research on the importance  of effort
There is a growing body of literature on student effort, most of it centred on educational psychology, and attribution theory, in particular. American psychologist Carol Dweck’s work on implicit theories of intelligence provides a useful framework for understanding student effort (Dweck, 2006; Blackwell, Trzesniewski & Dweck, 2007; Dweck, 2010). In brief, Dweck argues that people have one of two kinds of ‘mindset’ about intelligence. Some people believe that intelligence is an unchangeable entity (‘fixed’ mindset). Others think of intelligence as a changeable quality that can be incrementally developed through effort and perseverance (‘incremental’ or ‘growth’ mindset).
Dweck and her colleagues (Dweck, 2010; Yeager & Dweck, 2012) make the case that fixed and growth mindsets create ‘two different psychological worlds’ that impact on student effort. Dweck goes on to say that students with a fixed mindset, that is those who think that their intelligence cannot be changed, typically do not value effort. They often think that if you are ‘intelligent’, or have ‘ability’, you should be able to complete schoolwork effortlessly. Students with a fixed mindset can struggle, or give up, when schoolwork becomes difficult – they don’t want to make an effort because they don’t think they can improve, or because they think that making an effort will mean that they are not intelligent (Dweck, 2010). Drawing on Dweck’s ideas, Masters (2013) notes that the labels that students can get at school as ‘good learners’ or ‘poor learners’ can reinforce a fixed mindset. Once students attain this label at school, particularly if they are placed in ‘ability’ groupings, it can limit their motivation and their willingness to make an effort with schoolwork.
In contrast, Dweck argues that for students with a growth mindset, effort is productive. Students with a growth mindset believe that effort is a vehicle for improvement, and for increasing their learning, and their intelligence, over time. Effort in class can be manifested in a number of ways, such as perseverance and application, completing tasks, listening and asking questions, taking feedback on board, and practising skills. When students with a growth mindset face a difficult task, or indeed have struggled with or failed a task, they increase their effort in order to succeed and develop. There is a growing body of evidence that it is possible to encourage a growth mindset in students, and that students who adopt a growth mindset achieve more highly than those with a fixed mindset (see, for example, Blackwell et al., 2007).

Reader reflection 8.1
What sort of mindset do you think you have? What evidence can you provide for your answer?


A theoretical framework related to Dweck’s approach is the reciprocal effects model (Marsh & Craven, 2006). This model posits that as students improve their ability and achievement through increased effort, they learn the relationship between effort and outcome. In Dweck’s terms, they increasingly hold ‘incremental’ beliefs and a growth mindset. This reinforcement increases their motivation to work hard at academic tasks, and leads to increased self-regulation and better academic self-concept.
Mindset thus has significant consequences for student motivation and achievement. It is important for all students to believe that they can improve their learning at school through effort. Dweck (2010) qualifies the importance of a growth mindset in the following way:
A growth mind-set doesn’t imply that everyone is the same or that anyone could be Einstein, but it does imply that everyone’s intellectual ability can grow – and that even Einstein wasn’t Einstein before he put in years of passionate, relentless effort.
(p. 26)


In line with Dweck’s view, the key principle underlying this chapter is that a growth mindset, and an accompanying increase in effort, lead to increased motivation and achievement for students.
Cultural beliefs about the importance of effort
Ambivalence about effort in the academic arena – we all applaud effort … don’t we?
We are surrounded by messages about effort. We hear constantly about the value of hard work and sustained application to tasks as the key to academic success. All kinds of sayings and truisms and motivational slogans exhort our students to make an effort. On the face of it, then, effort is a pretty bland topic – surely we are all wholeheartedly in favour of academic effort? We argue that, in fact, Australian society displays some ambivalence about academic effort. On one level we have a culture that applauds it, but underneath that we have differing ideas about how effort is related to ability or intelligence, and how desirable it is to make an effort in class.
Ambivalence about effort is expressed in many ways in school settings. There is some research from Australian schools that indicates that some types of peer culture work against students making an effort (Campbell et al., 2009). Writing about the American context, Elliott and Phuong-May (2008) comment:
The key problem for the motivated student is not demonstrating high achievement but displaying excessive interest or effort. Academic success generally appears to be acceptable, even admired, within the peer group, as long as it is achieved effortlessly.
(p. 45)


Another researcher has concluded that the purpose of harassing high achievers in the United States is not to punish them for being clever but to discourage study effort (Bishop, 2004). The messages about effort can also be very subtle. For example, students who are seen as ‘naturally talented’ or ‘gifted’ at schoolwork can be held in higher regard than students who are ‘conscientious’ or ‘hard-working’.

Reader reflection 8.2
How do these ideas match with your own experience of the middle years of secondary school?

	What messages did you receive about effort from your classroom teachers?
	What was the culture of your school like in relation to academic effort?
	Did your peers value academic effort?



Dweck’s theory of mindset provides an explanation for our ambivalence about effort. If we compartmentalise effort and ability, and believe that ability should exist without effort, then effort becomes a poor second best. Interestingly, some researchers argue that in Eastern cultures this conceptual separation of effort and ability does not occur. In fact, in Eastern cultures ability or cleverness is seen as the product of sustained effort (Rao & Chan, 2010).
Comparison with effort in the sporting arena
It is interesting to compare assumptions about effort in relation to academic achievement and sporting achievement. Admiration for hard work in the sporting arena seems unconditional. It is almost universally acknowledged that to achieve great things in sport you must work or train hard – and that training hard will increase your ability. Certainly, we have ideas about the importance of natural ability in sport, but they do not get in the way of the message about the need to work hard. The two messages seem to complement each other – you won’t get anywhere in sport without effort. In fact, the idea that natural talent, or innate ability, is the most important thing in sport is beginning to be turned on its head. The dominant message now from elite sportspeople is that hard work is the key to success. Yet can we say the same thing in relation to academic achievement?
How can teachers encourage student effort in their classrooms?
As we noted earlier, the central idea in this chapter is that a growth mindset and accompanying increase in effort lead to increased achievement for students. This principle leads directly to important questions: how can teachers effectively encourage student effort; and just as importantly, how can they ensure that student effort is well directed and productive? In the next parts of this chapter we present the findings from a research project that we designed to answer these questions.
A study of teaching practices that encourage student effort
There are many ways in which one could investigate teaching practices that encourage student effort. We decided to observe teachers in their classrooms and systematically note the strategies that seemed to lead to, or encourage, student effort.
Method for the project
We undertook the research project in partnership with four comprehensive co-educational secondary schools. In each of the four partner schools, one Mathematics and one English teacher and their classrooms (with either Year 8 or Year 9 classes) were observed for a continuous period of four weeks. So a single class (for example, a Year 8 Mathematics class with their teacher) was observed during every Mathematics lesson over a period of four weeks. This enabled at least one unit of work (sometimes two for Mathematics) to be observed for each class. In total, eight teachers and classrooms were observed – four Mathematics and four English classes.

Reader reflection 8.3
Why do you think we sat in classrooms for such a relatively long period of time? (Why not view classrooms for just one lesson?)
Can you think of other approaches that could be used to explore teaching practices that encourage student effort? Whose points of view are important to consider when looking at this issue?


We interviewed the classroom teachers once a week for the four weeks and asked them about their teaching philosophies, the strategies they employed in their classrooms to encourage effort, and their views of the class over the past week in terms of student effort.
At the end of the four weeks we analysed the data from our observations and interviews and identified many strategies that teachers used to effectively encourage student effort. We were able to group these strategies into six major interrelated themes: planned and controlled lessons; lesson content with validity, including face validity; a mastery approach to teaching and learning; enjoyable and happy classrooms; valuing and ensuring student effort; and hard-working teachers.
Strategies for increasing student effort
In the next sections we will describe the strategies used in lessons in which students really applied themselves and consistently made an effort with their work. Although we did not see all of the strategies in place in every single lesson, we did see most of the strategies being used in a very high percentage of lessons.

Reader reflection 8.4
As you read about these strategies, think back to your own middle years of schooling. Did you experience these teaching strategies as a student? In which classes? What effect did they have on your motivation, effort and learning?


Planned and controlled lessons
	Useful, established routines
	Well-planned tasks
	Careful timing – pacing of activities, bell to bell work, contingency plans
	Proactive management of student behaviour.

The lessons in which students really made an effort were well planned and controlled. This started right from the beginning of the lesson, with the students knowing the routines of the class. Much is written about middle school students thriving on change and variety. While this can be true, most students (indeed most of us in general) function best with some certainty and routine. The routines differed from teacher to teacher but the important fact was that they were there, expected, and insisted upon, and they served a purpose. The routines included procedures for settling students at the beginning of the lesson, starter exercises and activities, checking homework, and lesson conclusions. As well as expected routines, the teachers had a clear idea of the tasks or ideas they wanted to cover in each lesson. The teachers understood the time involved in tasks and paced the activities in a way that suited most students. However, they also had contingency plans for delays, work being completed more quickly or slowly by some students, and catch-up plans for students who had missed earlier work. One important aspect of timing was that students were expected to work from ‘bell to bell’. Once they had settled down, the students worked until the end of the lesson. There was no packing up early, or time off for good behaviour! Most importantly, teachers controlled student behaviour. This did not necessarily mean quiet classrooms, but it did mean minimal disruptive behaviour. Teachers responded quickly to potential behavioural issues and there was a clear ‘back to the task’ expectation for all students.
Lesson content with validity, including  ‘face validity’
	Lessons appear to be achieving an intended aim or point.

The idea of the validity of lesson content was an interesting feature of effortful classrooms. If an argument, test, or in this case lesson content, has validity, it means it actually supports the intended point or claim. ‘Face validity’ is a term from psychology which means the degree to which something appears, ‘on the face of it’, to be effective in terms of its stated aims. This did not equate with the material needing to be immediately useful, or directly relevant to student’s lives. Rather, the students needed to see that the lesson content had some point for now or the future. This could mean, for example, that the lesson tasks related to a skill students were incrementally developing (‘this is the next step in dividing fractions’), involved knowledge of some significance (‘this is considered one of Shakespeare’s finest tragedies’), or even to a later assessment (‘this will be in the test’). In other words, the students needed to be assured that they were doing something worthwhile. The teachers made sure that the students knew what the purpose of each lesson was, and that the tasks matched this goal. They could answer the question, should it arise: ‘What are we doing this for, Miss/Sir?’ Students have a good eye for time wasting or filler lessons!
A mastery approach to teaching and learning
	Modelling, explanation, guided practice, independent practice
	Individual help – circulating
	Mastery-based feedback and process praise
	Mastery-based assessment – preparation for assessment
	Explicit criteria, re-teaching.

Student effort was greatest in classrooms in which the teacher had a mastery approach to teaching and learning. A mastery approach can take many forms, and is described in various ways in the education literature. We use the term to mean an approach in which students are helped to master each learning unit or idea before proceeding to a more advanced learning task. Mastery learning is an approach based on the principle that all children can learn if they are provided with the appropriate learning conditions. This approach aligns closely with the tenets of a growth mindset.
The mastery approach we observed was multifaceted. In most lessons there was some form of modelling, explanation or instruction by the teacher. During these parts of the lesson, the teacher frequently checked for student understanding and attempted to clarify, re-explain or re-teach concepts. There was opportunity for questions from and to students. This section was often followed by guided or independent practice by the students.
When students were working independently or in groups, the teacher constantly circulated throughout the class, helping students individually with their work. This strategy seemed particularly important for encouraging students’ application to the tasks at hand. Circulating meant that not only were teachers able to ensure that students were ‘on task’; it also enabled teachers to provide individual feedback to students in ways that promoted mastery of the learning.

Reader reflection 8.5
Circulating proved to be a vital part of classrooms in which students work hard. How can you incorporate circulating in the classroom into your own lesson plans?


Formative assessment and feedback are integral parts of a mastery approach. The feedback given to students as a class or individually was aimed at helping them understand or master the work. Feedback often involved breaking the task down into component parts or skills. Mistakes were regarded as opportunities for learning, and there was an emphasis on ‘having a go’. Teachers actively created opportunities so that all students could experience success.
This teacher talked about the important links between students achieving success, growing in confidence, and increasing their efforts:
I think the bottom line with students is making sure that there’s something in that lesson they’re going to have success with. I think that’s one of the key things. Effort I think comes from confidence in yourself and your own ability to actually be able to achieve success in the task, so I make sure that the length of the task is appropriate, the level of the task is appropriate. If they walk out of the room thinking, ‘I did something and I did it well’ – maybe next time when they come in they’ll aim to do a little bit more of the lesson well. And it’s building blocks, with children like this. It’s not going to happen overnight, and it’s not going to happen by doing the same thing over and over and over again in the same way. It’s a building block of confidence firstly, and then the ability comes with the confidence. And they’re keener: when they know they can succeed, they’re keener to give something a try at least.
(Year 9 English teacher, teaching ‘9E6’ in a school which streamed all English classes)


Feedback also involved what Carole Dweck and colleagues (Kamins & Dweck, 1999; Dweck, 2007) refer to as ‘process praise’ – praising students for the process they used, and/or the effort they had made, rather than for their ‘ability’ or mark. This point is explored further in the section on valuing student effort.
In hard-working classrooms we also observed teachers using formal or summative assessment tasks as opportunities for mastery. Teachers provided explicit assessment criteria for formal assessment tasks. They ensured that all students were prepared for the assessment tasks and after completion of a summative task, re-taught concepts that were not understood or fully mastered by students. In one English classroom we observed the teacher teaching essay writing over two weeks, in preparation for an in-class formal assessment to be given to the whole year group. She taught essay writing in a step-by-step fashion with full class participation, and guided practice along the way. She collected the students’ work almost every day and provided detailed feedback. Students were provided with opportunities to resubmit assessed work as part of an expectation to achieve mastery. We learnt a great deal about essay writing just by observing! This teacher shares some of her expertise:
I think when the students are approaching a task, a really important thing for them is to understand, not only what they’ve got to do in the task, but how to structure it. So when you’re approaching a written task, some form of scaffold is really important. So after they’d done some preliminary character work early in the week, they were given things to focus on in the novel working as a group. The group gives them an opportunity to do some talking that isn’t necessarily all that structured, but gives them a chance to relate to the text in their own way. I then went from that to showing them how to structure a response, and because I wanted to do it in a way that was more interesting for them, I put a scaffold up on the digital projector, showing how to structure a response, with an introduction, what to put in each subsequent paragraph. I modelled an introduction for them, then we talked about what would go in the other paragraphs. Everyone took turns to be the typist.
So summing up, I’m trying to give them a whole range of activities … in order to work in a teacher-driven situation and also independently. I want them to arrive at a position where they know what they need to do in order to do well in a task. (English teacher, Year 8 class)


Enjoyable and happy classrooms
	Positive teacher-student relationships
	Positive peer relationships.

Classrooms in which students made an effort were enjoyable and happy environments. By enjoyable, we do not necessarily mean ‘fun’ or ‘entertaining’. Certainly, lessons were sometimes fun; but at other times an air of contentment prevailed. One important feature of these effortful classrooms was that teachers always spoke respectfully to students, and insisted that they were similarly addressed by students. Teachers took an active interest in students’ learning and appeared to know their students well. A second important feature of the classrooms was positive relationships between students. This did not mean that all students were friends with everyone in the class, but rather that they spoke respectfully to one another and there was an expectation of cooperation. The teacher did not allow any ‘put downs’ at all. The classrooms felt emotionally safe. Despite, or perhaps because of, the work expected of them, students appeared to enjoy these lessons:
I try to have a classroom that is respectful of students, respectful of their efforts. A mutually respectful environment. I try to get the students to understand that I do the things I do in order to try and help them. That we are working as a team for them to move forward. (English teacher, Year 8 class)
Maths is not always the best liked of subjects! So I try very hard to make sure that my students are happy in my class. I just fall back all the time on my belief that if a student is happy to come in through that door, then that’s already established the first thing I need in the classroom. If they’re happy to come into my room, that generally means they’re then happy to do some work, to put it as simply as that. (Mathematics teacher, Year 8 class)


Valuing and ensuring student effort
	Clear explicit statements about work to be completed in the lesson
	Checking of student output
	Consequences for completion/non-completion of classwork and homework
	Work regularly marked
	Use of growth mindset statements.

Valuing and ensuring student effort appeared to be very important for student motivation. Teachers in hard-working classrooms set out their expectations of work for students; that is, what they expected to be completed or achieved by the end of the lesson or at various stages of the lesson. They then checked student output, usually by circulating or collecting students’ work. There were consequences for work completion and non/completion: praise, rewards, a letter home, students needing to stay behind to finish, work being set for homework (and checked in the next lesson). The latter responses were not conducted in a punitive fashion, but in a matter of fact way. The message was that the work is important and needs to be completed. If the teachers set homework, it was checked, and once again there were consequences for completion or non-completion.
Teachers made explicit comments about how much they valued effort and application, and how important it was for learning. They consistently used ‘process praise’ whereby they praised the process students were using or their effort, rather than praising student’s final mark or ability; for example, ‘great to see you’re trying that one in your head, rather than using the calculator’; ‘you’re getting much better at spelling with practice’. They praised individual students and the whole class for their effort. Here is one teacher’s passionate statement about her belief in the value of effort:
Whether this is right or wrong I have for a very long time said to my students, ‘My comment is far more important than the number on the page.’ As far as I’m concerned there’s a lot more to a human being than the mark they get for a particular task: it is just one task, after all. It’s about that overall effort. I mean not every student is a world-beater in everything that they do. But if they are putting in the best effort that they can, if they are achieving at the best level that they can, to me that is a huge thing. It’s not about getting the top marks; it’s about getting the marks that you can achieve with the greatest of effort that you can put in. And so to me effort is the most important thing; it says more about you as a human being than getting the top marks in whatever it is that you do. Look, I understand the final [statewide] examinations. I understand they’re looking for marks in order to be able to allocate the universities and vocations, etc, etc. I understand that, but there’s a tremendous amount of success that comes out these examinations – individual success – that is not acknowledged. For example, last year with the Year 10 ‘EH’ English [lowest stream of English classes] class, two students got the second top band in English [in the top 20 percent of the state]; three got the third top band in English. Yep, it wasn’t the top band, but to me, for five students to achieve in the top three bands in English was world-beating stuff. (English teacher, Year 8 class)


Hard-working teachers
	Teachers serving as role models for students in terms of effort expected.

Just as teachers expected students to apply themselves with diligence to their work, so too the teachers set high standards for themselves in terms of work ethic. Indeed, all the strategies we have discussed above require a great deal of work on the part of the classroom teacher. In effortful classrooms there was a sense that the teacher took the work of teaching very seriously, and expected the students to feel likewise about their own learning. The teachers were conscientious and reliable. They arrived to class on time, and were always prepared. They followed up on the ‘loose ends’ that invariably occur throughout lessons and the school day. They set high standards for themselves and made these explicit to the students: ‘I am planning to mark these tests tonight, and I hope to have them back to you tomorrow.’ The teachers served as role models for the students:
I mark their books every week. Taking up their books is not all about just finding out what they’re actually able to do, it’s all about building up their skills and improving their understanding of what they’re doing. So it’s encouraging them to make more effort, I hope, because hopefully they see that I also have put an effort into marking their work. But it’s also about showing them how they can do better next time. (English teacher, Year 9 class)
I write home every month and a half for every student in all of my class. I use a sheet I’ve designed. It includes what the student’s behaviour has been like for the five-week period, and their effort. I try to distinguish between their conduct and their effort in class. I include how many homeworks they’ve done out of six and how they went in the last test. I’ll give the class average for the topic test we just did, what we’re going to do next, and there’s somewhere for me to write a comment. And there is a space on the bottom for the parent to write, if they’d like to reply – which I always like. I’ve never had a parent say ‘Don’t bother sending them.’ It doesn’t matter who they are, they all want to know. (Maths teacher, Year 8 class)


Conclusion
We began our study with two questions: how can teachers effectively encourage student effort, and how can they ensure that student effort is well-directed and productive? Our classroom observations and interviews with teachers revealed six interrelated teaching strategies that encouraged constructive student effort: planned and controlled lessons; lesson content with validity, including face validity; a mastery approach to teaching and learning; enjoyable and happy classrooms; valuing and ensuring student effort; and hard-working teachers. These practices were all used with such high frequency that they became defining characteristics of the classrooms. The strategies combined to form the fabric or culture of the Year 8 and 9 classrooms we observed.
Our relatively long-term observations proved highly valuable. As you can see from the discussion, some important teaching strategies develop, and are only observable, over several lessons, or even longer. In concluding the chapter we would like to thank the eight dedicated teachers who allowed us to sit in their classrooms and observe their day-to-day teaching practice, and shared with us their expertise.

Reader reflection 8.6
We identified six major teaching strategies that encouraged student effort. There are undoubtedly many more. List other strategies you have observed or used yourself that have encouraged student effort.
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Chapter 9 Visceral pedagogies: Learning to teach middle years in the margins
Sam  Sellar
[E]ducation is a difficult problem, to be solved by no one simple formula.
Alfred North Whitehead (1929, p. 36)



There is no shortage of policies and reports that tell us what good teaching is or how to manage schools and systems to ensure that good teaching occurs. Consider, for example, one simple formula that has become a policy mantra since it was popularised in McKinsey & Company’s influential 2007 report, How the world’s best-performing school systems come out on top: ‘The quality of an education system cannot exceed the quality of its teachers’ (McKinsey 2007, p. 16). Formulae of this kind hold great appeal for politicians, policy-makers and administrators. They spread contagiously through media releases, meetings, social media and policy texts. The McKinsey report capitalised on this appeal by structuring its message around three simple formulae, adding to the above: ‘The only way to improve outcomes is to improve instruction’ and ‘High performance requires every child to succeed.’ These short phrases are frequently repeated and convey vague yet appealing messages. Who could argue with the need to produce quality teachers, to improve instruction or to ensure that every child succeeds? However, these formulae are mobilised in powerful ways to legitimise all kinds of policy settings, while framing alternative policy options as unrealistic, undesirable or even irresponsible. Indeed, these formulae are not so different from what in other circumstances might be called spells: carefully constructed sets of words that capture attention and influence how people think and act.
Simple formulae that purport to solve complex educational problems can be approached in two ways, as conclusions of research into teaching and learning or as conditions for thinking about teaching and learning. The first approach requires developing a formula from ‘evidence’ which invests the formula with authority. This is a common strategy in contemporary education policy, which draws on research of different kinds and with varying degrees of rigour to generate ‘headline messages’. This is an example of the propensity of policy to simplify the complex. These messages often become detached from any relationship they may have had to the research they are based on and are mobilised to change how people perceive educational problems and the solutions that are required. The research and rationalities behind the formulae recede into the background and the charm of the words and their delivery become most important. The efficacy of these formulae depends on their resonance with what people feel to be true or desirable and this resonance can be used to produce particular effects, such as winning support for education ‘reform’ agendas. It is a mistake to simply dismiss such formulae as misleading or false, as if this will negate their effects.
The second approach is to begin with the resonance of simple formulae. This is the approach that will be taken in this chapter, which treats the following formula as a condition for thinking about teaching and learning: ‘Pedagogy is all about relationships.’ This formula emerged from discussions with middle years teachers involved in an action research project based in schools serving students in the geographic and economic margins of an Australian capital city. The project was titled Redesigning Pedagogies in the North (RPiN), and involved approximately thirty teachers from ten schools conducting two rounds of action research.1 When asked at the outset of the project to describe their pedagogies, many teachers explained that their pedagogy was ‘all about relationships’. This claim has been analysed elsewhere, focusing on the responsibility that teachers feel toward their students (Sellar, 2009) and as part of a methodological discussion about theorising pedagogy with teachers (Sellar, 2012). The approach taken in this chapter is to acknowledge that this formula captured something important for these teachers and to approach it, therefore, as a condition for theorising pedagogy: How can we understand pedagogy starting from this formula? In the sections that follow, we briefly discuss research evidence on teacher–student relationships, before considering the views of the RPiN teachers and extending these to develop a relational and multidirectional conception of middle years pedagogy.
Research evidence for the importance of teacher–student relationships
The emphasis placed on relationships by the RPiN teachers is supported by the findings of the Organisation for Economic Cooperation and Development’s (OECD) most recent Teaching and Learning International Survey (TALIS). TALIS was last conducted by the OECD in 2013 and gathered the views of teachers and principals in 34 countries and education systems around the world. The survey found that the vast majority of lower secondary teachers in Australia (96.9%) and across all surveyed nations and systems (94.6% average) reported working in schools where teachers and students get on well with each other (OECD, 2014). The TALIS report notes:
[T]he relationships that teachers develop with others in their schools are incredibly valuable, for many reasons. These interpersonal relationships can be so powerful that they can negate the normally detrimental relationships between challenging classrooms of students and a teacher’s job satisfaction or feelings of self-efficacy.
(p. 7)


The relationships referred to above are those with colleagues and with students, but it is clear that ‘[r]elationships between teachers and students have an exceptionally powerful relation with teachers’ job satisfaction’ (p. 182). The TALIS findings suggest that it is unremarkable for teachers, when asked what is most important about their practice, to respond that ‘pedagogy is all about relationships’, particularly when talking to teachers who choose to continue working in ‘challenging’ classrooms and schools. In these contexts, positive student–teacher relationships may be a factor that sustains teacher commitment and motivation in circumstances where teaching and learning is poorly resourced and where problems outside school can complicate life in the classroom.

Reader reflection 9.1
Have you observed positive student–teacher relationships in middle years classrooms? What did teachers say and do? What did students say and do?


Another significant and influential recent study of teaching and learning, this time specific to Australian schools, was the Queensland School Reform Longitudinal Study (QSRLS) (Lingard et al., 2001). The QSRLS identified a model of Productive Pedagogies that comprises four elements: intellectual quality, connectedness, supportiveness, and working with and valuing difference. Discussing the findings of the study, which involved observations of classroom teaching in more than 250 classrooms, Lingard (2007, p. 257) writes:
that teachers should be congratulated for the levels of social support and care they offer to students. We found this to be particularly so in schools located in disadvantaged communities.


This finding aligns with the results of the 2013 TALIS study, which indicate that the vast majority of lower secondary teachers report that teachers and students in their schools get on well and believe that student well-being is important.
However, the QSRLS study found less evidence of the other three elements during classroom observations, including relatively low levels of intellectual demand in schools serving communities in the margins. Lingard (2011) argues that pedagogies observed in the QSRLS classrooms

could be seen to be deeply therapeutic in their strength of care for students, but indifferent in terms of working with differences and making a difference in academic and opportunity senses.
(p. 246)


The question raised here is whether the emphasis that teachers place on socially supportive relationships and classroom management is parlayed into intellectually demanding educational relationships. Influenced by this research, the RPiN teachers’ emphasis on relationships was understood by the research team as prioritising social support over intellectual demand. The chapter will now turn to a discussion of the teachers’ views on pedagogy.
‘Pedagogy is all about relationships’:  A simple formula
This chapter focuses on pedagogical relationships in the middle years and in schools serving marginal communities, because it is in these times and places that young people can easily become disengaged from schooling (Smyth et al., 2000). Pedagogical relationships assume special importance in such contexts. The term ‘marginal’ is used here in place of other terms such as ‘low socioeconomic status’ or ‘disadvantaged’. The schools involved in the RPiN project serve communities that have experienced the harsh effects of multigenerational unemployment, poverty and associated problems. However, these communities are diverse and include areas that would be statistically categorised as middle socioeconomic status and communities that would reject the suggestion that they are disadvantaged. These terms also present difficult to avoid temptations for deficit thinking, which reinforce normative views of society in which those who are not advantaged or of high status constitute a social problem to be solved. At the same time, social and economic inequalities and their deleterious effects, both on people’s lives and on their possibilities for succeeding in school, must be acknowledged. The schools in the RPiN project can be said to serve marginal communities insofar as these communities are located in the urban fringe, distant from the economic and cultural centre of the city, and comprise minorities of various kinds – groups defined in terms of their difference from social norms and their relative lack of power.
The RPiN project brought together a group of teachers who, over a period of two years (2005 and 2006), conducted action research on their pedagogies and curricula with the aim of developing stronger links between classroom curricula and students’ out-of-school lives. The RPiN project sought to improve student engagement and improve learning outcomes by connecting the official school curriculum to vital issues for communities and thus, hopefully, increasing its relevance. Very early in the project, the participating middle years teachers were asked the following question: ‘What is your pedagogy?’ Simon (1992) has noted how unfamiliar the term ‘pedagogy’ can sound, commenting that ‘[o]ne can hardly use the term in schools and living rooms without a degree of embarrassment at sounding like a pretentious academic’ (p. 55). This was the case at the outset of the RPiN project, with some teachers responding by arguing that ‘pedagogy’ was simply academic jargon for ‘teaching’. However, after some initial reading and discussion, usage of the term became more accepted and widespread.

Reader reflection 9.2
If you were asked to define the concept of pedagogy, what would you say? Do you think this is a helpful concept for thinking about teaching and learning?


Pedagogy is an important concept because it describes something much broader than teaching. Lusted (1986) argues that pedagogy refers to ‘the process through which knowledge is produced’ (p. 2) and this process occurs through the interrelationship of three agencies: teacher, student and knowledge. Green (1998, p. 179) writes that ‘pedagogy refers specifically to teaching and learning’. The concept of teaching, narrowly understood, focuses on what the teacher does and tends to imply a linear relationship between the teacher’s intentions and what students learn. In contrast, Green suggests that teaching is better ‘understood not as the cause of learning but rather as its context’ (p. 179). Instead of thinking about teaching and learning as separate events, with the former causing the latter, the concept of pedagogy implies a more complex set of relations between teaching and learning as co-implicated events: teaching-and-learning. However, in tying these events more closely together, this concept of pedagogy also problematises their relationship. We cannot assume that teaching will result in learning and, if it does, we cannot presuppose what learning will be produced by any given teaching event. Terms like ‘teaching’ and ‘instruction’ thus appear one-sided and relatively uncomplicated in contrast to ‘pedagogy’, which draws attention to a set of complex relationships in which learning, in the right context, may occur.
The RPiN teachers responded to being asked about their pedagogies by emphasising the importance of relationships. Their responses tended to focus on social relationships involving the establishment of trust and respect, which help to create contexts conducive to learning. For example, two teachers explained:
The first thing I put down, which is the most important thing for me, is … I think you have to develop positive relationships before you can get anything else. That would be my first and most important thing I’ve got on my list.
I related to the relationship aspect [discussed by others]. I’ve put that mutual respect, modelling respect, is something that I do all the time in the classroom. I just think it’s just really necessary for learning to take place.


Positive relationships of this kind were considered an important condition for learning in these schools. Relationships are important because they enable people to get along in the classroom; however, teachers also noted that getting along was a precondition to educational relationships. Another teacher explained:
The word ‘relationship’ is really what covers the whole thing … and I don’t think the relationship … has to be a buddy-buddy, friend relationship, and I think it’s a relationship where you have to push and cajole and care and all the rest of it, but it’s not just a friendly relationship.


The description of pushing and cajoling in this account points to how some of these teachers attempt to parlay positive social relationships into a context for learning. Relationships move from social to educational modes when the parties involved are challenged to change their understanding of their worlds and of themselves as a result of entering the relationship.
It is inarguable that people are generally less willing to change the way they see things and understand themselves when pushed to do so by someone they do not trust or respect. Biesta (2006) writes that trust is an important element of educational relationships because it enables the difficult work of education to occur. For Biesta, education is best understood not from the perspective of students acquiring knowledge that they did not have previously, but in terms of students being forced to reorganise their perspectives and understandings in response to challenges and provocations, pushing and cajoling. The first perspective aligns with the notion that teaching is the cause of learning and involves the communication of knowledge, while the second perspective emphasises what might be called the violence of learning. This is a particular kind of violence that forces us to change our thinking and to become who we are. Biesta argues:
Education is not just about the transmission of knowledge, skills and values, but is concerned with the individuality, subjectivity, or personhood of the student, with their ‘coming into the world’ as unique, singular beings.
(2006, p. 27)


From this point of view, the claim that pedagogy is all about relationships can be understood to describe the context that is required for teaching to provoke learning by undoing students’ perceptions of themselves and their worlds: as Biesta notes, ‘Education is a form of violence in that it interferes with the sovereignty of the subject by asking difficult questions and creating difficult encounters’ (2006, p. 29). Of course, generally people must feel supported and safe before this symbolic form of violence can provoke a shift in their thinking, rather than merely resistance.

Reader reflection 9.3
How do you respond to the suggestion that education is a form of violence? Can you recall an unsettling experience of your own that resulted in learning more about yourself or the world around you?


We will now diverge from the views of the RPiN teachers to use their formula as a condition for thinking further about pedagogy. The aim of the chapter, therefore, is not to determine whether or not pedagogies in middle years classrooms are all about relationships, or to decide whether the relationships described by the RPiN teachers were the right kind of educative relationships. The RPiN research team were concerned that teachers were only able to talk about social relationships and were unable to describe relationships that were educational or intellectually demanding. The teachers’ responses were seen, at the time, as providing an inconclusive and unsatisfactory answer.
However, the excerpts of focus group data discussed here are not presented as ‘evidence’ about teachers’ pedagogies, one way or the other, but are instead treated as a condition for thinking about pedagogy. The point here is to recognise the power that the formula – ‘pedagogy is all about relationships’ – had for these teachers and to treat this as a starting point from which to open up more complicated understandings that, in turn, might afford new perspectives on what pedagogies are and can do. This is a pedagogical process itself, insofar as it involves engaging with concepts, from a particular starting point, and embarking on an adventure of thought in relation to processes of teaching-and-learning. The aim is to give the problem, ‘What is pedagogy?’, the power to force us to think differently.
Visceral pedagogies: A thought experiment
Rather than asking what the RPiN teachers’ emphasis on relationships meant, whether they were describing the right kind of relationships, or whether their descriptions captured the truth of what occurred in their classrooms, we instead ask: How can the emphasis on relationships provoke our thinking about pedagogy? This thinking will be speculative in the sense that it starts from teachers’ experience and then ventures into more imaginative and experimental conceptual terrain. It will also be pragmatic insofar as it is oriented towards the differences that thinking about pedagogy as a relationship might make, rather than aiming to describe as accurately as possible the kind of relationships that were evident in the RPiN teachers’ classrooms. The aim of this approach is to illustrate that research about teaching and learning can be oriented towards opening up possibilities for new practices – learning how to understand and practise pedagogy differently – rather than towards creating evidence about existing practices in order to prescribe the ‘best’ or ‘most effective’ pedagogies.
However, before moving into this thought experiment it is necessary to say a few things about more common ways of producing knowledge about teaching and learning. Observations are perhaps the most usual way to generate knowledge about teaching. Teacher self-reports, such as those of the RPiN teachers or the participants in TALIS, and observations of classroom practice by researchers such as those involved in the QSRLS, rely on the perceptions of teachers or observers in the classroom. In the latter case, a set of criteria would generally be established and the classroom observer would make judgments about whether or not different elements of practice are evident in the observed teaching events.
Another approach to researching teaching, and one which is gaining increasing favour in education globally, would be to measure the outcomes of teaching using standardised tests (Sahlberg, 2011). This approach does not avoid the need for teacher self-reports or observations in order to understand teaching practices – what is happening in classrooms – but it does direct attention to the reports of teachers or observations of researchers in classrooms where students perform well on tests. These reports or observations are then ostensibly grounded in data that suggest that the teaching practices in question constitute ‘best practice’. However, we cannot assume that teaching is the cause of particular learning events and we can only correlate performance on standardised tests with observable or reportable dimensions of teaching practice. We cannot say that the latter causes the former. Tests tell us about learning (or what students can do, which is assumed to result from classroom learning), while observations and self-reports tell us about teaching. Understanding the ‘and’ in ‘teaching-and-learning’ is more challenging.

Reader reflection 9.4
How do you understand the ‘and’ in ‘teaching-and-learning’? What problems might we encounter when trying to observe ‘teaching-and-learning’?


Observation of teaching, whether by the teacher or a third party, is an empirical method. Empiricism is the view that knowledge must be derived from our sensory experience of the world: sight, sound, touch, smell and taste. Teachers may not appear to be in the best position to produce knowledge about their teaching using this method, because their immersion in teaching-and-learning events means that their experience of the event combines (a) their perceptions of what is happening and (b) the subjective intentions, values and feelings that inform their actions and reactions. It can be argued that the teacher, while teaching, will find it difficult to undertake reliable observations of teaching-and-learning because they are part of the event that they are observing. In other words, the knowledge produced in this way might be seen as not ‘objective’.
However, there are more expansive approaches to empiricism that include intentions, values and feelings as things that cannot be simply dismissed as ‘subjective’ interference in the observation of ‘objective’ things or events. This tradition of thinking includes philosophers who wrote influentially about education. For example, William James (2001), who authored a popular and widely published textbook for teachers, Talks to teachers on psychology, outlined an approach that he described as ‘radical empiricism’. The ‘radical’ element of James’ empiricism involved counting not only our experiences of things in sense perception as ‘real’, but extending ‘reality’ to the relations that connect experiences:
For such a philosophy, the relations that connect experiences must themselves be experienced relations, and any kind of relation experienced must be accounted as ‘real’ as anything else in the system.
(1996, p. 42)


A radical empiricist view of the pedagogical relationship draws attention to the experience of the relations that hold the process together and considers these as a ‘real’ part of teaching-and-learning, along with the actions of teacher and students that can be readily observed or the words which are spoken between them. Intentions, beliefs and values are as much a part of the reality of the classroom as what can be observed by the eye or heard by the ear and divided up into a discrete part of the process upon reflection. From a radical empiricist perspective, involvement in the pedagogical relationship should not be considered an obstacle to giving an empirical account of the relationship. Indeed, only participants in the pedagogical relationship can perceive the fullness of its complex dynamics, which get broken down into ‘objective’ and ‘subjective’ elements only after the event, or in the selective attention of an observer.
Participation in pedagogical relationships changes the participants in ways that can be observed and measured, such as gaining capacities to use knowledge to answer test questions, but also in ways that cannot, such as coming to see oneself and/or the world differently. The latter is arguably the more substantive outcome of pedagogy and provides a broader purpose for education than simply equipping people with facts and skills. The substantial transformations produced through pedagogical relationships tend to come all at once – in what are often referred to as ‘Aha!’ moments – and while we can describe our new understanding after the event, it is difficult to give expression to the process itself. Ellsworth (2005) describes pedagogy as ‘knowledge in the making’, and writes that:
Pedagogy teaches but it does not know how it teaches. We come to a knowing only as we emerge from a realm of sensation/movement that is ontologically prior to cognition. We come to the time and space of speaking about learning only after it has already taken place in a time and space that language cannot name.
(p. 167)


In other words, pedagogy is a process in which teachers and students may all undergo change, and it is only after the event that we can try to say what occurred and what was learnt. However, any account of this process will always fall short of capturing the fullness of the experience of the relations. Coming to see oneself and the world differently is a transformation that is even less readily observed – and less able to be described – by someone standing outside the process.

Reader reflection 9.5
Can you recall an ‘Aha!’ moment in your own learning? Have you witnessed ‘Aha!’ moments when teaching others? Try to describe the process that led to this feeling of insight and understanding.


From this perspective, the emphasis given to relationships by RPiN teachers can be understood as a best effort to describe their felt or visceral experience of teaching-and-learning; an attempt to translate into words their ‘embodied’ perspective on the time and space of learning which, as Ellsworth (2005) argues, both precedes and exceeds description. A distinction between visceral perception and sense perception is developed in the writing of Alfred North Whitehead (1978), another philosopher whose writings, like those of James, have been influential in education. Whitehead observes that much discussion of perception tends to focus on the five senses, and particularly on visual perception. He argues that there is a more primary mode of perception that is common to all ‘bodies’, human or otherwise. For example, plants perceive their surroundings: this is demonstrated by their growing towards the light and sending down roots in the direction of water. Whitehead also provides the example of a person in a darkened room who blinks when the light is turned on. In this case, the person does not ‘see’ the light and then decide to blink because it is bright. Rather, the blink is a direct physiological response of the body to the light as presented to the person’s eyes. The blink occurs before the light is ‘seen’ as part of conscious perception. If we apply this point of view to the pedagogical relationship, we can think of teachers and students as perceiving the relationship as ‘embodied’ participants in the relationship who undergo tacit change through the relationship. The important point here is that there is more to perception and experience than what is made available to consciousness as sense perception.
In his famous essay, The aims of education, Whitehead defined education as ‘the acquisition of the art of the utilisation of knowledge’ (1929, p. 4). If we follow James in admitting that the experience of relations is as ‘real’ as the experiences that are related, and Whitehead in admitting that we have a visceral perception as well as sense perception, we can develop an expanded concept of pedagogy as events in which the art of utilising knowledge is acquired through embodied experience of relations. This point is made clear for teachers when standing before a class of students for the first time – no amount of preparation can substitute for actually working the pedagogical relationship in situ and learning how to make it work for different groups of students.
The pedagogy of teaching has a considerable embodied aspect, and thus requires the teacher to undertake practicum experiences of teaching-and-learning with students in order to develop this art beyond its most basic form. This is not to discount the more easily observable and describable experiences of pedagogy, but rather to emphasise that visceral experience is an important element of the relationship and one through which we come to see our worlds and ourselves as teachers differently.
The purpose of undertaking this brief thought experiment is to exemplify how the RPiN teachers’ claim that pedagogy is all about relationships can form a basis for thinking about pedagogy in ways that open up new possibilities for conceptualising teaching-and-learning and, hopefully, new ways of experiencing these relationships. The point is not to suggest that the RPiN teachers, when they emphasised the importance of relationships, meant that the visceral dimension of their pedagogy is most important, although this could be the case, but rather that a simple formula which resonates with teachers’ perceptions of their practice can be treated as a condition from which to begin thinking about pedagogy anew. This brief adventure of thought has led to the concept of visceral pedagogies, which will be discussed in more detail in the concluding section.
Conclusion
Teaching middle years in the margins places specific demands on teachers’  pedagogies. Not least among these demands is the need to establish supportive relationships that provide a context conducive to learning. But for learning to take place, a certain violent transformation must occur at the level of how we perceive ourselves and our world. The concept of visceral pedagogy provides a means for thinking about the embodied perceptions of the provocations and transformations that occur within pedagogical relationships. This concept can help us to think about how teachers learn about teaching through their immersion in pedagogical relationships.
Consider a teacher who has spent ten years in a particular school and knows something about that place and the people who live in the communities served by the school, simply by virtue of inhabiting that place over time. This positioning gives rise to what is often called ‘situated knowledge’ or ‘the view from a body, always a complex, contradictory, structuring and structured body, versus the view from above, from nowhere, from simplicity’ (Haraway 1991, p. 195). This is not to suggest that experience in the field, for example during pre-service teacher practicum, is more ‘authentic’ or somehow ‘better’ than the knowledge that is acquired during teacher education courses. The pedagogical relationships that pre-service teachers enter into during their preparation should include difficult questions and encounters through which they are enabled to ‘come into the world’ as teachers, and it takes experienced teacher educators to engineer educative relationships of this kind. But at the same time, situated and embodied knowledge about pedagogy should not be discounted because it is of a different kind from that generated through observations of teachers’ practice or measures of student outcomes. At the very least, embodied knowledge about pedagogies should not be dismissed.
When talking with RPiN teachers about working in schools that are in areas of disadvantage it was common to hear them describe the time that it takes to build relationships and establish trust with students. It involves more than just establishing classroom expectations and building positive, socially supportive relationships with students. It also involves time spent in pedagogical relationships with students, even when these relationships are not just pedagogical for the students. Rather, in this time the teacher participates in visceral pedagogies through which they may learn how to teach these students; that is, how to make a particular context into a context for learning for a particular cohort of students.
This learning is important in order to reduce the frequency of what Sedgwick (2003) calls ‘near-miss’ pedagogies: pedagogies that occur when the teacher’s intentions and actions do not have the desired effect in terms of student learning. As Green (1998) reminded us, all pedagogies are ‘near-miss’ pedagogies in the sense that there is never a direct causal relationship between what is ‘taught’ and what is ‘learnt’. But it is certainly possible to develop a stronger and more repeatable relationship between the two. Visceral pedagogies can help with strengthening this relationship, particularly when teachers approach their teaching with a disposition of openness to learning and not just an intention to teach others. Teachers can enter pedagogical relationships with the belief that, to paraphrase Sedgwick (2003, p. 154), students may have something more important to teach them than they have to teach their students.
Simple formulae about teaching can reduce our susceptibility to visceral pedagogies. When we are confident that we know what we are doing and or what ought to be done by others we are often less susceptible to the difficult questions and encounters that provoke us to change our views. It is safe and reassuring to feel confident in what we know. But such confidence can be counter-productive in education. Visceral pedagogies can help to undermine the power of simple formulae by acting as a means through which we are forced to think. When we are open to complex and contradictory experiences, simple formulae that provide a view from nowhere find less resonance and lose some of their hold. Visceral pedagogies find a foothold in brief moments of hesitation and unease and often do violence to our understanding of ourselves and our worlds. These pedagogies make things more complicated and present us with problems rather than solutions. Education depends on creating conditions for these brief moments, for both teachers and students.
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Chapter 10 The challenges of testing accountability: Understanding limitations and negotiating consequences
Greg  Thompson

Being a teacher of students in the the middle years in Australia invariably means confronting, and working with, standardised tests. As governments and education authorities around the world have become increasingly interested in the role that education in general, and basic skills such as literacy and numeracy in particular, have in ensuring economic success, the testing of these areas at state/provincial, national and international levels has become commonplace. For example, in their school life Australian students might sit NAPLAN, TIMSS, PIRLS and PISA tests which ask questions about various aspects of literacy and/or numeracy. While standardised tests are relatively common in Australian schools, how they work, what they aim to achieve, and how effective they are at delivering on those objectives is often not well understood. This chapter will explore the concept of validity as it relates to NAPLAN, and provide a theoretical and practical background for those teaching in the middle years of schooling to better understand both the limitations of the data and how they might usefully engage with the data in more reflective and educative ways.
All tests have stakes associated with them, because assessment is ‘never a neutral event – it always carries consequences’ (Stobart, 2008, p. 103). This is not to say that all assessment is bad; rather, it is to say that if assessment works, either as a predictor of future achievement, as some form of gateway or sorting process, or as a summative measure of student achievement, it always has additional consequences of varying intensities. This is a social discourse – the consequence of a student doing poorly on a spelling test may be extra spelling homework and/or guidance, and this is a consequence that many people would accept as a reasonable outcome of that assessment process. Furthermore, we seem to think it is appropriate for assessments with high stakes (such as Year 12 exams) to occur at various times in peole’s lives. However, we must always remember this:
Educational assessment does not have to be coupled with forms of accountability that create perverse incentives and damage educational objectives. It could be coupled with intelligent forms of accountability that aim at informed and independent judgement of the results of assessment, and communicate those judgements intelligibly.
(O’Neill, 2013, p. 15)


NAPLAN (National Assessment Program – Literacy and Numeracy)
About the tests
NAPLAN is a standardised test of literacy and numeracy. Prior to the first NAPLAN tests in 2008, most Australian states and territories had some form of standardised test of literacy and numeracy, but these tests rarely allowed for comparisons between schools. NAPLAN tests are not designed as tests of content; they are tests of skills that are seen as foundational to subject and content learning. The tests cover four domains: Reading, Writing, Language Conventions (spelling, grammar and punctuation) and Numeracy. These four domains are tested over three consecutive days in May of each year (with Year 7 and 9 Numeracy being divided into two tests) (Australian Curriculum Reporting and Assessment Authority [ACARA], 2011a). Exact details of the questions are difficult to find, as since 2011, ACARA has decided not to publish the test papers online.
Feedback from the tests
After completion of the tests in May, schools return all scripts to the designated administering authorities. From here, the majority of the scripts are sent to ACARA, where the data is entered and then analysed. The exception is Writing, which is marked by against a rubric by ‘trained, independent markers’ (usually teachers) (ACARA, 2011a). The whole process is managed by the Test Administration Authority in each state/territory. There are four levels of feedback:
1. Individual students receive a report on how they performed, usually 5 months after they have sat the tests. This report includes details about which ‘Band’ (or level) they performed at, and how they compared with their class average and national average for each domain.
2. Schools receive information on how students at their school performed. This is usually available a week or so before schools receive individual student reports to send to parents/carers. These reports include more detailed analysis, including item-by-item response patterns and comparison of those response patterns with ‘similar’ schools.
3. Summary and national reports showing performance across the nation are published on the ACARA website. Summary reports show preliminary results at each year level and domain by state/territory and nationally. National reports show ‘final results by gender, Indigenous status, language background other than English status, parental occupation, parental education, and location (metropolitan, provincial, remote and very remote) at each year level and for each domain of the test’ (ACARA, 2011b). The summary reports are normally available online in September, again prior to parents and schools receiving their individual results, and are replaced by the national report in December of the same year.
4. Test results are published on the My School website. This website shows average school results in all domains and at all year levels. The website allows users to compare school performance against (a) 60 ‘statistically similar’ schools located across Australia, and (b) national averages.

ACARA does not use the results to suggest directions for improvement. Unlike the OECD, which uses PISA data to make recommendations to countries and jurisdictions on challenges and responses, how the NAPLAN data is ‘put into motion’ is largely left to bureaucrats in individual jurisdictions.
Aims of the tests
NAPLAN has two main aims: ‘to help drive improvements in student outcomes and provide increased accountability for the community’ (ACARA, 2011c). The first aim relies on the belief that more and better data enables better intervention and monitoring. For schools, the production of comprehensive sets of student achievement data over time is intended to give ‘detailed information about how they are performing, and they can identify strengths and weaknesses which may warrant further attention’ (ACARA, 2011c). For systems and bureaucracies ‘the NAP [National Assessment Program] provides Ministers of Education with information about the success of their policies and resourcing in priority curriculum areas’ and ‘the capacity to monitor the success of policies aimed at improving the achievement of different student groups, such as Indigenous students’ (ACARA, 2011c).
The second aim of NAPLAN, to provide increased accountability, is driven by the logic that holding individuals and organisations to account motivates them to do better. This is a concept that is found not only in education: accountability is a key driver of many forms of institutional governance and compliance today, and auditing practices are common in most public (and many private) institutions. NAPLAN’s ‘accountability function’ comes from a belief that being transparent about the use of public funds in education, and the outcomes of that funding, is part of the democratic process. Together, the intertwined logics of comparable data and teacher/school accountability are expected to ‘inform future policy development, resource allocation, curriculum planning and, where necessary, intervention programs’ (ACARA, 2011c).
It is important to stress, however, that decades of research suggests that testing rarely drives improvement in the manner desired (Alexander et al., 2010; Madaus, Russell & Higgins, 2009). Furthermore, test-based accountability, despite its political appeal, often results in unintended consequences such as narrowed curriculum and pedagogic focus, and may be part of the reason for testing rarely in fact driving improvement (Nichols & Berliner, 2007).
We are yet to really have a debate about the validity of NAPLAN. While these debates are well known in the United States and, to a lesser extent, England, they have only become a pressing issue locally with the advent of NAPLAN. Across Australia, NAPLAN data is being used in a range of ways, from monitoring students across their schooling, to reflecting on pedagogies and interventions, to the use of scores in Victoria to make decisions about teachers advancing to the next pay level, to the publication of league tables that ‘rank’ schools based on their NAPLAN results in the ACT, to the widely held perception that the results are used as a gatekeeper for some specialist programs and private schools. All of these impact on the validity of NAPLAN. In a similar vein, when Stobart examined the validity of England’s national curriculum assessments, he argued:
Each purpose needs its own validity argument and so evaluating the validity of national curriculum assessments is not about a single judgement. These assessments may be more valid for some purposes than others and there may be different ‘threats to validity’ for each purpose. (2009, p. 162)



Reader reflection 10.1
Reflecting on your own experience working with students in the middle years, either as a pre-service or in-service teacher:
1. What do you see as the benefits and weaknesses of data gathered from standardised tests such as NAPLAN?
2. List the ways that teachers use individual student data from NAPLAN. What do you infer from the data in your school?
3. What other forms of assessment data do you place equal importance on? What role does teacher professional judgment play?
4. How well do you think that test data measures individual student achievement, class achievement and the quality of education that children in schools you have been associated with receive?
5. How do you think middle years teachers should be accountable (accountable to and accountable for)?



The language of tests
The language test experts use to explain standardised tests is, well, fairly standard.

First, a test measures a specific body of knowledge or set of skills which testing experts refer to as a domain. Second, a test is a sample of knowledge, skills or ability from the larger domain of interest. Third, the sample is used to make an inference about the student’s probable performance on the larger domain of interest and allows users to describe or make decisions about an individual or group of test takers.
(Madaus, Russell, & Higgins, 2009, pp. 37–38)


As noted, the NAPLAN test is divided into four domains: Reading, Writing, Language Conventions (spelling, grammar and punctuation) and Numeracy. Each year, tests are designed using a sample of questions that represent each domain. Year 3 tests are all 40 minutes in length, increasing to 65 minutes in Year 9 for the Reading test. The domains that NAPLAN assesses are based on the following samples:1

	Reading: 40–55 multiple-choice comprehension questions on a range of short texts supplied as part of a ‘magazine’, with older students generally answering more questions.
	Writing: all students are given the same prompt, and expected to write in a specific genre. From 2008–10 students were expected to write narratives, from 2011–13 students were expected to write persuasive texts. From 2014 onwards, students may be asked to write either a narrative or a persuasive text.
	Language Conventions: 40–55 spelling and multiple-choice questions, with older students generally answering more questions.
	Numeracy: roughly 40 multiple choice questions. In Years 7 and 9, Numeracy has two tests of around 32 questions each, one with calculators and one without. (ACARA, 2011a)



NAPLAN tests are intended to allow analysts to make inferences about the basic skills of students in these domains. While it is obviously not possible to test whether a 10-year-old can spell every word we would expect them to know and understand in a 40-minute test, the careful selection of items intends to represent the broad domain, so that we can infer the student’s spelling competence in general from their achievement on the test. It is often poorly understood and/or expressed that we are interested in the domain performance of the student, not their actual test score. In other words each ‘student’s score on a test is only of value if it represents how the student is likely to perform on all possible items in the domain’ (Madaus, Russell, & Higgins, 2009, p. 47). Understanding the inferences that can be made, and how accurate and useful they are, requires us to understand the concepts of reliability and validity, and how they are being measured. This is of particular concern for any regime of testing that is intended to be used in significant ways.
What do we mean by ‘reliability’ and ‘validity’, and why are they important?
Traditionally, reliability and validity have been seen as separate fields of inquiry. However, over time the ‘historical process has, in essence, been one of ever widening interpretations of validity’ – it now seems to incorporate reliability: validity has evolved from being a statistical property to whatever makes ‘the use and consequences of the test results central’ (Stobart, 2009, p. 162). As Messick argues, to really grapple with validity we need to recognise that testing is a political and social process, informed by a variety of assumptions and expectations, and that it is not an objective and straightforward task:
For a fully unified view of validity, it must also be recognised that the appropriateness, meaningfulness and usefulness of score-based inferences depend as well on the social consequences of the testing. Therefore, social values cannot be ignored in considerations of validity.
(Messick, 1989, p. 19)


Reliability
Reliability refers to the ‘consistency and dependability of test scores’ (Madaus, Russell, & Higgins, 2009, p. 50). In other words, reliability is a measure of how likely it is that the results on a particular test would be repeated if the student were to retake the test. This is clearly important: if we are to make inferences from any test about individual student achievement, these results need to be a reliable measure of that student achievement. No test is perfect, and there is error associated with each test score. Obviously, the lower the error, the higher the reliability of the measure of student achievement.
One example of an error that impacts on reliability is measurement error. Measurement error is a statistical calculation of the possible variation (margin of error) in student test scores. This variation could relate to multiple factors, including individual factors (such as how the student was feeling), problems of interpretation (markers/scorers may interpret answers differently), and the length of the test itself. In the case of NAPLAN, it is the length of the tests that is a cause for concern: they are short tests, and short tests mean a greater possibility of measurement error. Basically, the more questions a test asks, the more reliable it is. As Wu argues:
When the test is short, the margin of error is large. That is, in drawing conclusions about student performance, we need to take account of the margin of error, because only a small sample of student performance is captured.
(2010, p. 22)



Reader reflection 10.2
1. How much emphasis should you put on individual scores?
2. What might be some other ways that you could make better judgments based on an individual student score?
3. Do you think NAPLAN results should contribute to a student’s grade? Why?



The problem of the reliability of using growth,  or value-added, measures based on student  test scores
Growth, or value-added, measures refer to slightly different uses of the test data. Growth measures generally refer to a simple comparison of cohorts; measuring the value-add, however, means to make inferences about the impact of a particular teacher or a particular program over time. Value-added measures are ‘statistical tools used to measure the purportedly causal relationships between having been instructed by teacher A (or in school B/district C) and achieving Z growth on large-scale standardised achievement tests in certain subject areas’ (Amrein-Beardsley, 2014, p. 21).
These problems with the reliability of the measure in assessing individual performance extend to using any increase in student achievement over time as a measure of teacher impact. Thus, using David’s Grade 5 result and his Grade 7 result together:
the estimates of individual teacher effects have a margin of error of around ±14 points. That is, the uncertainty associated with the estimate of a teacher’s performance is about as large as the difference between a good and a poor teacher. Consequently, student growth measures obtained from two NAPLAN tests are extremely unreliable measures of individual teacher performance. (Wu, 2010, p. 24)



Reader reflection 10.3
1. What might be some factors outside the control of the teacher/school that could influence student achievement and therefore make inferences about teacher effect suspect?
2. As a prospective teacher and/or leader within the middle years, how confident are you that a comparison of growth and/or value-add is a reliable indicator of student learning?
3. How have you seen schools focusing on the improvement of teaching quality (as opposed to teacher quality)?



Validity
If reliability is concerned with the dependability of the test scores, validity evaluates the accuracy of what is inferred, in which contexts, by those who use test scores to make judgments about particular processes. Validity is not separate from reliability, because obviously the use of test scores that have low reliability impacts on the validity of the inferences drawn from them. It is worthwhile stressing that validity is a matter of degree, rather than a static property of a given test. We can’t say that NAPLAN, for example, is valid or invalid, but we can say that NAPLAN has high or low validity depending upon the inferences that are being made, by whom and in which contexts.
Generally speaking, there are three fairly accepted aspects of validity (content, construct, criterion), one contested aspect (consequential) and one possible aspect (cut-offs) (Madaus, Russell, & Higgins, 2009, pp. 53–54; Nichols & Berliner, 2007, pp. 109–21). Content validity refers to whether or not the questions and answers required in the test provide an adequate sample of the domain. Construct validity refers to whether or not a test measures the abstract attribute or characteristic (such as literacy) it claims to measure. Criterion validity refers to the usefulness of the test in predicting certain kinds of achievement now and in the future. Finally, consequential validity refers to the consequences and decisions that are associated with the data, as ‘Validity is about purposes and uses as well as about what is in the test’ (Stobart, 2009, p. 162).
Traditionally, tests like NAPLAN are often deemed to be valid based on a statistical measure of their content validity (Madaus, Russell, & Higgins, 2009). However, this chapter pushes beyond that simplified measure of validity because first, validity is best thought of as ‘an integrated concept, rather than a variety of approaches, organised around a broader view of construct validity’ that includes considerations of reliability (Stobart, 2001, p. 28). Second, the consequences of tests, how the data is used, enacted and understood over time, impacts on the considerations of the other forms of validity. In other words, to make claims about validity, we must pay greater attention to the use of test data, and in particular, reports of unintended consequences, as NAPLAN becomes used in ways that were not intended. One demonstration of this principle was highlighted by Nichols and Berliner (2007). Their argument was that the higher the stakes attached to any single measure that is used to make important decisions about students, teachers and schools, the more liable it is that the initial measure becomes corrupted because the processes are distorted by the emphasis. This is called ‘Campbell’s Law’:
the more any quantitative social indicator is used in social decision-making, the more subject it will be to corruption pressures and the more apt it will be to distort and corrupt the social processes it was intended to measure.
(Nichols & Berliner, 2007, p. 27)


The problem is that the higher the stakes, the lower the validity, because the construct intended to be measured becomes corrupted. One example of this concerns test preparation. Tests like NAPLAN, which are designed to measure student achievement in the areas of basic literacy and numeracy skills, become corrupted when teachers devote excessive class time to preparing for the tests. In other words, the tests no longer measure literacy and numeracy; they begin to measure how well a teacher can prepare a class. Obviously this is a problem, because if important decisions are being made about literacy and numeracy on data that does not measure what it purports to measure, it may not drive the improvements which were intended.
What is a high-stakes test? How is it different from a low-stakes test?
It must be noted that the extent to which NAPLAN is a high-stakes test is disputed. Certainly, it does not have all of the characteristics often associated with testing regimes in the United States and United Kingdom, such as teachers being fired based on their test results, students being denied grade promotion, and schools (in the United Kingdom) being placed in the ‘special measures’ category (where the school’s leadership is put under the microscope), or even closed, based on patterns of test underachievement. Many commentators – including, not surprisingly, ACARA, who administer NAPLAN – argue that NAPLAN is not a high-stakes test. In 2012, the Chairman of ACARA, Barry McGaw, wrote:
NAPLAN tests students over a few hours spread out over a few days, four times from Year 3 to Year 9. The tests are not onerous and not high-stakes. Their primary purpose is to give parents information on how well their children are developing fundamental skills in literacy and numeracy.
(2012)


This all depends upon definition as much as it does upon language games. There is a sense that ‘high-stakes’ and ‘low-stakes’ are static, constant descriptors that must apply everywhere and at all times. Thus, a common fallacious claim is that ‘because my child or I did not experience the testing as high-stakes it can’t be high-stakes’. It is equally false to claim that ‘because I experienced excessive pressure associated with NAPLAN, everyone else must have experienced the same pressure in the same way’. The evidence suggests that while the stakes associated with NAPLAN vary and are most likely context dependent, there are high stakes in many contexts, low stakes in others; it seems to depend upon how external policies and forces meet internal characteristics and processes.
The stakes of an assessment are not limited to the way a test is designed: they must also incorporate the ways the information is used, in which context and what this does to the work of schools. According to the American Education Research Association (AERA):
uses of achievement test results are termed ‘high stakes’ if they carry serious consequences for students or for educators. Schools may be judged according to the school-wide average scores of their students. High school-wide scores may bring public praise or financial rewards; low scores may bring public embarrassment or heavy sanctions.
(2012)


There is ample research that suggests that in many specific contexts those enacting NAPLAN are experiencing many of the consequences we would describe as ‘high-stakes’ (Hardy, 2013; Connell, 2013; Kostogriz, 2012; Klenowski & Wyatt-Smith, 2012; Lingard & Sellar, 2013; Polesel, Rice & Dulfer, 2013; Thompson, 2013; Comber, 2012). Education authorities and the media place such emphasis on the results that the tests have become high-stakes, particularly for schools and school personnel. Lingard (2010) and Lobascher (2011) both argue that the publication of NAPLAN results on the My School website, the media attention and the ways in which education bureaucracies use the data are all evidence that it is a high-stakes test. Connell (2013) goes further, arguing that:
The genius of My School is to make a vast public display of the losers, school by failing school, into a centrepiece of national education policy erecting an electronic pillory right in the middle of the mall. The statistics are duly processed by the mass media into league tables, ranking schools in order of NAPLAN test performance (for instance the special supplement ‘My School: NSW Schools Ranked’, Sydney Morning Herald, Monday 27 February 2012). The government is cute, it does not have to publish league tables of its own; but is anyone so naive as to think they did not expect this immediate result?
(p. 282)


In Queensland, Lingard (2010) argues that how systems and bureaucracies respond to the NAPLAN data raises the stakes. Also in Queensland, Hardy reports the way in which principals have been subjected to performative pressures: by being ‘placed on contracts, with the potential for bonuses for improved NAPLAN results, but also possible termination of these contracts, subject to six-monthly reviews of performance, should results not improve sufficiently’ (2013, p. 6). When systems use NAPLAN test scores as accountability mechanisms they are responding rationally to the aims of the tests. However, when they do this, they also increase the stakes in the contexts in which they are applied. In the case of the Queensland principals, it is difficult to make the case that NAPLAN remains a low-stakes assessment.
What do we know about enactment?
Not surprisingly, the way policy, or in this case NAPLAN, is enacted is difficult to understand. For many years scholars have been interested in finding out why policy and curriculum initiatives that seem to make sense, have admirable goals and seem achievable, often result in minimal change, or in some cases have effects opposite to those intended. In the context of curriculum reform in Australia, Luke argues that any official change:
comes to ground via an enacted curriculum of teaching and learning events ‘lived’ by students and teachers. Specific knowledges and skills can only be ‘named’ in official curriculum documents at a level of technical abstraction. They are brought to life in classrooms.
(2010, p. 41)


In relation to the semantic, ongoing argument about whether or not NAPLAN is high-stakes, what is often ignored is the ways in which local, regional and systemic practices collide with NAPLAN – in each individual school and in the work of each education professional.
It is not too much of a stretch to say that the specific practice of publishing school-based NAPLAN results would most likely have a greater effect on the stakes associated with NAPLAN in Canberra than in Perth, thousands of kilometres away. In other words, context is important in understanding the use of test data. To paraphrase Braun, Ball, Maguire and Hoskins, NAPLAN does not tell people what to do, it ‘creates circumstances in which the range of options available … [is] narrowed or changed, or particular goals or outcomes are set’ (2011, p. 586). This is important:
[as while from] the ‘outside’ a school may look like it is straightforwardly adopting a number of policies, schools have different capacities for ‘coping’ with policy and assembling school-based policy responses. Schools produce, to some extent, their own ‘take’ on a policy, drawing on aspects of their culture or ethos, as well as on situated necessities.
(Braun, Ball, Maguire & Hoskins, 2011, p. 586)


In the context of the notion of ‘stakes’ previously discussed, it is important to frame NAPLAN not only in the context of what it claims to be doing – providing data to enable improved literacy and numeracy achievement in schools – but also in the context of how it is being enacted in schools. Arguably the people who understand the impacts of testing are those teachers and other education workers who work as ‘key actors in the policy process’ and act as ‘both an agent and a subject of policy enactments’ (Braun, Ball, Maguire & Hoskins, 2011, p. 586). There is ample evidence, from multiple studies, that teachers report that NAPLAN is having significant impacts on their style of teaching, the range and scope of the curriculum in their class and the learning experiences of students (Thompson, 2013; Polesel, Rice & Dulfer, 2013; Comber, 2012; Thompson & Harbaugh, 2013).
To restate my argument, part of the reason for the unintended consequences associated with NAPLAN is the insistence on using it as an accountability measure for schools, teachers and principals. This is not down to individual misuse of NAPLAN; it is a design feature of the test regime itself. International experience suggests that test-based accountability rarely improves student achievement, often exacerbates inequities and creates incentives for practices that are not in the best interests of students (Alexander et al., 2010; Madaus, Russell & Higgins, 2009; Nichols & Berliner, 2007; Stobart, 2009):
Teachers and schools may respond to such systems of accountability in ways that can undermine the very performance that is ostensibly being measured or assessed. Where this happens, the secondary use of assessment evidence to hold teachers and schools to account can damage primary, educational use of that assessment. (O’Neill, 2013, p. 5)


What can we do?
While we may advocate for a future where tests like NAPLAN are not required, the pragmatic reality is that they are likely to be here to stay. The question then becomes, what should be done? Or, more importantly, what can we do? Hopefully the information above has provided some clues as to how to negotiate test-based accountabilities within an ethical teaching practice. Of course a better understanding of statistics, validity and assessment principles never hurts. That said, there are some more general areas that teachers who are required to engage with test data may find beneficial to investigate. Indeed, many schools, school leaders and teachers are already experimenting with some of these innovative and sustainable practices in the interests of improved student achievement.
Option 1: Design better tests
One of the common problems with tests that have significant accountabilities associated with them is that over time they can become what we value. In other words, there is a reductive tendency in schools and classrooms that is a rational response to the emphasis placed on those test scores. One obvious solution is to devise school-based strategies that use and value other assessments. Formative assessment programs that advocate assessment for learning, and that can be articulated and explained to parents and caregivers, may be one strategy that lessens the social consequences associated with NAPLAN. The over-reliance on one measure will always be a problem for validity. After all, the fact that teacher professional judgment of student achievement is, generally, at least as good as the predictions made on standardised tests is often ignored (Nichols & Berliner, 2007). Having multiple measures valued is incredibly important, as is having conversations about the validity of all the inferences being made from those assessments.
Another strategy is to continually evaluate the accountability system, at all levels from the classroom to large systems such as Departments of Education in each state, in order to understand how the tests are impacting on teaching and learning as well as any unintended consequences. Stobart (2008, p. 142) makes the point that doing this leads to ‘more sustainable changes in curriculum, teaching and learning’, which are reflected in more complex approaches to accountability. All of this works against the ‘policy hysteria’ that so often results from test-based accountabilities.
Option 2: Mobilise (and value) different conceptualisations of accountability
As stated above, one of the issues that will continue to dog NAPLAN is the insistence on test-based accountability as central to improving student achievement. There is a common perception that teachers are ‘unaccountable’ – and that this is the reason for some students not achieving as well as they could. Of course this ignores the fact that teachers and schools are driven by several versions of accountability, albeit primarily the accountability (towards students) for ensuring that schools are safe and supportive places. Not surprisingly, this accountability does not play any major role in a shift towards seeing education as an output for economic success.
Of course there are other forms of accountability that teachers and schools may explore that offer some possibilities to push back against the rise of test-based accountability. Stobart (2008, pp. 134–35), drawing on the work of Onora O’Neill, has termed this ‘intelligent accountability’, where the accountability mechanism is based on the need for it to be constructive and the need for accountability to be more sophisticated and nuanced than the blunt test-based tool.
Constructive accountability must operate on greater trust of teachers and principals and recognition that they are motivated by care and desire for learning far more than they are by achieving performance indicators. Our accountability systems must harness those motivations, work with them and contribute in educative ways to the general and specific purposes of schools. There are multiple paths that education systems, policy-makers and bureaucrats may decide to follow that could provide better models of accountability. One possibility is values-based accountability, where emphasis is placed on how students receive their results, rather than on what those results are. The first step of this is to ‘put internal accountability first and to develop answers to fundamental aspects of accountability’ such as what is expected of students academically, how are students instructed, who is responsible for student learning and how do students and teachers account for their work and learning, and with what results and support (Stobart, 2008, p. 136).
One example of this practice is Instructional Rounds (IR), an approach to teachers’ professional learning that uses a networked teacher–teacher observation protocol to improve teacher practice (City, 2011). It focuses on in-class instruction as a vehicle to improve teacher practice. It is more than an evaluative or supervisory tool, as one of the key ideas is an inquiry focus on the instructional core rather than on the teacher. The instructional core addresses what is happening, who is talking, what processes can be observed. Instructional Rounds are:
fundamentally descriptive and analytic, not evaluative. At no point do we declare what we see to be ‘good’ or ‘bad’ or something that we ‘like’ or ‘don’t like’.
(City, 2011, p. 37)


IR focuses on teacher instruction (as an ‘input’ that can significantly impact student learning), involves addressing a shared ‘problem of practice’ and working through this in a collective way; it de-emphasises the sense that teachers are being ‘judged’ and instead focuses on creating a culture of trust and shared improvement, and a shared language across the network. The goal of making teachers accountable to instruction, rather than test scores, is that it works ‘by calling forth the energy, motivation, commitment, knowledge and skill of the people who work in schools and the systems that are designed to support them’ (Elmore, 2003, p. 195). IR is an example of a program that works at reinforcing internal accountability because high internal accountability is ‘a necessary condition for schools to be successful in responding to the pressures of external accountability systems’ (Elmore, 2003, p. 198).
Creating school cultures where trust and accountability are reciprocated through coherent, shared views of purpose and objectives needs to be complemented by the development of more sophisticated measures than NAPLAN alone. More sophisticated measures require an understanding of the fact that validity and reliability of tests are damaged by overreliance on one measure (NAPLAN) and of the ways in which NAPLAN is enacted in schools. In other words, we need to continually monitor how the test data is being used, because consequential validity always has a flow-on effect on construct validity. The stakes associated with NAPLAN suggest that the test is probably no longer measuring what it claims to measure, and as a result has lower validity, which in turn reduces its usefulness in making the decisions it is designed to make.
Option 3: Disentangle the competing aims of producing useful system data and school-level accountability
In the debate about consequential validity between Messick (1989) and Popham (1997), Popham argues that while the misuse of tests results should concern test-makers and ‘measurement people’, seeing the social consequences of testing as a facet of validity ‘introduces unnecessary confusion into what is meant by measurement validity’ (1997, p. 13). Messick, in his rejoinder, argues that consequential validity is concerned not with the misuse of test data, but with the ‘unanticipated side-effects of legitimate test use’ (1998, p. 40). As I have outlined above, many of the unintended consequences of NAPLAN – narrowing curriculum, teaching to the test and increased anxiety – are practices associated with NAPLAN’s goal of promoting test-based accountability. In other words, the problem is not the misuse of data: it is being used as intended, but we are unhappy with the results of that use.
In the previous section I argued that there are better forms of accountability for schools and teachers than test-based accountability. If we were to remove this aim of NAPLAN – its functioning to induce test-based accountability – by reconsidering the My School website, and by continually monitoring the social consequences of the tests, including how they are ‘borrowed’ by other policies such as performance pay, promotion and probation requirements for teachers, and used as gatekeepers for students, we would most likely ensure that NAPLAN became a more valid assessment tool that could offer, as part of a whole, more assistance in driving improvements in school achievement.
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Chapter 11 Engaging Indigenous students: The important relationship between Aboriginal and Torres Strait Islander students and their teachers
Peter  Buckskin


A note from the author
I am a Narungga man born on the York Peninsula of South Australia and I now hail from the Aboriginal community of Point Pearce. I have a brother John and baby sister Geraldine. My elder sister Lorraine is deceased. I attribute my success in life to the close relationship I have with my family; this has kept me culturally strong and focused on community needs as my career has developed over the years. I am proudly married to Mary and we have two children, Peter and Lorraine. I firmly believe that being a husband and father are the most important roles I have in life. Along with Mary, I also have the privilege of providing care to our nephews and nieces from time to time when necessary.
My early years were influenced by the policy of forced removal from immediate family until I was permanently reunited with them, at the age of six. I grew up in rural South Australia before moving with my mother and little sister to Western Australia to live in the Pilbara during my teenage years. My mother and maternal grandfather are my heroes because of their resilience and commitment to family, with their generosity of love and care. My grandfather, affectionately known as ‘Daddy Buck’, attended my graduation as a teacher in Perth, travelling interstate for the first time to the event.
Schooling was nothing special. I experienced cultural isolation and at times racism. Despite this I made a handful of good white mates from my school days with whom I still keep in contact. Their support in the early years was helpful in overcoming the debilitating effect that racism can have. Reflecting on my schooling, I can truthfully say that I wanted to make a difference for future Aboriginal students so they didn’t feel the cultural isolation and lack of respect I experienced. In 1975 the Aboriginal Teacher Education Program at Mt Lawley Teachers College attracted me into study to be a teacher. So I embarked on a teaching career that eventually brought me back to South Australia, where I was able to spend more time with my immediate family and ageing grandfather, ‘Daddy Buck’.
After this relocation, my career moved from the classroom into the education bureaucracy, where I became a staunch advocate for Aboriginal Education. I now enjoy my role as a senior public commentator and academic in Aboriginal Education as Dean of Indigenous Scholarship, Engagement and Research at the University of South Australia. While I am dedicated to this role, it is extremely important to me that I am able to maintain relationships with family and other members of the community. These relationships are the essence of who we are.


Congratulations on making the decision to become a teacher, joining a profession that has the honour of shaping the minds and hearts of future citizens and leaders of humanity. You will have the opportunity to put into practice the passion that motivated you to choose a teaching career.
The students you have the privilege to teach every day must leave your classroom at the end of the day happier and more fulfilled both intellectually and personally than when they arrived. These are admirable aims that will be challenged by the attitudes and behaviours young people bring to the classroom. However, the responsibilities of teachers are becoming more transparent, with higher levels of accountability to nationally agreed standards. Teachers hold a special place in the community, especially with parents and caregivers. By mastering the craft of teaching you will be rewarded both personally and professionally over the years as you pursue your career.
The last 30 years have seen a plethora of ways put forward to assist Aboriginal and Torres Strait Islander children and young people to become emotionally healthy, so they can be ‘better, brighter, smarter’ and be able to live out their entitlement to become dignified and participating citizens of this country and the world.

Reader reflection 11.1
Consider the ways that national, state and local government provisions have acknowledged the challenges facing Aboriginal and Torres Strait Islander peoples. Reflect on how these policies have impacted upon these young people and their capacity to engage with education.


The Australian Labor Government’s education revolution and the campaign to ‘close the gap’ between the education outcomes being achieved by Aboriginal and Torres Strait Islander children and those achieved by their non-Indigenous counterparts was grounded on the declaration by the then Prime Minister that:
quality education is good for our economy, good for our community and good for individuals, [and] disadvantage forces too many Australians to live on the fringes of the nation’s economic and social life … Our challenge is to bring these Australians back into the mainstream through a reform agenda of social inclusion.
(Rudd, 2008)


The current government is also committed to closing the gap, with Prime Minister Tony Abbott stating that in order to do this, we ‘must get kids to school, adults to work and the ordinary law of the land observed’ (2014, p. 1). This government sees that getting children to school is the Australian Government’s number one priority in order to ‘break the cycle of non-attendance’, and has introduced a plan to get Aboriginal and Torres Strait Islander children back to school in 40 remote communities (Australian Government, 2014, p. 2).
Regrettably, however, the mainstream has so far failed to provide the necessary support and professional development for teachers of Aboriginal and Torres Strait Islander young people when they do attend, and as a result, their parents and caregivers are now very wary of mainstream education as a whole. Aboriginal and Torres Strait Islander communities want their children to be successful at school and to fully participate in mainstream Australian life, but the appalling reality is that for more than 100 years, mainstream education systems have struggled to enable Indigenous children to achieve that success.
Too many Indigenous children in Australia enjoy neither success at school, nor the opportunities that should follow (SCRGSP, 2007). The gap between their English literacy and numeracy achievements and those of their non-Indigenous counterparts is so large that the Rudd Government anticipated that it would not be closed for 20 years (ALP, 2007a; COAG, 2008): that is, not before another generation of Indigenous children has grown up. In 2008, COAG (Council of Australian Governments) set specific targets for closing the gap between Indigenous and non-Indigenous Australians and in 2014 the Australian Government released a report card on progress toward those goals. One of the targets is to halve the gap in reading, writing and numeracy achievements within a decade. There has been very little progress in more than half a decade: only two out of eight areas have shown significant improvement since 2008 (ABC, 2014).
Kevin Rudd, in the National Apology to the Stolen Generations, made on 13 February 2008, acknowledged ‘the indignity and degradation … inflicted on a proud people and a proud culture’, and resolved to take the first step of acknowledging the past and laying claim to a future that embraces all Australians. It seemed possible that the waiting was going to end, that the ‘proud culture’ would finally be respected, that Indigenous peoples would have a chance to regain their pride and build on that to contribute their talents to Australian society. However, it continues to be a slow process.
There are now four main areas requiring major reform that are receiving national attention and cooperation. First, the development of the Australian Curriculum, auspiced by the Australian Curriculum, Assessment and Reporting Authority (ACARA); second, national standards, auspiced by the Australian Institute for Teaching and School Leadership (AITSL); third, the investment in the pre-service and professional development of teachers and school leaders by the Stronger Smarter Institute, an independent, non-profit organisation previously hosted by the Queensland University of Technology; and fourth, employment/workforce development with the More Aboriginal and Torres Strait Islander Teachers Initiative (MATSITI) at the University of South Australia.

Reader reflection 11.2
Thinking about these four main areas, can you identify further areas for reform?


Governments must ensure that closing the education gap is a joint venture undertaken with Indigenous peoples and their children. In September 2008, Dr Chris Sarra, Director of the Indigenous Education Leadership Institute, said: ‘It is a time for doing things “with” Indigenous communities and not “to” Indigenous communities’ (2008a). The point that Sarra makes is a crucial one. For Aboriginal and Torres Strait Islander people, there is a legacy of non-Indigenous people telling us what it is that we should want or need. It is incredibly important that, as teachers, you talk with your students, parents and caregivers to find out what it is that can be done together, with input from all concerned. This is highlighted in the resource Conversations > Relationships > Partnerships: a resource for school staff, which emphasises that:
you can’t have a partnership without a relationship, and you can’t have a relationship without a conversation. You’ve got to have the conversation. Everything starts here … (National Curriculum Services, 2009).


The cultural arrogance that has damaged Aboriginal and Torres Strait Islander peoples in Australia for more than 200 years is unacceptable. Ideas that ‘white is right’, that non-Indigenous people know what’s best for Aboriginal and Torres Strait Islander peoples, or that an intervention can be imposed without consultation, are outdated and will not close the gap. Governments and educators must show leadership to the rest of the Australian community by displaying genuine respect for Indigenous cultures and by basing all actions to close the gap on that respect.
Cultural competency
Cultural competency is of vital importance: a culturally competent teacher, along with increased numbers of Aboriginal and Torres Strait Islander peoples employed in schools, will foster engagement with, and participation by, local Indigenous communities, and will build positive learning relationships with Indigenous children. It is possible that you, as a student in the compulsory years and beyond, have not had access to professional and contemporary perspectives about Aboriginal and Torres Strait Islander people, histories and cultures and have therefore not had opportunities to develop the requisite knowledge, skills and attitudes to become culturally competent.
The education revolution needed by Aboriginal and Torres Strait Islander children and young people is one that embraces the importance of Indigenous cultures as the basis on which Indigenous children form their sense of personal identity and their self-esteem. Each child’s identity is ‘a construction, a product, and an effect of social and historical relations’ (St Denis, 2007, p. 1070), formed by the culture and social setting in which the child has been raised. In a similar way, each teacher’s identity is also a formation based on their social histories. Sometimes it is challenging to transcend that identity in order to understand the many cultures that can be encountered in the classroom.
Teachers must have an understanding of this as a foundation for building effective learning relationships with learners. Every child deserves teachers who will apply such understanding and skill throughout the child’s educational journey. This involves getting to know students and their cultures better, and is the basis for Individual Learning Programs (ILPs).
While not all scholars agree on definitions and conceptualisations of ‘cultural competency’, and there is not yet a national policy about the role and status of cultural competency training for teachers, non-Indigenous teachers who have worked with Aboriginal and Torres Strait Islander students and other members of Indigenous communities know that interacting effectively with people from different cultural and language backgrounds calls for knowledge, skills and attitudes which most members of the dominant Anglo or Western culture do not have.
For this reason, Aboriginal and Torres Strait Islander educators welcome the Australian Institute for Teaching and School Leadership’s National Standards:
	Standard 1. Professional Knowledge – 1.4 Strategies for teaching Aboriginal and Torres Strait Islander students
	Standard 2. Know the content and how to teach it – 2.4 Understand and respect Aboriginal and Torres Strait Islander people to promote reconciliation between Indigenous and non-Indigenous Australians. (AITSL, 2011, pp. 9, 11)



It is now the responsibility of all state and territory government and non-government education systems to provide inservice and professional development opportunities for all school leaders, practising teachers and other education workers likely to be working with Aboriginal and Torres Strait Islander students. At the same time, tertiary institutions must accelerate their inclusion of cultural competency training in all courses for pre-service teachers.
The need for cultural awareness and development of competencies for teachers interacting in cross-cultural situations is not a new idea in Australia. During the past 30 years, many practising teachers working with Aboriginal and Torres Strait Islander children and young people have tried to make themselves aware of and sensitive to Indigenous cultural issues, but the professional development provided to them has often been inadequate, and their awareness has often not translated into practice. Nor have even the most committed individuals been able to address the systemic issues that continue to disadvantage Aboriginal and Torres Strait Islander students – issues such as inadequate facilities in remote locations, insufficient personnel with the relevant sensitivities and skills, insufficient relevant teaching materials, and inadequate system-wide monitoring and evaluation of various methodologies.
In a recent review of Victorian Indigenous schooling, the absence of system support for proven methodologies resulted in individual teachers attempting a wide range of approaches:
So many different ways of doing things have been tried that few, if any, have been tried for long enough with enough people to see if they make a difference. Even if they did make a difference, we would not necessarily know it because the systems are not in place here, or anywhere else in Australia, to implement, monitor and evaluate long term programs.
(Buckskin, Hughes and Teasdale, 2008, p. iii)


Across the nation there has been minimal resourcing of relevant and ongoing professional development of cultural competency amongst teachers and education workers, and to date there has been no declaration by the Australian Government that the education revolution will include a meaningful commitment to providing or rewarding such training. In July 2008, then Minister of Education, the Hon. Julia Gillard, spoke of the benefits of mimicking the Teaching for America experiment, with the aim of developing ‘a national scheme which recruits the most talented graduates to teach in the most challenging schools and communities’ (2008). While it is acknowledged that teaching needs some of the nation’s most talented graduates, to be of value to Aboriginal and Torres Strait Islander students, those graduates must be both teacher-trained and culturally competent. As Tomazin goes on to report: ‘the Australian Council of the Deans of Education has warned that shortening teacher-training courses and recruiting underqualified graduates could do more harm than good’ (2008).
In the tertiary sector, the University of South Australia is fulfilling its obligation to ‘facilitate the development of awareness, knowledge and skills required to enable students to begin the process of becoming culturally competent service providers’ (Grote, 2008, p. 7), and in the interests of Aboriginal and Torres Strait Islander children, governments must collaborate with universities across the nation to require such studies by all undergraduates studying ‘human service provision’ courses (such as teaching, social work, nursing and the like). The revolution for Aboriginal and Torres Strait Islander children will not happen without culturally competent teaching, and it is the responsibility of governments to ensure that this training is both resourced and accessible, and to provide appropriate reward structures for teachers who acquire the competencies.
Policies advocating cultural competency do not need to be reinvented. As long ago as 1989, Australian governments, through the Australian Education Council, introduced the National Aboriginal and Torres Strait Islander Education Policy (AEP), and throughout the 1990s the Ministerial Council on Education, Employment, Training and Youth Affairs (MCEETYA) engaged Aboriginal and Torres Strait Islander educators to set down guidelines, resulting in two excellent publications: National Statement of Principles and Standards for more Culturally Inclusive Schooling in the 21st Century and A Model of More Culturally Inclusive and Educationally Effective Schools. In 2000–01 the Australian Government funded the development of the What Works project, intended to initiate change in teaching practices at the school level to markedly accelerate the achievement of educational equality for Aboriginal and Torres Strait Islander students. Guidelines were prepared to embed Indigenous perspectives within school practices, so that Indigenous students:
develop their sense of identity and pride in their culture, as well as building knowledge and understanding of their cultural heritage, thus contributing to developing a positive self-concept.
(Department of Education and the Arts, Qld, 2005, p. 45)


Despite the provision of such policies and guidelines, there are still too many schools in which teachers are ill-informed and unskilled in how to relate to Aboriginal and Torres Strait Islander parents, caregivers and students; in how to embrace Indigenous identity within their school; in how to involve Indigenous community leaders in decisions made in the school; and in how to help Indigenous students feel included, safe, valued and respected. There are too many schools where Aboriginal and Torres Strait Islander young people do not feel included and proud of their heritage, but with the promotion of self-esteem, self-confidence and pride by teachers who respect children’s cultures, students can become effective learners.
This problem persists despite the fact that the educational benefits of ensuring cultural links between home and school were demonstrated in research coordinated in 2000 by the (then) Commonwealth Department of Education, Training and Youth Affairs (DETYA). For this study, DETYA established a large project involving more than 80 Strategic Results Projects (SRPs). The report, entitled What Works? Explorations in Improving Outcomes for Indigenous Students, analysed performance data from 60 sites and highlighted key indicators that improve Indigenous educational outcomes. In the final breakdown of the data, three key practices were identified as contributing to improved learning outcomes. The first and most salutary of these was ‘the recognition, acknowledgement and support of culture’ (McRae et al., 2000). As a teacher, it is imperative that this set of indicators is observed to ensure marked and significant improvements in outcomes for Aboriginal and Torres Strait Islander students.

Reader reflection 11.3
Critically appraise your own cultural awareness in relation to Aboriginal and Torres Strait Islander students. How might you attend to this area of professional development?


Languages other than standard Australian English
Culturally competent teachers understand that for a large number of Aboriginal and Torres Strait Islander children, Standard Australian English (SAE) is a second (or third or fourth) language; their first or ‘home’ language is either a traditional language or a dialect of Indigenous English. Hence when learning SAE they must be positioned as Language Other Than English (LOTE) learners (Department of Education, Qld, 2003). Why then, do our education systems not support Aboriginal and Torres Strait Islander children in their learning of English in the same ways that they support non-Indigenous LOTE learners? Throughout your teaching career, your acknowledgment of and actions in relation to Aboriginal and Torres Strait Islander students as LOTE learners can do much to tip the scales in your students’ favour.
Aboriginal and Torres Strait Islander students’ languages reflect their culture, their identity and their self-esteem. Like all children, they are partly defined by their language, and through it they express their personal identity, their culture and their place within their community. A student’s language is not of his or her own devising, and although Indigenous Englishes may sound to a teacher who speaks SAE like a deficient version of school English, to the child it is as valid as any other language. It is certainly not an indicator of some kind of developmental inadequacy. This language, along with the cultural concepts and perspectives it reflects, must be respected at school for the child to feel respected and positive about learning. Teachers, and other staff members within the school, can teach about the ways home language differs from school English, or SAE.
There is little recognition within the Australian Government’s plans of the importance of respecting the languages that Indigenous children bring to school or of assisting teachers and schools to do that. A newspaper report claimed that before releasing the draft report of the review into the Northern Territory Emergency Response, the Indigenous Affairs Minister, the Hon. Jenny Macklin, approved deletion not only of a recommendation that Indigenous children be educated in their first language but also of statements in the draft report that ‘Literacy in English must start with literacy in a child’s mother tongue’, and ‘there is no contradiction between Indigenous children retaining and transmitting the culture of their parents while gaining education that will broaden their choices in later life’ (Toohey, 2008). Indeed, the then Northern Territory Education Minister declared her commitment to teaching only in Standard Australian English for the first four hours of each day, the opposite of the deleted recommendation (Toohey, 2008). This is despite the United Nations Convention on the Rights of the Child, Article 30, which states:
Children have the right to learn and use the language and customs of their families, whether or not these are shared by the majority of the people in the country where they live, as long as this does not harm others.


The NT policy continues to breach international conventions on the rights of children and of indigenous peoples and is in direct opposition to best practice as identified in study after study about learning a second language. Cummins (2000), as quoted in McKenna (2012), states that ‘Even the important goal of learning a second language is facilitated by starting with a language the children already know’ (McKenna, 2012, p. 17). In Campus Review, McKenna reports that:
others [researchers] provide convincing evidence of the principle of interdependence – that second language is helped, not hindered, by first language study. This leads to a simple axiom: the first language is the language of learning. It is by far the easiest way for children to interact with the world. And when the language of learning and the language of instruction do not match, learning difficulties are bound to follow.
(2012, p. 17)


When Regional Learning Partnerships between communities and schools were established in the Northern Territory by the Department of Education and Training (DET) to improve the delivery of education to Indigenous children, most communities indicated that they wanted language taught in schools through either two-way learning or an Indigenous Languages and Culture program. In fact, DET’s own review of two-way schooling in 2004–05 revealed positive outcomes for children taught in the two-way model (DEET, 2005). The most recent review of Indigenous education in the Northern Territory states:
the review recommends that, where feasible, primary schools should offer a coherent program aiming to achieve literacy in first language for those Indigenous children for whom English is not a first language.
(Wilson, 2014, p. 121)


Most Northern Territory schools are already English-only schools, and there is no sign that this improves the English literacy of Indigenous children. The proposal to teach the first four hours of each day in English severely compromises the bilingual education model and consequently the ability of young children to cope in the classroom, as well as undermining the role of Indigenous teachers in the classroom. Presenting a child with monolingual English for four hours a day does not help a child from a non-English speaking background to decipher the language and become a good English speaker. It is not the approach taken for immigrant children, so why is it used for Indigenous children? UNESCO’s 2002 research highlights the importance of initially working with children in their ‘mother’ or ‘home’ language and then building on this foundation towards success with the official language. If our politicians truly aim to close the English literacy gap, why is this principle not applied to the teaching of Indigenous children?
Support must be given to English literacy programs and teacher development courses that respect the first languages spoken by Aboriginal and Torres Strait Islander children and thus preserve their confidence as learners. Governments must stop expecting Indigenous children in their first year of schooling to successfully adopt SAE at the same rate as their English-speaking peers. Instead, Aboriginal and Torres Strait Islander children must be supported at least as extensively as other children who are EAL/D learners. Both trainee and practising teachers must be supported to understand how important a child’s first language is to the formation of their identity, their sense of self and their place within their culture and community. Initial teacher education and in-service professional development must skill teachers to build teacher–learner relationships on this understanding. If teachers are not equipped to apply these principles of learning, Aboriginal and Torres Strait Islander children and young people will continue to face difficulties which limit their literacy in SAE and result in continued poor outcomes. As Dr Chris Sarra has said on many occasions, the way forward is to ‘develop and embrace a positive sense of Indigenous identity within schools’, for ‘the truth is, the stronger we become in our Indigenous identity, the greater the scope for us to get smarter. Indigenous children must know this’ (2008b, p. 5). This is one of the roles of a classroom teacher: to help students become stronger and smarter.

Reader reflection 11.4
How do you understand the relationship between language and student identity? Relate this to a school context you are familiar with.


Middle school
First, the transition through these years of schooling can be disruptive and disconcerting. Students often find they are moving from a secure and predictable environment to one which seems uncertain and difficult. It is easy to get lost in the transition. Second, students can find problems maintaining motivation and interest as they move through the early secondary years. Adolescence is often a contributing factor to this, as are the multiple demands made of students.
This stage of schooling poses a number of challenges for any student and requires special attention for Aboriginal and Torres Strait Islander students in particular. Aboriginal and Torres Strait Islander young people can experience, often for the first time, racism. For some Aboriginal and Torres Strait Islander students, school is a battle the minute they walk through the gates in the morning. When asked whether the kids feel it is a battle, one Aboriginal community member responded:
When they get old enough to realise. When you’re five and six you don’t understand what is happening around you. You know that you have a fight on your hands on a daily basis but you don’t understand the wider implications of that, but as kids get older they certainly realise that it is very much a part of their lives.
(Munns, 1998, p. 178)


For many Aboriginal and Torres Strait Islander students, the middle school years are a time of crisis, particularly in relation to the multiple demands on students as they manage and adjust to complex and changing circumstances (McCrae et al., 2000).
By the time a student reaches the middle years of schooling in Australia, there is an expectation that they can learn from reading and are able to write in English. For the majority of Australian students, these competencies have been acquired almost subliminally, but as detailed above, for many Aboriginal and Torres Strait Islander students English is not their first language and the language of school can be quite foreign. So they arrive at the middle years of schooling having not yet mastered the basic elements of numeracy (for which they need to learn foreign terms) and English literacy. Rose makes the point that they will not:
learn these skills explicitly, as the volume of content allows secondary teachers insufficient time to teach reading and writing skills to weaker students, even if they were trained to do so.
(2004, p. 2)


A quick scan of the National Assessment Program – [English] Literacy and Numeracy (NAPLAN) National Report for 2013 reflects little or no change from previous reports. In the commentaries for Years 3, 5, 7 and 9, it reports that:
In all achievement domains and for all jurisdictions, the mean scale score for Indigenous students is substantially lower than the mean scale score for non-Indigenous students.
(ACARA, 2013)


In order to reverse this situation, which has been the case for many years, it is essential that schools have culturally competent staff, are welcoming places for Aboriginal and Torres Strait Islander people, and conduct programs that respect culture and language as essential to gain and raise the confidence of Indigenous learners and work with them. The What Works project reported that:
Students can find problems maintaining motivation and interest [and] for Indigenous students in particular, there may sometimes be a lack of suitable role models and the rewards of staying at school can seem distant and difficult to maintain.
(McRae et al., 2000)


Schools are the ideal place in which to foster the skills of Aboriginal and Torres Strait Islander Australians who want to work with children and young people. The current More Aboriginal and Torres Strait Islander Teachers Initiative (MATSITI) aims to increase the number of Aboriginal and Torres Strait Islander teachers in Australian classrooms. Anecdotal evidence supports the value of their work and presence within schools for Aboriginal and Torres Strait Islander learners.
When thinking about Aboriginal and Torres Strait Islander adolescents and their education, I am always reminded of Fanshawe’s research (1976, 1999, 2000). Fanshawe believed in having high expectations and that effective teachers of adolescent Aboriginal and Torres Strait Islander students are:

	demanding: they have confidence in the ability of Indigenous students to achieve rigorous and realistic goals; they avoid expecting little and getting little from their students;
	warm and supportive: they give Indigenous students guidance, help, understanding and encouragement; they value Indigenous students as people, respect their culture[s] and are free from racial prejudice; they are knowledgeable about Indigenous adolescence and Indigenous culture[s];
	stimulating: they know their subject content well; they can develop ways to present material and organise activities that are relevant, original and imaginative – rather than dull and routine;
	responsible and organised: they are businesslike, systematic and proficient at facilitating the learning of Indigenous adolescents; they are clever strategists who can match different instructional techniques to different student learning styles; they work in harmony with their teaching team and the Indigenous community.

Working with members of Aboriginal and Torres Strait Islander communities is about relationships, about knowing yourself and knowing your students. 

Reader reflection 11.5
Where else in this book can you identify a call for teachers to be demanding, warm and supportive and stimulating? What conclusions can you draw about these strategies for middle years learners?


The importance of listening to Aboriginal and Torres Strait Islander educators
Aboriginal and Torres Strait Islander educators and Elders have been recommending the approaches discussed in this paper to governments for many, many years. They were first recorded in the 1970s, when formally appointed Indigenous Education Advisory Committees or Groups in each of the states advised state Ministers and Departments of Education. The advice was then repeated through the National Aboriginal Education Committee (NAEC), and drafted into education policy statements and guidelines which were endorsed by all Ministers for Education in the 1980s and 1990s. These policies and guidelines detailed the needs of Aboriginal and Torres Strait Islander learners and the importance of non-Indigenous teachers learning about and welcoming Indigenous cultures in schools. Outstanding work undertaken in the 1980s, 1990s and early 2000s – all developed by Indigenous educators and endorsed by MCEETYA – included the National Aboriginal and Torres Strait Islander Education Policy (1990), the Report of MCEETYA Taskforce on Indigenous Education (2000a), A Model of More Culturally Inclusive and Educationally Effective Schools (2000b) and Effective Learning Issues for Indigenous Children Aged 0 to 8 Years (2001). The educational principles and guidelines set down in these publications remain sound and acceptable to Aboriginal and Torres Strait Islander people today. They were applied in some places, but never adequately resourced or implemented system-wide with appropriate continuity, monitoring and evaluation. Although the education systems made the advice available, it was applied only where committed individual school leaders and competent teachers cared enough, or where individual educators recognised the strength of local Aboriginal and Torres Strait Islander leaders, and involved them in the decision-making of the schooling.
In the Northern Territory, the Two Way Learning program has suffered the same lack of systemic support. The NT Government’s 2004–05 review of the program revealed that the policy itself was not generally available to schools or well understood. The program lacked teaching resources and system support for teachers, and there was decreasing funding available to it (DEET, 2005). The effectiveness of the program is now being challenged as the Commonwealth and territory governments have yet another go at ‘fixing the Indigenous problem’. But it is not the program that is the problem; it is the patchy implementation of the program.
Education systems must no longer be allowed to continue starting reform then stopping, over and over. They must resource appropriate programs and teacher development. Poorly supported teachers with limited professional development opportunities struggle to improve student outcomes. Instead of blaming ‘underperforming’ teachers and schools, the Australian Government would do better to revive its support for relevant programs for Aboriginal and Torres Strait Islander children and require a far greater sustained effort from state and territory education systems.
The tenacity of the educators who continue to advocate these principles and attempt to apply them in schools, in the face of the failure of mainstream education systems to support them in a meaningful way, is admirable. But why is there this continuing failure to genuinely support the things that work and to apply them systemically and sustainably? Gray and Beresford (2008) describe a range of interacting factors that undermine the sustainability of policies in Indigenous education. Perhaps it costs too much, or is seen as costing too much. Perhaps decision-makers still believe, deep down, that Aboriginal and Torres Strait Islander children have less innate intellectual ability; that the children of a ‘primitive’ culture are not worth the effort. Or perhaps they believe that the ‘first Australians’ are not really a different cultural group who deserve culturally appropriate support. But Aboriginal and Torres Strait Islander cultures are neither Anglo nor Western. Until state and territory governments and education systems understand that, they cannot ‘close the gap’. Indigenous Australian cultures have their own integrity, and although most of the traditional languages have been destroyed, Aboriginal and Torres Strait Islander children will continue to be raised within their culture, and this is crucial for their psychological health and wellbeing. As Tom Calma, a previous Aboriginal and Torres Strait Islander Social Justice Commissioner and Race Discrimination Commissioner, warned:
When we’re talking about social and emotional well-being and our people, we need to recognise that culture has a very important role to play … if you try to disregard culture and the security of culture and language then that’s just going to lead towards very poor health outcomes.
(in Howes, 2008, p. 10)


Too many non-Indigenous politicians and decision-makers do not yet understand the extent of the damage caused by colonisation and its thorough dispossession of Aboriginal and Torres Strait Islander Australians. In particular, they do not understand the trans-generational trauma that is the legacy of colonisation, and its implications for the education of Indigenous children (Gray & Beresford, 2008). Nor do they understand that the gap will not be closed if Aboriginal and Torres Strait Islander advice is not sought and sincerely acted upon. How better to keep widening the gap than to take advice on Aboriginal and Torres Strait Islander education from non-Indigenous bureaucrats or from outspoken Indigenous individuals who are not trained educators!
The Aboriginal and Torres Strait Islander education advisory committees of the late 1970s and 1980s, which were representative of Indigenous community wisdom, were important, and should not have been dissolved. State education systems at the time did not implement their advice in ways that gave them a fair chance to succeed. The NAEC was abandoned, at a huge cost to Aboriginal and Torres Strait Islander children. As a result, for more than 20 years, Aboriginal and Torres Strait Islander people have had no representative forum through which to advise governments on Indigenous-specific issues. The current Australian Government, in a bid to revolutionise Indigenous Affairs, including Aboriginal and Torres Strait Islander education, has collapsed Indigenous-specific education and developed an Indigenous Advancement Strategy. One of the five strategies is the Schooling and Children Programme, which aims to:
support activities which nurture and educate Aboriginal and Torres Strait Islander children, youth and adults to improve pathways to prosperity and wellbeing. This includes improving family and parenting support; early childhood development, care and education; school education; youth engagement and transition; and higher education.
(Prime Minister and Cabinet, 2014)


The program focuses on school attendance and improved educational outcomes that lead to employment.
To increase the nation’s chances of closing the gap, the Australian Government is seeking advice about Aboriginal and Torres Strait Islander affairs from a national body comprised of both Indigenous and non-Indigenous people (Liberal Party, 2013), but is yet to appoint a replacement for the First Peoples Education Advisory Group that was disbanded in 2013.
The mainstream is where power resides: where non-Indigenous people and processes exercise the privilege of deciding policy and allocating resources to implement policy. The mainstream is where the training of teachers and other service providers occurs, and where the quality of day-to-day health care and schooling for Aboriginal and Torres Strait Islander children is determined. Standard Australian English is the language of the mainstream; it is the language of power, and literacy in that language determines what’s on the agenda, what’s decided and what gets done.
Educational parity in the 21st century requires a mainstream ‘education revolution’ based on an understanding of the trauma of colonisation and respect for the cultures that nurture Aboriginal and Torres Strait Islander children. All Australians will benefit if the mainstream opens its mind to difference and includes the talent and wisdom that resides within the Aboriginal and Torres Strait Islander community. Aboriginal and Torres Strait Islander peoples who want their children to succeed in mainstream education will benefit, as will the wider community that seeks to keep pace with globalisation and an ever-more-challenging world.
However, non-Indigenous Australia must understand that culture cannot be abandoned if Aboriginal and Torres Strait Islander Australians are to remain whole. Culture cannot be ignored without losing a sense of self and personal value. Genuine respect for difference must be widespread, encouraged by the powerful and influential, and displayed in public policy and action, as well as in schools.
Conclusion
To retain good teachers of Aboriginal and Torres Strait Islander students in Australian schools and increase their numbers, we require systemic change. We need to see better engagement of Aboriginal and Torres Strait Islander peoples in the governance of schools, and to secure active participation of Indigenous Australians in school-based decision-making. We need to include cultural competency studies in pre-service and inservice training for teachers and education workers, to ensure that these people have the knowledge, skills and attitudes required for building positive relationships with Aboriginal and Torres Strait Islander children and their communities. We need to train more Australians to be culturally competent, and then employ them in teaching and support roles at all levels of schooling; and to establish career paths and award structures which recognise their value to Aboriginal and Torres Strait Islander students.
Most teachers have a passion for teaching. Teachers who are effectively guided and appropriately supported are vital to the successful educational outcomes of Aboriginal and Torres Strait Islander students in mainstream school settings. Hattie has undertaken extensive research on what makes a difference, asking where the major source of variance in students’ achievements lies. While his research shows that 50% of the variance of achievement lies with the students themselves, it is teachers ‘who account for about 30% of the variance. It is what teachers know, do, and care about which is very powerful in this learning equation’ (Hattie, 2003, p. 2).
What we, as Indigenous people, ask of you as teachers of our children is to have high expectations and demonstrate your belief that they can and will succeed. We ask you to honour our cultures, languages and world views; to commit to including things Aboriginal and Torres Strait Islander in the curriculum; to share good practices with each other and the wider community. We ask you to acknowledge that you may have limited knowledge about Aboriginal and Torres Strait Islander cultures and to develop partnerships with those who know more; to increase parent and caregiver participation within the school; and – critically – to assess the outcomes of Aboriginal and Torres Strait Islander students as a key performance indicator of your teaching program and your teaching.

Reader reflection 11.6
Having reviewed this chapter, consider the following questions:
1. What strategies currently work with Aboriginal and Torres Strait Islander students in middle years when they are subject to racism/bullying?
2. What are the day-to-day implications for you as a teacher when an Indigenous student has not learned to read independently?
3. What do we know about Aboriginal and Torres Strait Islander students’ successful outcomes?
4. In developing a student’s Individual Learning Plan, what are some of the areas to which you would pay particular attention and that you would discuss with the student’s parents/caregivers?
5. Think about your language and cultural background and how this might/might not differ from Aboriginal and Torres Strait Islander students in your class. How do you think the students would see you?
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Chapter 12 The experiences of Māori students in the middle years
Angus  Macfarlane

Scientists and historians often suggest that human societies and their systems have become increasingly sophisticated and complex over time. They propose that in earlier times the passing of knowledge, skills and attitudes down through the generations was relatively straightforward. Learning and teaching were mainly informal and based on observation and imitation. People learned to do what people had done before (Lawton & Gordon, 2002). Children would watch and eventually engage. In Indigenous communities, additional learning was oral, via collective storytelling and rote recitation, and gendered divisions were in place for selected tasks. In Māori society (Māori being the Indigenous people of New Zealand) this is referred to as ‘taonga tuku iho’, literally meaning ‘treasures handed down’. In more colloquial terms this axiom might be interpreted as the big fish valuing the little fish, nurturing them and passing down to them knowledge and ways of doing things.
In today’s society life is considered more complicated. Knowledge is disparate as well as expansive and increasingly organised into disciplines and departments, with specialists occupying or dominating certain fields. Eurocentrism has tended to organise ‘other’ communities according to the notion that there is one ideal form of society to determine the direction that progress should take (Howitt & Owusu-Bempah, 1994). In colloquial terms it might be said that the big fish is calling the tune for the little fish.
However, the big fish–little fish metaphor, in relation to this chapter, is more to do with teaching and learning among students in their middle years – transitioning from the junior into the more senior years of schooling. As young adolescents they require adroit scaffolding to enable them to function intellectually, emotionally and physically.
Curtis and Pettigrew (2009) offer some key pressures experienced by students in the middle years of schooling. First, there are socialisation pressures of having to make the transition across school levels amongst a large cohort of critical peers and curious adults. Second, there are parental pressures around the demands of work or not having work, along with pressures around having or not having consumer items such as iPhones and iTablets. Third are educational pressures, with standardised benchmarks and national curricula that identify Years 7–10 as a distinct learning pathway with its own unique attributes. And fourth, this is a period of life when students are particularly grappling with a sense of self. According to Macfarlane, Webber, Cookson-Cox and McRae (2014), the middle years are also a critical time for the development of students’ cultural identity.
Theoretical understandings
All the evidence worldwide supports the proposition that teaching is becoming more complex. As demands upon teachers increase and their work becomes more tense and demanding, the need for them to reflect upon their practice becomes more vital if they are to survive and grow effectively.
Adolescence is a period of life characterised by significant physical, social, emotional and intellectual change for young people. Teachers of middle year students should be aware of and take into account the particular developmental needs of the young adolescents they teach. According to Groundwater-Smith, Mitchell and Mockler (2007), students in the middle years of schooling derive standards and models of behaviour from their peers, and acceptance by the group is central to their confidence and wellbeing. Early adolescence is the time when middle year students begin moving away from dependence on family to establishing autonomous views and modes of operation. At the same time they need frequent affirmation as well as love and acceptance from adults, particularly teachers.
A conceptual-knowledge approach
Seminal research carried out by Nuthall (1999), of the University of Canterbury in New Zealand, reveals a theory of classroom analysis that was developed in a series of studies over time, largely based on microgenetic analysis, which focused on classroom experience and student learning. The theory, often referred to as the conceptual-knowledge approach, is based on the premise that students, in the process of constructing their own meaning, extract information from their classroom experiences in much the same way as readers extract information from texts. The nature of the information they extract is determined by the knowledge structures already stored in their memory, which they use to give meaning to their experiences.
Nuthall’s (1999) contention was that there is an interactive relationship between personal (internal) and social (external) attempts to identify and evaluate the information content of recent experiences in light of previous experiences. This has implications for new information. Cumulative content and sequencing of this information, in a highly systematic manner, are considered the determining factors in predicting students’ understanding, learning and remembering. On the basis of these analyses a central concept is encouraging teachers to focus on learning rather than management, and to build in more effective formative assessment procedures. Groundwater-Smith et al. (2007) place importance on this mode of assessment in the middle years, because it takes into account the context of students’ learning and is applied throughout the unit of work.
A sociocultural approach
Supporters of a sociocultural approach to classroom experiences, as proposed by other New Zealand researchers (Glynn & McNaughton, 2002; Savage, Macfarlane, Macfarlane, Fickel & Te Hēmi, 2014) are concerned that learning cannot be fully achieved if pedagogical constructs are not located within a wider social and cultural context. They contend that the process in which the learner is engaged will vary according to the social and cultural context in which it takes place. Groundwater-Smith et al. (2007) agree on the need to be highly attuned to the nature of cultural interactions, and assert that teachers of middle years students need to be cognisant of this. However, it may be counter-productive to see the conceptual-knowledge approach and the sociocultural approach as competing theories because they are not, in principle, incompatible. Although these approaches are complex, some understanding can be reached with regard to the dynamics that are more or less likely to facilitate or impede an individual’s interest in classroom learning. Given that students’ learning processes have roots and beginnings that trace back into the world of their whānau (extended family) and their cultural histories, the claim that learning is not totally influenced by what transpires in classrooms alone takes on another level of meaning.
Teacher introspection: A rationale for growing pedagogical skills
Cartledge and Kourea (cited in Prochnow & Macfarlane, 2008) have suggested that teachers reflect upon a series of introspective questions which may uncover their biases in practice. They developed eleven questions to guide this self-reflection. Adaptations of these questions from a New Zealand perspective have been interspersed throughout this chapter (refer Prochnow & Macfarlane, 2011). They have deliberately been reframed as open-ended questions in order to stimulate reflective analysis of teaching practices and attitudes in order to gain a critical awareness of how actions and intentions may be perceived by (and impact on) others. Howard (2003) concurs that teachers must be aware of their own beliefs and practices through self-reflection in order to fully engage in culturally responsive teaching. These questions can therefore guide teachers as they examine their own beliefs and biases and the effect these beliefs have on their efficacy and the functioning of the students in the middle years classrooms.
The New Zealand context
The long ‘tail’ of disparity
New Zealand has earned an international reputation for excellence in education and consistently scores within the top four Organisation for Economic Cooperation and Development (OECD) countries on various academic measures. In 2006, however, the polarised achievement of New Zealand students was highlighted in the Programme for International Student Assessment (PISA) study. Despite indicating high levels of achievement in literacy and numeracy for New Zealand students overall (above the OECD mean), further analysis of the data indicated that Māori students were well below this mean (Telford & Caygill, 2007). This difference has become euphemistically described as the long ‘tail’ of disparity (Hattie, 2003; Airini, McNaughton, Langely & Sauni, 2007).
Engagement and achievement data recently released by the Ministry of Education (2013a and b) showed that many Māori students (particularly Māori boys in Years 9 and 10) reported feeling disengaged from the education system. Compared to their non-Māori peers, they were at greater risk of not reaching their educational potential and were more likely to exit their education earlier. Māori students were also three times more likely to be stood down, suspended, excluded or expelled, and four times more likely to frequently truant (Ministry of Education, 2013a). Why is this still so? Could the disparity be explained (in part) by a systemic failure to redress or respond to the gap between the theoretical statements and teaching practice?
Ka Hikitia: Managing for Success
The national strategy to raise Māori achievement, Ka Hikitia: Managing for Success (Ministry of Education, 2008), and the sequel, Ka Hikitia: Accelerating Success (Ministry of Education, 2013b), have been seen as a welcome responses to the clarion call from school and community leaders for purposeful directives that focus on specific areas of teaching and learning. Ka Hikitia has been challenging the education sector to work with greater urgency in order to make a positive difference for Māori learners. These strategies acknowledge the fact that inequitable education outcomes for Māori have persisted for too many years, and that addressing these disparities is now a priority for all those involved in education.
Ka Hikitia takes an evidence-based, outcomes-focused approach to Māori educational potential and is premised on the notions of ‘realising Māori potential’ and collective responsibility. As a policy document Ka Hikitia places a strong emphasis on the upper end of the middle schooling years as a critical time of intervention, understanding that Years 9 and 10 are a particularly vulnerable time for Māori students.
Five key competencies
Complementing Ka Hikitia, the New Zealand Curriculum (NZC) (Ministry of Education, 2007) identifies five key competencies as a signpost to capabilities for  life-long learning: thinking; using language, symbols, and texts; managing self; relating to others; and participating and contributing. The Ministry of Education proposes that people use these competencies to live, learn, work, and contribute as active members of their communities. More complex than skills, these competencies also draw on knowledge, attitudes and values in ways that lead to action. They are not separate or stand-alone. Together they are the keys to learning in every learning environment. The competencies continue to develop over time and are shaped by interactions with people, places, ideas and things. Students need to be challenged and supported to develop them in contexts that are increasingly wide-ranging and complex (Ministry of Education, 2005).
He Tikanga Whakaaro
Macfarlane, Glynn, Grace, Penetito & Bateman (2008) describe five compelling cultural constructs from within a Māori worldview that highlight Māori traditional understandings of human development, learning and teaching. These five cultural constructs – known collectively as He Tikanga Whakaaro (Grace, 2005) – are aligned to the current five NZC key competencies in Table 12.1.

Table 12.1: Comparison between key competencies (Ministry of Education, 2005)  and He Tikanga Whakaaro (adapted from Grace, 2005)

	Key Competencies	He Tikanga Whakaaro
	1. Thinking
2. Using language, symbols and texts	1. Tātaritanga: The notion that there are ethnically linked ways of thinking, feeling and acting that are acquired through socialisation
The use of Māori language and iconography
	3. Relating to others	2. Manaakitanga: A context of caring relationships
	4. Managing self	3. Rangatiratanga
4. Whanaungatanga	Taking responsibility for and control over one’s own learning, whereby individual agency is accorded by belonging to a group
	5. Participating and contributing	6. Whaiwāhitanga: Attaining a sense of space and place that links the classroom with the whānau



The five constructs of He Tikanga Whakaaro resonate with one of the focus areas of Ka Hikitia – that of ‘engagement’ – which reiterates the significance of the learning environment being inclusive of and responsive to the needs of the student. This is important for Māori students’ experiences of schooling in the middle years (Phinney & Rotheram, 1987). Educators need to be aware that Māori students’ cultural nuances, such as body language, facial expression and voice projection, are significant aspects of their processes for making meaning, relating to others and so forth.

Reader reflection 12.1
Does the cultural background of the students in your class influence your perceptions of teaching and learning? Describe what you see as the effects of this influence.


Te Kotahitanga
A project introduced in 2001, Te Kotahitanga (Bishop, Berryman, Tiakiwai & Richardson, 2003) has focused on improving learning outcomes for Māori students in mainstream high schools and reducing educational inequity. Years 9 and 10 were targeted as the key intervention times. Te Kotahitanga highlighted the particular needs of Māori learners, and worked directly with teachers and schools to change their pedagogy. The project researchers invited Māori students to express their thoughts about how teachers might create better contexts for learning in their classrooms, contexts that would support and enhance their educational achievement. Their narratives focused on the ways in which teachers could change the ways they related to, and interacted with, Māori students. Taking on board the voices of Māori students, Te Kotahitanga became a recognised structure to help shift classroom pedagogy towards one which Māori students repeatedly stated worked well for them – and, as it turned out, for many others in the school (Bishop et al., 2003).

Reader reflection 12.2
	Are there links between your teaching style and the cultural backgrounds of your students?
	How is your teaching style perceived by the students?
	How is your teaching style perceived by colleagues?



Culture as the centre of teaching and learning
Other research with Māori students in the middle years (Nelson, 2006) has underscored several of the findings of the Te Kotahitanga initiative. Macfarlane et al. (2014) and Savage et al. (2014) also found the emphasis on relationships to be crucial, while proposing the equally important notion of the relevance of the educational content and context to the culture of the students. Macfarlane and his colleagues, and Savage and her colleagues, were adamant that students and their cultures need to be at the centre of teaching and learning. When teachers have a knowledge of and empathy for students’ identity, language and worldview, and introduce content and contexts that include cultural perspectives, they are more likely to provide an environment that motivates Māori students.
There is no single set of answers to the questions of what, where, when and how learning in the middle years should occur. Despite the uncertainties brought about by the introduction of a new curriculum (NZC), the configuration of a set of competencies, and the implementation of a national strategy for Māori education, some areas pertaining to schooling in the middle years seem to still require continual attention. Chief among these are the significance of a sense of identity and teacher skills at the interface of classroom instruction and management. It is to these areas that we now turn.

Reader reflection 12.3
	In what ways are Māori students in your class showing improvement in their learning and motivation? How can you determine that this is occurring, or not occurring?
	In what ways are you practising in a culturally relevant way? How can you determine that this is occurring, or not occurring?
	Are your teacher–student relational strategies paving the way for longer-term change(s)? How can you determine that this is occurring, or not occurring?



The value of positive ethnic identity
International literature suggests that positive ethnic identity can play a protective role in the lives of students from minority cultures (Bowman & Howard, 1985; Miller & Kaiser, 2001; Oyserman, Brickman & Rhodes, 2007). Students who identify strongly with their ethnic group are better able to negotiate potentially negative environments and deal with discrimination and prejudice, and are more likely to have higher self-esteem.
The extent to which a strong and positive Māori identity is a resilience factor in the lives of Māori students is highlighted in the Macfarlane et al. (2014) study. The study concurs with Webber’s (2011) claim that adolescents’ cultural identity can have a significant influence on how they deal with adverse circumstances. Moreover, people’s worldviews – largely influenced by their cultural background – can have a powerful influence on their ability to successfully adapt to the wider environment.
Contributors to positive ethnic identity
A young person’s positive self-concept and ‘growth’ of identity are core to their wellbeing and effective socio-emotional and cognitive functioning – which are among the goals of socialisation (Nabuzoka & Empson, 2010). Macfarlane et al. (2014) identify a number of factors that may contribute to the development of positive ethnic identity among Māori students. Some of these focused on the availability of appropriate role models at home as well as at school, particularly in the form of whānau who showed enthusiasm for and interest in educational matters. They reported that whānau members needed to model practical resilience strategies – for example a work ethic, perseverance, determination and discipline – because students look to whānau as their ‘first teachers’ and ultimate ‘motivation for success’.

Reader reflection 12.4
	In what ways do matters of ethnic identity influence students’ learning and behaviour?
	In what ways do you encourage students’ positive long-term development in terms of their becoming self-regulated learners?



Classroom processes and practices
A plethora of research in the field of special education indicates that many behaviour referrals for ethnic minority students are made as a result of misinterpretation of particular behaviours by teachers and educational professionals who are from different cultural backgrounds (Skiba et al., 2008; Townsend, 2000). They often fail to understand how the classroom processes and practices that they use are actually detrimental to effective learning for students from these cultures (Macfarlane, 2007; Nuthall, 1997; Ysseldyke & Christenson, 1998). Often they will misinterpret what learning actually ‘looks like’ (Nuthall, 1997), or explain an obvious ‘lack’ of learning as an issue coming from outside the classroom (for example, attributable to family dysfunction and/or student attitude and aptitude). Such forms of deficit theorising are, according to Prochnow (2006), exacerbated over time, and entrench a classroom culture primarily based on teachers and students ‘talking past each other’ (Metge & Kinloch, 1984).

Reader reflection 12.5
	What are the culturally responsive teaching skills that you need to still be working on?
	What are the implications (of culturally responsive pedagogies) for school systems and national policies?



Teachers have a pivotal role to play
From  a sociocultural point of view, how teachers understand – as well as how they respond to – students’ learning experiences in the middle years will require them to examine and modify the ways in which they engage and interact with their students, and the pedagogical practices they use. Teachers are often the pivotal difference in the lives of students in the middle school years; their attitudes and skills need to be constantly reflected on, reviewed and reassessed on the basis of new research, strategies, policies and systems (Hattie, 2003). Critical notions relating to whole-school and classroom culture, for example, need to be continually considered (Fiedler et al., 2008).
Students’ preference for certain  teaching skills
In a review of middle schooling, Dinham and Rowe (2007) emphasised the fact that one major drawback of the current reform initiatives is the tendency of teachers and school leaders to focus excessively on the ‘developmental needs’ and ‘problems’ of adolescent students. This regularly means less focus is placed on the teaching and learning needs of students, and this compromises their ‘growth’ and achievement progress. Ultimately, the reviewers considered it useful to note what the students themselves nominated as key characteristics of ‘good teaching’, and ‘effective teachers’. They cite evidence from Ramsey (2000) which signposts four overriding characteristics that students (and especially adolescents) want their teachers to exhibit: to know and understand their subject(s); to treat each student as an individual; to make learning the core of what happens in the classroom; and to manage distractions that disrupt and prevent learning. Prochnow and Macfarlane (2008) identified similar teacher traits while adding these – teachers who were encouraging and fair, assertive and warm, and connected to the culture of the students. They clarify that teachers do not have to be of the same culture as the students; they just have to be able to ‘connect’ to things cultural.
The skills of a culturally responsive  teacher
Culturally responsive teachers are those who are skilled at both responding to culture and maintaining a focus on developing and extending their own levels of cultural competency. Consequently they continue to become more proficient at utilising dialogic teaching approaches (Nuthall, 1999), ensuring curriculum relevancy in terms of content and context, and facilitating respectful relationships (a culture of care) within the classroom (Macfarlane et al., 2007).
In the middle school years it is important to incorporate differentiated instruction in order to be responsive to the needs of the adolescent stages of the students (Foorman & Torgesen, 2001; Tunmer, Chapman & Prochnow, 2003). This involves paying particular attention to adolescents’ learning needs and avoiding deficit theorising to explain learning gaps (Trent, Kea & Oh, 2008). Culturally responsive teachers also continually challenge their own personal bias, and will use a range of effective assessment methods in order to gauge learning and thus further inform teaching (Cartledge & Kourea, 2008).
Strategies specific to Māori students
A range of New Zealand studies (Macfarlane, 2004, 2007, 2010; Macfarlane et al. 2008; Margrain & Macfarlane, 2011; Prochnow & Macfarlane, 2011; Savage et al., 2014) have reported on culturally responsive teaching and learning strategies specific to Māori students, offering profiles of what this looks like in action. The congruence between these and similar international studies (Au, 1998; Howard, 2010; Ladson-Billings, 1994; Lipman, 1995; Pierce, 1994) with regard to what comprises culturally responsive pedagogy are too marked to be mere coincidence.
What these teachers did in their classrooms and how they infused sensitivity and sensibility into their practice were what made a difference for their students in terms of motivation and learning. An award-winning teacher in Macfarlane’s (2004) study was observed to use a range of strategies that are regularly cited as effective:
she was often observed using non-verbal behaviour management strategies, such as eye contact, physical proximity, conversational pause, facial expressions, and gestures in classroom interactions with students. An excerpt from a national newspaper (Lose, 2000) captured something of [this teacher’s] teaching style. Headed ‘She lives for teaching’, the article paid tribute to her receiving a Multi Serve National Education Service Award. The newspaper report quoted her: ‘There is nothing like teaching a child to read and write … money can’t buy the joy you get from seeing the glint in the youngster’s eye when they make out their first words … But there is one other ingredient for educational success – aroha (love).’


Hilty (cited in Franklin, 1998) asked, ‘What has love got to do with it? All teachers love children, right?’ For many teachers this is true – up to a point. The day-to-day challenges of teaching students in the middle years might be exciting as well as challenging, but for teachers like the award-winner (above) it is love that continues to give them hope. More importantly, for many students, bonding with a particular teacher may mark their first and most significant positive interaction in a school setting. Hilty contends that while love and a sense of mission are seldom discussed in conjunction with school progress (or lack of it), they seem to play a role in the lives of teachers who elect to teach students who might be challenged as they reach the middle years and become little fish in a big fishpond.
Conclusion
It would be fitting to quote a Māori (whakataukī) proverb to conclude this chapter: ‘He moana pukepuke, e ekengia e te waka – Choppy seas can be navigated’ (Ihaka, 1958). According to this proverb, no matter how rough the seas are, if a canoe is properly rowed it will glide along without difficulty. Similarly, the teaching of Māori students – and, as it turns out, most other students – in the middle years often present challenges, but attention to identity development, theoretical understandings and teacher skills will help make the sailing smoother.
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Chapter 13 Changing scenarios for teaching and learning in the middle years
Margaret  Mulcahy

As a secondary teacher I have always been inspired by the enthusiasm for life and that look of expectation as young people entered secondary school and continued their journey not just with learning but also with life in general. They are desperate to connect and belong and to be part of the ‘grown up’ world, and while many appear to sail through this ocean with just a few bumps and scrapes, for others the journey is not quite as easy. The challenges each young person faces can be both similar and vastly different. Equally, their range of responses to everyday highs and lows would probably fill an ocean.
A visit to Finland, the United States and the United Kingdom as a Churchill Fellow (Mulcahy 2012) to investigate environments which successfully re-engage and reignite learning in middle years students provided a wealth of information and examples of best practice. It also enabled the tracking of commonalities evident that had resulted in significant achievements for this group, putting students on a path to graduation and future success.

The Winston Churchill Memorial Trust was established in 1965 after the death of Sir Winston Churchill:
The Trust was formed with the principal objective of perpetuating and honouring Sir Winston’s memory by the awarding of Memorial Fellowships to be known as ‘Churchill Fellowships’.
The aim of the Trust is to provide an opportunity for Australians to travel overseas to pursue a project that is not readily available in Australia. It also aims to reward proven achievement of talented and deserving Australians with further opportunity in their pursuit of excellence for the enrichment of Australian society.




The observations and dialogue occurred in government-funded schools, independent schools and religious schools. Some were catering for students of a low socio-economic status, or had been low performing and had been turned around in spectacular fashion, and some served high multicultural areas and high African-American populations. Some schools were located in highly urbanised centres, and others were in regional and remote centres. All had their unique elements, yet one set of traits was seen to achieve success in every context.
What lies ahead now is applying this experience and knowledge to the development of an appropriate response to disengaged and underperforming young people in Australia, in urban, regional, rural and remote settings.
Having worked extensively with young people, their teachers and their parents, I have observed the impact of these years on the rest of their school life and beyond, and the critical importance of focusing on the particular needs of students aged between 10 and 15. They are transitioning: through our school system from primary to secondary phases of learning; physically, emotionally and socially as young people; and through a unique time of great change globally in areas such as communication, economics and security.
Young people deserve to be supported through this time so that each one can be the best they can be as an individual. They are like kites, and we want them to fly. They often need support to do so. In a caring environment we can guide them, let them go, let them crash and make mistakes as part of their learning experiences, and then get them started again. The key is education, yet the type and focus of education has also changed.
Data around academic achievement and growth, as well as around attendance, is telling us that many students disengage from learning at this time (Melbourne Declaration, 2008). They have lost the love of learning in the school context. I have often heard the comment, from teachers, that these students do not want to learn. This is a very narrow view, as today’s students are clearly constantly learning about the world and about life: they live in a digital age that allows learning to occur both in detail and volume in a way that no other age has allowed. The reality is that they are fully immersed in a huge number of learning opportunities daily. Our challenge is to enable them to re-engage with the learning community that school provides and reignite a love of learning in this setting. We need to link that learning strongly to the real world and explore learning opportunities that are relevant, rigorous, and authentic, and in which students have a voice.

Reader reflection 13.1
What evidence do you have that middle years students in contexts you have experienced are authentically engaged in learning outside the school setting? Is there evidence that the traditional school environment is impeding learning?


Both as educators and as citizens we need to reflect on all of these elements and to be crucially aware of the changing scenarios that overlay this time of transition to adulthood. The impacts of family circumstances – poverty, geographical remoteness, limited employment opportunities or work role models within the community, health problems, drug and alcohol abuse and trauma – are serious for some young Australians. Our response to students in the middle years is critical for their success and becomes more so with every added complexity in each scenario. We can enable young people to influence how their own scenario plays out. It is not about fixing problems, but about being able to use information, ideas and approaches to trigger and develop innovative approaches to them. It is the relationship between middle years development and becoming a successful learner that is the focus in this work. The identified common elements of success need to be applied to each scenario in tailored ways.

Reader reflection 13.2
What factors do you consider have most impact on young adolescents? Could you develop a snapshot of your school community? How well do you know the personal circumstances of each student you interact with?


Why the middle years?
Why should we focus on the period of young adolescence? What is it that generates success on the path through these middle years? How can we respond effectively to each scenario? Expecting a single definitive answer is not possible as the complexities of every context and each young person is unique. This deserves careful consideration and discernment for the development of appropriate and ultimately successful responses to each context and scenario.
The Melbourne Declaration (2008) has two goals:
Goal 1: Australian schooling promotes equity and excellence
Goal 2: All young Australians become: – successful learners – confident and creative individuals – active and informed citizens.


Importantly, it also has a commitment to action in enhancing middle years development. The importance of effective transitions between primary and secondary contexts is highlighted, as is recognition of the importance of a tailored approach to learning which considers the specific needs of this group in order to maximise student outcomes.
The United Kingdom and the United States have for some decades had middle school movements and in many cases a three-tier system1 that identified middle years students as a discrete group. Often, but not always, they have accommodated middle years students physically as a separate group. Finland accommodates these students in either Grade 1–9 settings or Grade 1–6 and then Grade 7–9 settings.
The ages between 10 and 15 have been recognised as a significant developmental stage of physical, social and emotional development in young people. The following research-based generalisations relating to middle years learners, from the work of Lounsbury (2000), can serve as guideposts for deciding on ways young people might be better served by school, community and home:
	early adolescence is a distinctive developmental stage of life
	the general public has limited understanding of 10–15-year-olds
	the accelerated physical and personal development that occurs during this period is the greatest in the human life cycle and is marked by great variance in both the timing and rate of growth
	these are the years when each individual forms an adult personality, basic values and attitudes
	they reach physical maturity earlier than previous generations
	they seek autonomy and independence
	they are explorers – curious and adventuresome
	they have intellectual capacities not often tapped by traditional schooling
	they learn best through interaction and activity rather than listening
	they seek interaction with adults and opportunities to engage in activities that have inherent value
	their physical and social development become priorities
	they are sensitive, vulnerable and emotional
	they are open to influence by the significant others in their lives
	a significant proportion of these young people are alienated from society. (DEET, Vic, 2000)



The middle school reform agenda is again enjoying the spotlight in Australia as dialogue around literacy and numeracy achievements (through media commentary relating to national NAPLAN, PISA and TIMMS results), student attendance and student engagement focus attention on the critical need to respond to the specific needs of today’s middle years students.
Adolescent Success (formerly the Middle Years of Schooling Association) developed a position paper (2008) that provides a framework for significant professional discussion and a tool for reviewing middle years practices. It sets out a range of ‘signature practices’ evident in a successful middle schooling approach:
	higher-order thinking strategies
	integrated and disciplinary curricula that are negotiated, relevant and challenging
	heterogeneous and flexible student grouping
	cooperative learning and collaborative teaching
	small learning communities that provide students with sustained individual attention in a safe and healthy school environment
	emphasis on strong teacher–student relationships through extended contact with a small number of teachers and a consistent student cohort
	authentic and reflective assessment with high expectations
	democratic governance and shared leadership
	parents and community involvement in student learning. (MYSA, 2008)



Chadbourne and Pendergast (2010) and Pendergast and Hearfield (2010) highlight and apply a core model, across three phases, as a vehicle for middle school reform. Included in this model are practices of teaming, innovative leadership, connectedness, enhanced pedagogy and its alignment with curriculum and assessment, student engagement, and meeting the great diversity of student needs. This model is a way of enabling the ‘signature practices’.
Young adolescent learners benefit from environments that offer:
	support for their learning to which they are strongly connected
	student-centred learning that excites and challenges them and offers independence and collaboration
	strong connection to peers, teachers, school community, wider community and family
	challenging activities and situations that encourage resilience, tenacity and intellectual growth
	reflective processes that engage them and empower them in their own decision-making and which encourage positive risk-taking with their learning
	motivation, purpose and authenticity for them as learners and community members and as young adolescents and leaders
	inclusion of technologies that are relevant and motivating
	inclusivity and the celebration of difference.

It is the ability to successfully rework, mould and apply these ‘signature practices’ in responding to different scenarios that will show the real strength of success in teaching and learning in middle years.

Reader reflection 13.3
What do you regard as enabling strategies? Are there specific ways in which you can enable change?


The power of storytelling: Scenarios from across the globe
Education contexts and scenarios that achieve successful engagement of students in the middle years are many and varied. The ‘signature practices’ contribute to such environments, but which structures and strategies best promote these features? How does this look in different contexts, particularly where student achievement had previously been less than ideal?
Finland, a country enjoying high status in terms of educational achievement, is a context to investigate what in particular is evident for student engagement. Both the United Kingdom and the United States have a long history of middle schooling. They are also countries where a great deal of education reform is being undertaken, with many successful stories of re-engaging students and achieving improved outcomes. These countries provide a wealth of examples of environments displaying particular features that have successfully increased student and, in some cases, parent/community, positivity towards school and learning, resulting in improved outcomes for students in the middle years and beyond. Research by Balfanz (2009) shows clearly that a student’s middle years experience is critical to their life chances, particularly in high poverty contexts. Such stories follow and are small snapshots of success.

Case study 1
University story: Finland
The setting for both Finnish stories is a remote town in the north of the country with strong links to the indigenous Sami people.
The local university provided an opportunity to discuss and observe teacher training in Finland. The number of applications for the education faculty is about 800 each year and only 60 are successful. Teaching is the most sought-after tertiary education course in Finland and potential students must show not just ability but also a commitment and passion to be part of this profession. Preparation for teaching is very thorough and requires students to be very reflective about their role. The term ‘teacherhood’ is used and much time is spent thinking about their role, their impact and how they are developing as a teacher and what they are presenting as their particular strengths. Teachers train as class (primary) teachers or subject (Year 7–9) teachers. It is becoming common to train as both and move between primary and middle school classes. The teachers in the secondary school, Years 9–12, have further training. I sat in two classes where class teachers were pursuing their craft course. Students do woodwork and textiles, with all the appropriate facilities, in every school from early years onwards. I observed two 3rd year teacher education students teaching the 2nd year class and being filmed for feedback later.
There is a great commitment to ongoing professional learning and all of it occurs outside school time – at nights (including Friday) or weekends. Summer school is also very popular. Teachers are very keen to participate in what is on offer and have great input as to what their needs are.
Teachers have three compulsory professional learning days each year organised with the school and local community. There is very little disruption to student learning as a result of professional learning as it does not occur as part of a school day. Teachers understand that school holidays present opportunities for ongoing learning and that these holidays make up for average wages.
The university is also reflective of these practices and responds to needs. Currently teachers are asking for professional development in behaviour management and dealing with parents. There is discussion now that these areas need to be part of teacher preparation courses. The model developed for this university, while reflecting the general Finnish model, has its own flavour. There is also a school in town for practicum, and it is closely linked to the university. Teachers have additional responsibilities in this school to liaise closely with the university about student teacher progress and needs, both for the current cohort and for future teacher preparation. The link between universities and schools is very strong and effective in providing both initial and ongoing professional learning.
Education is talked about in Finland as continuing from preschool to university. University is not an add-on but a real expectation for all, and the Finns do everything they can to help students get to this point. Education is always talked about in its entirety.



Reader reflection 13.4
How does the term ‘teacherhood’ resonate with your career aspirations? Consider your role as a teacher. What aspects do you consider still need development? What role does professional learning have in your future career?



Case study 2
School story 1: Finland
It is clear that for around two-thirds of each school day there is either a teaching assistant or a resource teacher in a classroom alongside the class (primary) or subject (secondary) teacher. Class sizes are around 20. Co-teaching is very common, so students get very individual attention either within the class or in a smaller group in another room. These groups change very regularly and as needs arise. Students see this as very positive and in fact can complain if they feel they are not getting enough individual attention. Students with special needs would attract further assistance in the class.
Schooling here is compulsory until 15, the end of Year 9 (middle school), and then students apply for a secondary placement. The only whole cohort testing in Finland occurs at the end of Year 9, and forms only part of assessment of readiness for secondary school. Interestingly, at this school a class had been set up for students who at the end of Year 9 did not get a place in a secondary school. This class is a response to a local need to try to stop students dropping out of school. These students are in a class that they had to apply for and students in it must have agreed parent support. They pursue a more ‘hands on’ curriculum, with some work placement, with a view to improving their grades and so applying again for secondary school placement the next year. The class follows the regular curriculum, just delivered in a different way, and showcases the legendary Finnish support for students so that they succeed. In late 2012 this class was in its first year, but the results in terms of attendance and student engagement in learning were very positive. They have a dynamic young teacher who is passionate about what she does and is highly respected by colleagues. The level of engagement with parents is also very high in this group. It is an example of the flexibility the principal has to respond to needs. Education funding comes from the local government, with extra for such projects.



Reader reflection 13.5
Compulsory schooling ends at 15 in Finland and 17 in Australia. What challenges do you think students in Australia face in remaining engaged? What opportunities can schools provide to meet the particular needs of this group of students?



Case study 3
School story 2: United Kingdom
This school has experienced an enormous turnaround in less than three years, led by a most inspiring principal. The school was previously performing very poorly and the measures in place in those three years have resulted in improved outcomes and achievements for students. Students openly said that the school had changed significantly since the arrival of the new principal: they said they now liked coming to school, loved the learning and that there were now few interruptions or distractions to learning. Behavioural issues had previously been extremely problematic and had impacted very negatively on learning.
The elements that were evident and are at the core of the change are the leadership of the principal and high expectations of all students and staff. This expectation is articulated and discussed, and is very visible across the school. The community is one where further education and the vision of university had not been evident, but now students talked positively about their learning journeys, the achievements they had made and their aspirations for the future, many of which included tertiary education. There is very much a ‘can do’ attitude present across the school, and that, together with a very collegial and transparent approach, has been the backbone for change.
The learning environment is a core focus, and a respectful relationship with students and good understanding of each student is central. Literacy has a strong focus with feedback to students being given very frequently in every lesson. There is a clear framework for every lesson so that students are aware of the purpose of each lesson, the outcomes to be achieved and strategies to get there. These are displayed in every classroom, in every lesson, so students have consistency throughout the day. There are also tips for classroom activities such as writing or vocabulary on laminated sheets on every workspace in the room. There are pathways for students to move towards achieving a General Certificate of Secondary Education (GCSE) and beyond that are personalised, and since becoming an academy just three years ago, there has been a considerable improvement in achievement.
The improvements have been the result of many factors, all grounded in an ethos that has at its core high expectations for all. There is no magic wand, but there is positive belief in self and others. This focus on student care and wellbeing is embedded firmly in the holistic curriculum2 on offer. Students meet with staff about their aspirations and how they might achieve them and what help they need.
Now students aspire to pursue apprenticeships and university courses. They have destinations and their eyes are on those goals. Achievements along the way are celebrated and some staff have particular responsibility for mentoring students who are underachieving. There is extra support available on weekends and in the holidays and staff often collect students who need to be there.
Parents are really on board with the change, after previously experiencing a loss of faith in the school. To engage parents, there are focus groups to discuss and gather their views, as well as social events.
Professional learning for staff has also been a critical factor. The same staff is here at the school now as were there before the change process started, which occurred after Ofsted (the Office for Standards in Education, Children's Services and Skills) had indicated it was a very low-performing school. The principal clearly articulated that the students have allowed the teaching to change with the support of the new behavioural structures. Many students commented to me on how different the school is now and that behaviour improvement had meant they were now able to learn in a very positive environment. Professional learning now is built on lesson observations and collaboration. They want to move to being outstanding in the next Ofsted inspection.
The outcome of an external audit and responsive action plans has been learning that stretches and challenges teachers and students, and this has converted new success and achievement into a very successful school with hugely improved student outcomes.



Reader reflection 13.6
Student aspirations are critical to their view of the future. How as a teacher do you empower students to consider future life possibilities and choices?



Case study 4
School story 3: United States
This inspirational school, with both early years and middle years education, is located in Harlem and, according to the principal, was once one of the worst-performing schools in New York. This has been turned around in every way and, as he says, they just ‘keep on striving to improve’. Leadership and very strong relationships have obviously been critical factors in this outstanding achievement. They have won a number of awards, including a Schools to Watch Award. Schools in this group have earned the Essential Elements: Schools-to-Watch designation by ‘distinguishing themselves in academic excellence, developmental responsiveness, social equity and organisation and structure. There is a more detailed description of this program at www.nysmsa.org.
The principal spoke extensively about leveraging support for the school in the local and wider community, and has done this to gain extra funding, which has been used to improve the physical facilities of the school and to provide services so that the school is indeed the hub of the community. Student attendance has risen to about 96% because the school is now a pleasant physical place to come and is an exciting place to learn in. Every corridor and classroom is alive with visual learning opportunities, from displays of work to inspirational quotes and visual signs. All of these things are in response to years of observation and problem-solving. There is also a very strong student voice and students have designed most things. The school also operates and organises (weekend activities for students and families to further engage them. There are after-school opportunities to support students with their learning and, with external funding, teachers have the option of doing these and being paid for their time.
With extra funding gained, the school provides a full-time doctor, dental service, eye testing and care, speech therapy and a play therapist. Students and their families are well cared for and there are high expectations for achievement. This wellbeing centre is an impressive area of the school.
Staff now work in teams in each grade and integrated curriculum is the norm. My discussion about testing indicated that the principal wanted students to have all the opportunities of school and not to just focus on test scores. His belief is that these will improve with a strong holistic and broad curriculum. Academic rigour is a priority, and expectations are clear. Teachers conference with each student, one to one, every week. Students receive direct feedback and are coached with individual strategies to meet the high expectations that are set. Teachers use ‘rubrics exemplars’: criteria for assessment that take account of varying levels of achievement, so that students have models of excellence to strive towards, and that also provide acceleration opportunities for students who need extension. Classes are mixed ability, with all students challenged with a rigorous curriculum. Teaching techniques include differentiated instruction. All students participate in an enrichment program which focuses on students’ learning styles and interests.
The professional learning for staff is a combination of sharing ‘in house’ through an internal system that supports staff who wish to be promoted, to outside opportunities and employing consultants who engage with the school. Teachers meet weekly with instructional specialists to support the delivery of curriculum.
There is IT access in each room and two computer labs. Interactive boards enhance visual learning in some classrooms and the aim is to install more in the future. The shift in pedagogy has been significant in these classrooms.
This is a very inspirational school with an outstanding leader who has turned this school around. He estimates that it took five years to implement the initial change and another five to really embed the change – it is not a quick process.



Reader reflection 13.7
Leadership is a critical part of the success of this school. What traits would you hope to be present in leaders you work with in schools?
Success for every student was the focus of this school. Consider the ways in which this was supported in this setting. How would you plan to ensure success for every student in your classroom?



Reader reflection 13.8
What story does your setting tell? How can you create a positive scenario for all students?


What these stories reveal
What is clear in each of the educational settings visited is that the success in engaging students in the school, and in learning, had particular attributes. Responding to the expectations and needs of the community in a flexible manner, informed by research, was evident in every setting. Passion to engage with young adolescents, and a strong view that this developmental stage is unique, and critical to future engagement in learning and thus success, was another essential element. Educators working with middle years students were held in high regard and were encouraged and supported to view this as a career focus. All stages of education, and of teaching within those stages, were highly valued in each country. A thorough understanding of the continuum of learning assisted, in each case, in maintaining this equity.
Australia is at present engaged in a process of reflection upon education and how better we as a nation can ensure that all students, and particularly Aboriginal and Torres Strait Islander students and those in rural and remote locations, have access to education that engages students in effective learning.
Engaging students is a critical underpinning to this goal in all contexts, and in many cases this means re-engaging students who are not attending, who are experiencing difficulties responding to the school setting, or who do not view school as their major source of learning. The often-stated view that many students ‘don’t want to learn’ and don’t value education loses traction when we see students learning in a large variety of highly engaging activities outside the school setting. In addition the National Survey of Young Australians 11–24 (2011) ranked school or study satisfaction overall in the top three items they valued (36.9%), behind family relationships and friendships. The group aged 15–19 years scored this at 36.4% and importantly the middle years group, 11–14 years, scored it at 38.9%. In some locations this may mean re-engaging the community and placing the importance of education, particularly the views of young people on this topic, at the forefront of local considerations. In the end, teachers, students, parents and community all want to achieve the same goal: positive and successful young people. It is how we enable this to be achieved that is the vital issue.
It is true that we cannot, and should not, think that we can transplant success from one context to another. Sahlberg (2011) supports this view and indicates that success in Finland is due to their having done things their own way to respond to their own context. However, he goes on to say that encouragement should be given to those interested in considering successful practices, and how the lessons learned and the policies, strategies and processes used to achieve great outcomes may benefit education in different settings. It is with this view in mind that I have presented my observations and how they may inform practice in Australia.
The major conclusions from my observations, conversations and other evidence that I have collected over the years as an advocate for middle years education, presented in various contexts, are that while there is a comprehensive range of ‘signature practices’ to engage middle years learners in relevant, meaningful and challenging learning, these must sit in an environment that facilitates their implementation. In all the high-performing schools observed, there is strong evidence of an enabling environment that allows best practice to flourish. Campbell Wilcox and Angelis (2007) found that higher performing middle schools build and maintain a culture of student success where there is strong evidence in the learning environment of trust, respect, teamwork, focus on student wellbeing, evidence-based decision-making, a shared visioning and goal-setting.
The creation of an enabling environment must have, at its centre, students who are well known to every person in their school and who enjoy respect and positive relationships with teachers. At its head there needs to be a passionate leader with structures supporting vision, innovation, flexibility and creativity. He or she must be surrounded by teachers who are well trained, enjoy ongoing professional learning and dialogue, have an interest in and passion for engaging this middle years age group and who are respected by peers and the community for their focus on this developmental age.
Once these elements are in place, the expectation of success for each student becomes the driver. This must be articulated at every opportunity and modelled in every situation by every member of the school and wider community.

Reader reflection 13.9
What evidence of high expectations have you observed?


Conclusion
The vehicle driving achievement and success within the model environment is the pedagogy. Exploring curriculum, which is holistic in nature, and integrating both academic and social/wellbeing aspects, would include project-based learning, integrating skills and knowledge across learning areas, and allowing for – and responding to – student voice in negotiating and owning the learning. Both co-teaching situations and teams of teachers form the backbone of a well-connected learning environment, one in which students feel confident to ask questions, make mistakes, extend and challenge their thinking, problem-solving and creativity, and in which they focus on achieving their goals.
Australia can achieve this for all our young adolescents. There are opportunities currently across the various education systems that have proven that a focus on middle years can make a difference. Traction gained in the area of middle years transition – including pedagogy, wellbeing and curriculum to engage students at this stage – will improve attendance and learning outcomes at a time when students can experience disengagement. This disengagement was not evident in the schools I visited, and this was attributed to the focus on responding to the particular needs of middle years learners. The students in the contexts observed achieved improved and sustained outcomes across the middle years.
The need to continue to strive for exemplary practice in the middle years in Australia is key to addressing this trend of disengagement. In much of Australia, this is a time of transition for students between primary and secondary schools. Parents, pedagogy, curriculum and student wellbeing all need focus under a middle year lens, across Years 5–8, if we are to see sustained improvement.
The critical role of leadership in achieving success was evident in each country. While these were individually highly motivated, passionate and inspiring people, it is what they did in:
	building team capacity and supporting ongoing learning, particularly as seen in the University Story
	visioning with staff and community and setting goals, as seen so clearly in School Story 2
	empowering teachers to use relevant data to seek best practice and be motivated to respond creatively to the local context, as evidenced in School Story 1
	fostering relationships and building teams, evident particularly in School Story 3

that allowed a culture and environment that is supportive to learning for all to flourish. All teachers can consider a similar leadership role in their own classrooms.
Fullan (2011) talks of the ‘drivers for reform’, and my observations about the crucial elements for successful reform are not dissimilar to his: intrinsic motivation, instructional improvement, teamwork, and a widespread response from all students and staff. Again, the environment needs to be the enabler for these drivers to operate successfully, as is highlighted by Hattie (2009) in his observation (and data) that one of the most powerful effects on learning is the climate of the classroom. For the classroom to be such an environment, teachers need to be confident, empowered, well trained and a motivated part of a highly effective team.
From my observations, teacher preparation, focusing on middle years learners, including a large amount of practice teaching opportunities, aligned closely between school and universities, is an important aid to success. Effective and ongoing feedback from peers, lecturers, host teachers and students provide teachers in training with a realistic view of classroom teaching and an environment that supports them in trialling and testing their skills. Ongoing self-reflection on their role as a teacher and their progress towards acquiring and honing their skills is a critical element of the training that will stand by them as a practice for their future in the classroom. Ongoing professional learning linked back to universities and designed to share effective practice within the local context is highly effective. Such a focus on the art of teaching and in viewing the role of teachers is evident in Finland, particularly, and is certainly worth further close consideration. While it is already very competitive to be accepted into teaching in Finland, the overall suitability of the candidate, beyond academic achievement, is very important. Teacher preparation builds on a holistic view of education and is designed to ensure that that approach is part of ongoing practice in the classrooms.
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Notes
1. A 2-tier system is lower school and upper school. A 3-tier system is lower school, middle school and upper school.

2. The term ‘holistic curriculum’ has been used where there is an integration of academic and social learning. The words ‘student wellbeing, pastoral care, social learning, student care and advisory’ all refer to such practices in this report.



Part 4 Preparing teachers for the middle years

In the penultimate section to this book the focus shifts from the learning of young people in the middle years to the professional learning of their teachers. While a number of readers will be in the process of completing their initial teacher education, we are aware that others may have commenced their careers and/or may be leading the professional learning of colleagues who may now be wishing to concentrate upon appropriate pedagogy for students engaged in schooling in the early secondary years. For many practitioners, the particular needs of young adolescents, taking into consideration the many challenges they face in making the required adjustments to secondary schooling, as discussed in earlier chapters, may have been given little attention in their own professional preparation. We believe that they too will find these chapters helpful, not only in considering career development, but also in rethinking their identity as middle years teachers.
Chapter 14, Teacher identity in the middle years, is written by Donna Pendergast, who has a longstanding commitment to this area of schooling and has written extensively on a range of pedagogical issues. In this chapter she treats teaching and learning in the middle years as a sub-category that requires greater attention than it has received hitherto. She particularly focuses on identity formation in a context that is evolving rather than fixed. Thus there is some ambiguity around identity formation for teachers who are committed to this area of schooling and the range of tasks that they are expected to perform, particularly in settings that have not explicitly recognised student learning needs. She attends to initial teacher education and the images of the ideal middle school teacher as well as to the literature in the field.
Sally Knipe’s chapter, A generic teacher education program that meets contemporary schools’ needs, similarly considers pathways to becoming a middle years teacher. She notes that relatively few teacher education programs have a curriculum explicitly designed to assist those who wish to specialise in this area of schooling. She is mindful of rapid social change and its impact upon teachers as they work to reconstitute their roles as facilitators of learning, and argues for a rethinking of professional qualifications and the ways in which they are structured.
Sally’s chapter acts as an important segue into Lyn Kirkby’s account of Leading teacher professional learning in the middle years. As a former school-based educational leader now associated with the NSW Board of Studies, Teaching and Educational Standards, Lyn is well placed to consider professional standards and the ways in which they function. Lyn draws on a range of case studies to illustrate how teachers currently in schools can enhance their understandings of practice in these new and unfamiliar settings. She is also conscious of the leadership task of implementing the performance and development framework that has been designed to systematise teacher professional learning over a career trajectory.



Chapter 14 Teacher identity in the  middle years
Donna  Pendergast

Whether you are a member of the profession or a member of the public, it is typical to hold beliefs, expectations and attitudes about what it means to be a teacher. Furthermore, it is typical to have ideas about the identity of different kinds of teachers, whether they be primary or secondary, or subject specific, such as science or history, maths or drama. These preconceived ideas are shaped by a range of factors, including personal experience, the political climate, cultural expectations and even popular culture (Cohen, 2008). As those aspiring to be teachers enter into professional education, they are likely to already have firmly entrenched beliefs about their future identity as a teacher. These beliefs also contribute to shaping individuals’ motivations for becoming a teacher (Brown, 2005). For this reason, during teacher education programs it is common for teacher educators to build opportunities for student teachers to rethink their professional identity.
Teachers who work in the middle years are in a teacher subcategory that is relatively new, and about which there is not a great deal known. Cross (2006) found that teachers who work in the middle years often see themselves as having to adopt complex professional identities. These teachers report that they view themselves not only as teachers of a particular year level, for those in primary settings, or a particular subject area, but also as middle years teachers. Each of these professional identities carries with it a range of implicit attitudes, beliefs, ideas and practices. Teachers in the middle years must, therefore, learn to negotiate identities that enable them to work in each of these contexts.
This chapter explores the concept of teacher identity in the middle years, and includes an analysis of visual images and textual analysis exploring the development of middle years teacher identity in pre-service teacher education.

Reader reflection 14.1
What motivations did you have for becoming a teacher? Describe the features you typically associate with a middle years teacher.


Teacher professional identity
What is teacher professional identity? It is an expression of a person’s conception of themselves in a particular role, along with shared beliefs and values through membership of a group, in this case the teaching profession. There is extensive research that explores the formation and shaping of professional identity. A broad variety of approaches explore teachers’ professional identity, ultimately sharing the view that identity is fluid and is constructed and reconstructed by a variety of factors. Brown and Miller, for example, indicate that notions of identity are ‘imposed and created and constantly negotiated and reinvented through discourse in social situations and interactions’ (2006, p. 119). In the study of teacher professional identity, there is a shift away from previous holistic and fixed understandings of identity and towards more dynamic understandings of teacher identity that are based on experiences and relationships (Troman, 2008; Watson, 2006). Wenger (1998) adds to this conception, noting that our professional identity is shaped not only by experiences and relationships, but also by the practices we do and don’t engage in within this context.
For the purposes of this chapter, the notion of professional identity is captured in this summary of recent definitions formulated by Rodgers and Scott (2008, p. 733), who explain that contemporary conceptions of identity share four basic assumptions:
1. Identity is dependent upon and formed within multiple contexts which bring social, cultural, political, and historical forces to bear upon that formation;
2. Identity is formed in relationship with others and involves emotions;
3. Identity is shifting, unstable, and multiple; and,
4. Identity involves the construction and reconstruction of meaning through stories over time.



The various theoretical approaches used in the study of teacher identity all seem to correspond in some way with these assumptions, while also providing their own perspective. Studies of teacher identity do not assume that all teachers draw from a prescribed set of ‘professional’ attitudes and approaches; rather, the study of teacher identity examines the unique mix of concepts, beliefs, attitudes and ethics that shape individuals’ approaches to teaching (Egan 2009; Watson 2006) and how these approaches influence teachers’ professional practice.
Luehmann and Tinelli suggest that the study of teacher identity is valuable as it ‘foregrounds the personal and multifaceted nature’ (2008, p. 324) of education. There can be no doubt that teaching is a complex and rapidly changing profession that is influenced by a range of social, cultural, psychological and emotional factors, and that these are forces that shape both personal and professional identity. Prosser concurs that the importance of teacher professional identity cannot be understated, noting that ‘because teachers invest so much of themselves in educative relationships with their students, teacher identity will have implications for broader educational reform and changes in pedagogy’ (2006, p. 2).
Over the past almost decade, there has been spirited debate, both at a federal level and within the state and territory school systems, about the development of professional standards for Australian teachers (Walkington, 2005). The value of such professional standards is that they set parameters and establish expectations around the professional work of teachers, thereby formalising the cultural practices that shape the professional identity of teachers. However, studies of the role that formal professional standards have on teachers’ professional identity paint a mixed picture. Smith (2007), for example, indicates that the development and reform of professional standards may be readily absorbed into the professional identity of early career teachers. The same reforms, however, may not have the same impact on more experienced teachers, who may alter some of their practices but not necessarily their professional identity. Furthermore, these standards are mainly understood and applied within the profession, with the general public not involved or engaged with them.
Pre-service teacher education
The development of ideas and attitudes about teacher identity begins well before candidates enrol in education degrees. All pre-service teachers enter teacher education courses with preconceptions about teaching and learning (Markic et al., 2008; Van Huizen et al., 2005; Watson, 2006; Whitehead, Lewis & Rossetto, 2006). These ideas are shaped by a number of factors, including the pre-service teachers’ own experiences of the classroom (Chiodo & Brown, 2007). Personal memories significantly affect attitudes, beliefs and personal values, and these will then determine the teaching and learning environments pre-service teachers will attempt to create for their students. As Coughlin and Seldin (2001, p. 192) indicate, ‘pre-service teachers are new to the classrooms as teachers but are veterans in that setting as students. They have been exposed to classrooms, teachers, and stories about teachers, stereotypical images of teaching in films and books.’ Research demonstrates that these pre-formed notions of teaching practice, based on individual experiences and stereotypes, often have a substantial influence on teacher identity and the nature of classroom practices, and that they may lead pre-service teachers to disregard new ideas, approaches and methods from teacher education programs (Markic et al., 2008; Thomas & Pedersen, 2003; Utley & Showalter, 2007). Furthermore, preconceptions held by the public about teachers and their identities is a strong stereotype that is confirmed over and over again, and these preconceptions are known to teachers, and can often influence the teaching practice adopted by pre-service teachers (Weber & Mitchell, 1995).
Interestingly, because middle years teachers have not been a clearly identifiable kind of teacher, there are fewer preconceived ideas about what their identity entails than there are for other categories of teacher that have been part of the profession for years.
A specific area of interest in the teacher identity literature, particularly in studies of pre-service and beginning teachers, is the relationship between the motivation for teaching and the development of professional identity. Chong and Low’s (2009) research found a significant relationship between teachers’ motivations for entering the profession and their commitment to a career in teaching.
A review of recent studies highlights a range of recurrent motivations for becoming a teacher. Each of these studies indicated that teachers report a strong positive perception of teaching (Brown, 2005; Chong & Low, 2009; Troman, 2008). Drawing on interview data, Troman (2008) identified five areas of motivation for entering the profession: interpersonal; service; continuation; time; and material benefits.
The ‘interpersonal’ theme is regularly highlighted in research into the motivations for becoming a teacher. Prosser, for example, reported that teachers often use emotive vocabulary, including reports that they ‘love the students’ (2006, p. 6) to describe their motivations for and attraction to teaching. Wang and Fwu (2001) found that graduate teachers who reported this type of intrinsic, or emotional, motivation for teaching tended to be more committed to their career than those who did not.
Motivations for entering the profession also relate to teachers’ prior experiences of and attitudes towards schooling (Troman, 2008). Olsen (2008), for example, noted that many of the teachers in his study reported that they had both passion and specific talents or capacities that they felt were important for a ‘good teacher’ to have. Their experiences of schooling, particularly their success in and passion for specific subject areas, featured heavily in their decisions to become a teacher. While many teachers, such as those described in Olsen’s (2008) study, reported that their positive experiences of schooling motivated their decision to work in the field, this is not the case for all. Watson (2006), for instance, reported how early experiences of fear and failure within school motivated one teacher to enter the profession, so that they could provide students with different experiences. These types of motivations, which may fall under the ‘interpersonal’ or ‘continuation’ themes (Troman, 2008), are reported to be the most frequent reasons given for entering the teaching profession, accounting for up to 50% of respondents in some studies (Chong & Low, 2009).
The ‘service’ theme relates to teachers’ altruistic motivators, including ‘making a difference’ for their students. Chong and Low (2009) reported that altruistic reasons for entering the profession were proffered by 39% of respondents, whereas only 10.9% of the pre-service teachers surveyed reported that they had entered teaching because of this motivation. Troman’s (2008) themes highlighted two forms of what might be termed ‘extrinsic motivations’ for entering the teaching profession: the ability to establish a work–life balance (‘time compatibility theme’) and the level of remuneration (‘material benefits theme’). He noted, however, that while remuneration was viewed as an attractor to the profession, ‘there was a general perception that it was almost a necessity for teachers to have dual-income households’ (2008, p. 624).
Smith (2007) argues that teacher educators need to understand the important role that professional identity formation can play in the teaching practices, efficacy and even retention of new teachers. Once this understanding has been gained, a range of approaches that support the development of pre-service teacher identities can be incorporated into teacher preparation courses. Luehmann (2007) proposes four approaches that could be used to assist the development of professional identities for pre-service science teachers:
1. Teacher education needs to consciously support teachers to incorporate and align new ideas, beliefs, experiences and approaches to the core beliefs that they bring to their teacher education courses
2. Teacher educators need to be aware of the risks of trying new identities within a community of practice and to provide a safe and supportive environment in which preservice teachers can feel free to do so
3. Teacher educators need to involve preservice teachers in activities that will support the development of their own professional identities
4. Teacher educators need to promote recognition that the development of teacher professional identity does not end after the completion of their teacher preparation course.



Within the context of middle years teacher education, it would therefore be expected that teaching and learning, along with assessment tasks, would provide the opportunity to engage in these four approaches to developing professional identity.

Reader reflection 14.2
In what ways have you experienced the four approaches above during your teacher education?


Beginning teachers
Dewar (2004) reports that beginning teachers’ understanding of school curricula, both the official, mandated curriculum and the ‘hidden’ curriculum of other learning that takes place within schools, helps construct their identity as teachers. Moreover, Langford (2007) describes how textbooks, educators and students create and replicate idealised versions of ‘good’ educators. In addition to these studies of how systemic factors may shape professional identities, a significant body of research has also been undertaken to explore how policies and regulations within education systems can influence the identities of the teachers who work therein (Assaf, 2008; Bolivar & Domingo, 2006; Bown & Sumsion, 2005), especially as beginning teachers. As Overton (2007) states, every school or school region has its own expectations and regulations for teachers, which will inevitably change over time. These regulatory frameworks generally focus on specific aspects of schooling, such as named stages of schooling that have been subject to recent reforms – in Australia, the field of early childhood and also middle years education – or those that are involved in preparing students for external testing.
Bolivar and Domingo (2006) agree that one of the greatest challenges for teacher identity lies in the dilemma of being responsible both for students in schools and to partners in the educational system, including higher education or the educational authorities. There is no doubt that the middle years is one area of education in Australia that has been subject to a number of recent national and state-based reforms. In Queensland, for example, a range of regulations have been implemented in the years generally known as the middle years in a specific agenda for enhancing student engagement and attendance (Department of Education and Training, 2011). In all sectors in Queensland, from 2015, Year 7 will become the first year of high school. This is a significant change affecting all secondary schools and their educators. In addition, the state schooling sector has introduced Junior Secondary, with Years 7, 8 and 9 schooling being renovated around a series of 6 Guiding Principles established to underpin these years:
1. distinct identity;
2. quality teaching;
3. student wellbeing;
4. parent and community involvement;
5. leadership; and
6. localised decision making.

In order to teach in Junior Secondary, intensive professional learning programs which focus on effective pedagogy for young adolescents, providing a clear message that teaching in the middle years requires a specialised pedagogical repertoire, have been developed. Furthermore, there remain considerable challenges for middle years teachers in secondary schools as they may be positioned as generalist teachers, without content strength to deliver two subject areas at a senior level. This may cause a division between teachers and a hierarchy built around such divisions is not uncommon.
Middle years teacher identity
What does it mean to be a middle years teacher? Is there is a kind of middle years teacher that is recognised by the profession? Luehmann describes this type of professional identity as ‘being recognised by self or others as a certain kind of teacher. This recognition occurs in the interpretations of common everyday experiences’ (2007, p. 826). In other words, teachers exhibit their professional identities through their everyday activities and talk. They may use particular pedagogical approaches or lexical items, and these may indicate the type of teacher that they are and the beliefs that they hold.
Although the literature search for this review identified a limited number of studies that involved teachers in the middle years, those studies provided some potent insights into how working in the middle years helped to shape teachers’ professional identities.
One of the earliest Australian studies was undertaken by Pendergast (2002), who explored the real versus the ideal professional identity of 48 experienced middle years teachers, revealing that ‘real’ middle years teachers were described by themselves as tired, frustrated, stressed and overworked, while the ideal was described as enthusiastic, innovative, caring and organised. The data reporting the real picture pointed to a largely negative set of perceptions related to actually being a middle years teacher.
Cross (2006) found that teachers who work in the middle years often see themselves as having to adopt complex professional identities. These teachers report that they view themselves not only as teachers of a particular year level, for those in primary settings, or a particular subject area, but also as middle years teachers. Each of these professional identities carries with it a range of implicit attitudes, beliefs, ideas and practices. Teachers in the middle years must, thus, learn to negotiate identities that enable them to work in each of these contexts. Furthermore, the middle years teachers involved in Prosser’s (2006) study uniformly reported that they felt relationships, authenticity and connectedness were vital elements of their teaching. The relationship between teachers and students, and the resulting implications for pedagogy, are of particular relevance to the middle years. Middle schooling approaches have highlighted the importance of student–teacher relationships and the impact that they have on student engagement and achievement. It is, therefore, unsurprising to note that middle years teachers may integrate ideas about teachers’ relationships with students into their own professional identities.
The pre-service teachers in Whitehead, Lewis and Rosetto’s (2006) study likewise characterised ‘good’ middle years teachers as those who formed relationships with students so they could understand their individual needs and interests. They note, however, that these are simply preconceptions of middle school educators held by pre-service teachers and there is currently no distinctive tradition of middle schooling and, therefore, no distinctive identity for middle school teachers in Australia. As the first generation of educators in Australia dedicated to employing middle schooling approaches, middle years teachers do not have any colleagues to emulate. As a result, the current cohort of middle years teachers is developing its own professional identity as it goes.
Teachers in Ovsienko and Zipin’s (2006) study of middle years teachers indicated that one of the fundamental characteristics of their professional identity was their dedication to lifelong learning. These teachers indicated that by continuing to update their professional knowledge and skills they were able to adapt their teaching practices and approaches to new contexts and to suit the particular needs of students.
In their study of four middle years teachers’ professional identity, Bahr and Pendergast (2010) explored, through narrative inquiry, how two of the graduates of the specialised middle years program and two middle years teachers who entered the field through an alternative path, experienced their world as teachers. Their experiences, captured through their story retelling, provided insight into the challenges and opportunities that face the development of cohesive middle years schooling identities, and the contribution possible through specialised pre-service teacher preparation. Their stories reveal the need for cautious experimentation and robust research about the benefits of middle years reform. They also revealed that none of the storytellers has been readily accepted into the traditional primary and secondary schooling contexts. Their teaching practices have been challenged and scrutinised, as have their abilities to generate an interest in and capacity for middle years reform in their colleagues.
Shaping a new identity for the  teaching profession
The research into teacher identity suggests that introducing new elements of professional identity into practice can be difficult in institutional settings (Ovsienko & Zipin, 2006). Sometimes this is assisted by official agendas. For example, according to the Australian and New Zealand Standard Classification of Occupations (Australian Bureau of Statistics, 2009, n.p.), middle school teachers exist as a separate category of teacher who can:
teach one or more subjects within a prescribed curriculum to middle school or intermediate school students and promote students’ social, emotional, intellectual and physical development.


Despite that formal definition (which is in fact no longer used), throughout Australia there is considerable ambiguity around the professional identity of teachers in the year levels that cover middle years education, and this is reflected in programs of study in universities. This makes the formation of middle years teacher identity a little less predictable than the identities formed in the readily recognised and named categories such as those defined by level, such as early years, primary or secondary school teacher; and those defined by subject specialisation, such as Mathematics teacher or English teacher (well yes, because some middle years teachers are in primary schools and some are in secondary schools!). It also provides a rare opportunity in that assumptions around identity are less likely to be embedded in cultural practices and the formation of professional teacher identity.
As previously noted, policy associated with middle years school education has been driven largely by isolated state and territory-based initiatives. Yet the Ministerial Council on Education, Employment, Training and Youth Affairs’ (MCEETYA) Melbourne Declaration on Educational Goals for Young Australians (2008, p. 10) identifies one of its eight interrelated action areas as ‘enhancing middle years’ development’. The elaboration provides the following explanation:
The middle years are an important period of learning, in which knowledge of fundamental disciplines is developed, yet this is also a time when students are at the greatest risk of disengagement from learning. Student motivation and engagement in these years is critical, and can be influenced by tailoring approaches to teaching with learning activities and learning environments that specifically consider the needs of middle years students.


The capacity to tailor approaches to teaching and learning for middle years students officially reinforces through policy the difference that characterises middle years teachers.
Visual images and teacher identity
Qualitative data from a multitude of studies provides a narrative of the perceptions held by pre-service teachers. Using survey instruments that allow a comprehensive analysis based on indicators that determine group and individual perceptions of the teaching profession, it is possible to account for, and enable, further research into similarities and differences between professionals (Pendergast & Kapitzke, 2006).
The analysis of visual images has been used to gain insights into the beliefs, attitudes and perceptions held by an artist since the early 20th century. Goodenough is credited with being one of the earliest researchers to use children’s illustrations to study intelligence and cognitive abilities, in her 1926 study. While using this data for examining beliefs, perceptions and psychological processes was considered to be fairly controversial when it was used by researchers in the late 1960s, the analysis of visual images is now considered a relevant tool for qualitative research. Richards argues that ‘in a world dominated by multi-media’ (2006, p. 37), it is not surprising that visual representations have now been recognised as having the potential to provide insights into the perceived realities of those creating the images. Images have specific powers and effects, and they often reach beyond the ability of written or spoken narratives. When pre-service teachers depict their experiences in both images and narratives, multimodal data can be collected that will assist in the determination of their perceptions (Pendergast & Kapitzke, 2006). Furthermore, using images to express their perception of the role of teachers is a means by which pre-service teachers can assess their personal teaching practices and reflect on their experiences.
In a study of 210 Bachelor of Education (Middle years) student teachers enrolled across multiple year levels in a teacher education program in Queensland, respondents were asked to separately list up to five words they would use to describe an ideal and a typical middle years teacher. They were also asked to draw an image of an ideal and of a typical middle years teacher. The survey instrument was modelled on previous surveys that enabled researchers to gain an understanding of the professional identities of the respondents, including how they perceive their profession (Pendergast & Kapitzke, 2006). Figures 14.1–14.5 present a selection of images collected from this group of students. Figures 14.1 and 14.2 were drawn by male pre-service teachers and Figures 14.3–14.5 were drawn by female students.
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Figure 14.1: Male preservice student teacher – image of an ideal middle years teacher 
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Figure 14.2: Male preservice student teacher – image of an ideal middle years teacher 
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Figure 14.3: Female preservice student teacher – image of an ideal middle years teacher 
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Figure 14.4: Female preservice student teacher – image of an ideal middle years teacher 
[image: ]
Figure 14.5: Female preservice student teacher – image of an ideal middle years teacher 
Some observations can be made about the images of ideal middle years teachers drawn by students enrolled in a pre-service middle years teacher education program:
	Male students almost always draw male teachers, and female students almost always draw female teachers. The only exceptions are when a stick person (no gender) or an alternative image is used instead of a person image, such as a ruler, or rubber band (see all figures)
	Female students frequently draw teachers wearing dresses with floral patterns (see Figures 14.4 and 14.5)
	Female students frequently draw teachers with abundant but neatly managed hair (see Figures 14.4 and 14.5)
	The male and female images almost all have a wide, happy smile (see Figures 14.1, 14.2, 14.4 and 14.5)

	The female images mostly have their arms outstretched (see Figures 14.4 and 14.5).


Reader reflection 14.3
Why do the pre-service student teachers seem to have similar patterns in their drawings? What does this suggest about the professional identity of middle years teachers, as constructed through these images?


As we see in the images, students were asked to provide words to describe an ideal middle years teacher. Figure 14.6 provides the percentage of like responses generated from the 148 female and 62 male respondents, presented by gender, in response to the ideal middle years teacher. Taken together, there were a total of 2029 terms used. Although students were requested to provide five words only to describe their ideal teacher, many would used phrases or indeed whole sentences to explain what they meant. In order to retain the richness and integrity of the data, all of this information was recorded. The most frequently occurring words were: flexible, caring, understanding, knowledgeable, organised and enthusiastic. When analysing the data considering the gender of the respondents, the male student teachers followed almost the same word pattern for the three most frequently used terms, but with ‘patient’ following ‘understanding’ and ‘passionate’ preceding ‘organised’. For the female students, ‘enthusiastic’ was the most common term, followed by caring, flexible, understanding and organised.


[image: ]
Figure 14.6: Gender comparison of words used to describe the ideal middle years teacher 

Reader reflection 14.4
Professional identity is known to be fluid and and is constructed and reconstructed by a variety of factors, both internal and external to the teacher. In order to gain a deeper insight into the idea of teacher professional identity, conduct an interview with one or several teachers you have met through your professional practice course(s). Develop a series of questions that prompt discussion around professional identity, such as:
	What motivations did you have for becoming a teacher?
	Have these motivations changed over time? How?
	What features do you typically associate with a middle years teacher? Why?
	What does a typical middle years teacher look like? Why?
	How do you think members of the public would characterise a middle years teacher? Why?
	How do you know?



Conclusion
Just as children have preconceptions of superheros, monsters, villains, romantic figures and witches, pre-service teachers hold attitudes to and beliefs about the role of a teacher and their position within the profession. The representation of teachers in modern popular culture influences these perceptions and plays a part in the practical teaching and learning understandings of pre-service teachers (Weber & Mitchell, 1995). Research in this area suggests that pre-service teacher drawings and supporting narratives serve multiple purposes. The pre-service teachers are able to draw on pre-existing knowledge and current beliefs to develop drawings of ‘typical’ teachers or autobiographic representations of teaching and learning (Chiodo & Brown, 2007). The use of drawings can point to archetypes within the profession, providing opportunities for the education of pre-service teachers as well as for critical reflection to aid in the development of best practice in the teaching and learning environment (Richards, 2006). Developing strategies to ensure that the drawings are properly understood through the use of explanatory narratives during pre-service teachers’ education may assist in the understanding and analysis, providing concrete and valuable data pertaining to the preconceptions of pre-service teachers of their emerging professional identity (Weber & Mitchell 1995; Funkhouser & Mouza, 2013). For the newly emerging middle years teacher identity, this is a powerful tool.
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Chapter 15 A generic teacher education program that meets contemporary schools’ needs
Sally  Knipe

The majority of initial teacher education programs offered at Australian universities qualify graduates to teach in the age-related contexts of early childhood, primary or secondary: these are the contexts that reflect the organisational evolution of schools in Australia. The development of middle schooling and stand-alone middle schools that cater for upper primary and lower secondary students has challenged the traditional primary/secondary organisational separation, as well as ‘age-restricted’ teacher education programs. Increasingly, teachers with a broad understanding of child development are required in order to meet developmental and academic needs across a wide age range of students (de Jong & Chadbourne, 2005; Knipe, 2012; Knipe & Johnston 2007). Principals face perennial difficulties in deploying teaching resources appropriate to a particular school from a pool of teachers with ‘age-restricted’ qualifications that are not necessarily congruent with the staffing requirements of that school. A graduate teacher qualified to teach across the primary and secondary school divide with an understanding of the teaching and learning needs of young people enjoys enhanced employment opportunities and the chance of a more flexible career pathway.
This chapter argues that greater flexibility is required in the design of initial teacher education courses in order to produce graduates who understand the learning and pedagogical needs of young people across the range of developmental stages in the school spectrum: graduates who have content and discipline knowledge, who can apply theoretical concepts of child and adolescent development, and who are aware of the issues regarding the wellbeing and safety of young people of all ages. Such graduates would be able to meet the graduate teaching standards required by teacher registration authorities for both primary and secondary teaching, be employable in any school setting from the first year of school to Year 12, and be more responsive to addressing the increasing number of middle years initiatives and programs (Prosser, McCallum, Milroy, Comber & Nixon, 2008).

Reader reflection 15.1
What are the benefits of teachers being qualified to teach in both the primary and secondary school sectors? Do you consider that all initial teacher courses should allow prospective teachers this option? If so, why?


Teacher preparation in Australia
To enhance a discussion of current tensions and constraints affecting the design of initial teacher education programs, it is salutory to briefly review the historical evolution of teacher preparation programs and teacher preparation institutions in Australia. This topic has also been dealt with in Chapter 2.
In the early years of the 1900s, teachers’ colleges replaced the ‘pupil-teacher’ or apprentice model of the 1800s. Focused on the preparation of primary school teachers, these colleges were operating in most capital cities and in a few selected rural locations throughout Australia by the late 1930s (Campbell & Proctor, 2014). The majority of teachers were employed in primary schools, as very few secondary schools existed, and there was a growing demand for teacher preparation through a one-year Primary Teachers Certificate course (Aspland, 2006). In 1930, a two-year course was introduced, but these did not become common until the early 1950s. Controlled by state education departments, teachers’ colleges dominated teacher preparation for a considerable part of the 20th century.
The growth of public education began with the provision of primary education for children up to grade 6 (later to grade 8), and teacher preparation programs, considered to be appropriate to the age groups, were provided. As separate and distinct secondary schools were established, teacher preparation programs were designed to qualify teachers to teach older children. The primary school was further divided into primary grades and ‘infants’ or preparation grade (the forerunner of early childhood) leading to the establishment of infants teachers’ colleges that provided special preparation for teachers of very young children.
With the expansion of public school education in the early 20th century, the majority of schools were designated as either primary schools or secondary schools. Eventually primary schools absorbed infants departments as early childhood grades. Teachers were organised administratively and exclusively according to their initial teacher education program, and confined to teaching employment in either a primary school or secondary school, or in the early childhood grades of a primary school (Hyams, 1979).
Teacher preparation for secondary teachers evolved in a number of different ways. Early secondary teacher preparation provided multiple pathways, such as programs for primary teachers to acquire further preparation for secondary teaching, or programs offering employment to university graduates and providing some on-the-job assistance. Postgraduate qualifications, in the form of a one-year Diploma of Education program for secondary teachers, were not established until 1911, but these programs were confined to the disciplines offered at a university, for example, English, Mathematics, Science, History and Geography.
As the curriculum in secondary schools developed, subjects such as Visual Art, Music, ‘Domestic Science’, and ‘Manual Arts’ were offered, but not as compulsory subjects. In the 1940s, teachers’ colleges introduced specialist qualifications for teachers of these subjects, effectively expanding the teacher preparation program of teachers’ colleges into the secondary education area, but only at the certificate level. In the fifteen years after World War II, in response to population growth and the expansion of schools, the number of teachers’ colleges increased in all metropolitan cities and across several regional locations throughout Australia, with four times as many teachers’ colleges in 1960 than in 1945 (Polesel & Teese, 1998).
An increase in school retention rates, and an associated increase in the number of secondary schools in the 1950s, resulted in greater demand for qualified secondary school teachers. The number of Graduate Diploma of Education programs offered for secondary teachers at universities increased, and some teachers’ colleges began to also offer Graduate Diploma of Education programs for secondary teachers (Polesel & Teese, 1998). Teachers’ colleges that were already preparing secondary teachers in curriculum areas, such as Art, Domestic Science and Physical Education, were able to expand their secondary teacher preparation programs to include subject areas previously offered only at universities, such as Mathematics, Science and English. Tensions emerged, however, between primary and secondary divisions in education and within the secondary area between subjects – these reflected the earlier differences between teacher preparation in teachers’ colleges and teacher preparation in universities. Significantly, education departments controlled teachers’ colleges, employed staff and determined program content, whereas control of program accreditation and staffing of courses at universities was internal to the universities.
In the early 1970s, teachers’ colleges were absorbed into Colleges of Advanced Education (CAEs), which resulted in greater academic freedom and autonomy for teacher education programs and diminished influence and control from departments of education (Knight, Lingard & Bartlett, 1994). A major change for primary and early childhood teacher education courses was an increase in requirements from two years to three years, which superseded the two-year certificate courses that had been a feature of the teachers’ college programs since the 1950s. By the end of the 1970s, Canberra CAE and Tasmania CAE were offering a four-year degree for both primary teaching and secondary teaching (Auchmuty, 1980). In 1987, significant reform and restructuring of the tertiary education sector, consisting of universities, CAEs and Technical and Further Education (TAFE) institutes, was undertaken by the federal government, with a view to developing some CAEs into universities.
Expansion of teacher education into universities
Since the responsibility of teacher education was transferred from teachers’ colleges and CAEs to the university sector, the quality of teacher education courses has improved greatly (Australian Council of Deans, 2005). Courses in CAEs qualified candidates to teach in one of three age groups: preparatory year to Year 2, preparatory year to grade 6, or secondary Year 7 to Year 12, with secondary specialisations in one or two disciplines of around 10–12 subject areas that approximately matched the subjects offered in secondary schools. The structure, duration and award nomenclature for teaching degrees has also undergone significant change, from the earlier models of teacher preparation that were largely practitioner based (particularly for early childhood and primary) to a complex mix of pedagogy, curriculum, and content knowledge (Campbell & Proctor 2014; Knipe 2012; Williams, Deer, Meyenn & Taylor 1995).
Teacher education programs today must contain specific discipline knowledge, including the theory underpinning various curriculum areas, teaching and learning theories and strategies, as well as mandatory study in areas such as literacy and numeracy, classroom management, classroom technology, teaching students from a non-English speaking background, Indigenous education, inclusive education, and a specific number of teacher practicum days. Undergraduate courses are considered ‘concurrent’, in that the course contains both teacher education content and non-education ‘discipline’ studies.
Postgraduate courses contain teacher education content and are provided only within a faculty of education. Over the past several years, many universities have extended their postgraduate initial teaching courses to a two-year Masters degree, with the result that teachers with a Bachelor of Education have a four-year qualification as a beginning teacher, and teachers with a Bachelor degree in a discipline plus a Masters of Teaching degree have a five-year qualification as a beginning teacher, an anomaly that may be of some concern in terms of equity.
Despite the expansion in postgraduate pathways for teacher preparation, enrolments in courses reflect the longstanding divisions in that there are greater numbers of students enrolled in undergraduate concurrent degrees in the area of early childhood and primary, and a greater number of students of secondary education enrolled in postgraduate courses. This pattern of enrolment has generated the view that secondary teaching is content based and primary teaching is pedagogy based. One-year and two-year graduate courses, such as graduate diplomas, have been criticised for the lack of time devoted to understanding and developing pedagogical skills, whereas undergraduate degree programs are acknowledged for developing sound pedagogical skills but considered to be wanting in areas of in-depth discipline and subject knowledge (Williams, Deer, Meyenn & Taylor 1995).
All state and territory governments have introduced professional teaching standards as a tool for assessing teacher education programs following the establishment, in 2011, of a national framework for accrediting teacher education programs by the Australian Institute for Teaching and School Leadership (AITSL). At the same time, the introduction of a national curriculum also impacts on teacher preparation courses and school education. Currently, national curriculum documents focus on Foundation to Year 10, reflecting the diversity of student learning, as well as the strengths and interests that constitute different school year levels. A teacher qualified to teach the full range of the curriculum in a particular subject area, from Preparation Year to Year 12, would have the capacity to provide continuity in curriculum delivery within a school and offer flexibility in terms of staff allocation to classes.
Course design and course content of initial teacher education programs has been strongly influenced by teacher registration authorities acting as a force for change with the establishment of national guidelines and state requirements for teacher certification and registration, supported by education departments as employing authorities. Guidelines for the accreditation of courses have placed demands upon the configuration of teacher education programs that ensure that course designers structure courses so as to satisfy the requirements of state and territory teacher registration authorities.

Reader reflection 15.2
List the changes to school structures that you feel will occur over the next twenty to thirty years. What do you think will be the key qualities, skills and knowledge that a teacher will require to adapt to these changes?


Adolescent education
In the early part of the 20th century, teacher preparation was based on the content of the curriculum – limited largely to basic literacy and numeracy – and designed in order to staff schools as they developed, from primary schools to secondary schools. For decades, the main focus was on curriculum content and the developmental needs of children were of secondary importance. In the 1950s and 1960s, teaching behaviour, teaching strategies, learning theory and child development became a much more important part of teacher education programs, but still within the separate contexts of primary and secondary.
The concept of ‘adolescence’ was first defined by Hall (1908/2005) as a way of describing the period between early childhood and adulthood, a period of ‘turmoil’ characterised by ‘conflict with parents, mood distributions and risky behaviour’. The notion of ‘adolescence’ was influenced by developments in educational psychology that generated a focus on the developmental differences across age groups of children, as well as on the social and academic needs of adolescent students. Research showed that not only were children maturing earlier than previous generations, but also there was a widening in the age range of physical and cognitive development (Tanner, 1955).
The adolescent years spanned upper primary and lower secondary years, so teachers had to re-examine their classroom practice in terms of the developmental needs of children regardless of the age divisions of the schools in which they taught. It should be noted that today, textbooks used for teacher education courses in psychology and learning theory, whether primary or secondary, cover the entire age range of child development and learning, and teachers are expected to master this knowledge, albeit with a special focus on a particular broad age group. Content knowledge may be organised in age-specific structures – but child development is not age-specific.
As children grow and develop throughout the compulsory years of schooling, their emotional, social and academic changes can become an ever-increasing challenge for teachers. The traditional separation of school years into primary and secondary, with a break between the two that occurs in the middle of the adolescent years, creates a disruption that can be unsettling for many students (Haynie, 2003). Concerns about the need for different school structures that would improve the educational and overall school experience for young people, particularly those aged 10–15 years, were the focus of several government reports published during the 1990s (Cumming & Cormack, 1996; Barratt, 1998; Cumming, 1998; Schools Council, 1992). During this period, teachers reported increasing difficulties in dealing with young people in the middle years who displayed general disengagement from school and a concomitant underachievement academically (Carrington, 2004; Chadbourne, 2001; Pendergast & Bahr, 2005).
Changes in contemporary society and the impact of these changes on the moral, cultural and social behaviour of young people place significant demands on school teachers and administrators responsible for adolescent education. For example, modern communications technologies are shaping the interactions between young people and their parents and family members, other adults, friends and peers (Kosa, 2005; Masek, 2005). Parents and teachers are expressing great concern regarding the sexualisation of children and the way young people are being positioned, especially by commercial and media influences (Kosa, 2005). Increasing rates of adolescent depression, anxiety, eating disorders and other health problems illustrate the negative effects social influences can have on young people (American Psychological Association Task Force, 2007; Rush & La Nauze, 2006a; Rush & La Nauze, 2006b).
The biological, psychological and environmental factors that impact on the transition from childhood to adulthood require understanding by those involved in the teaching of young people. There is a significant range of individual differences in the emotional and behavioural development of young people, and these manifest themselves in various ways, including interpersonal conflict and risk-taking behaviour (Hollenstein & Logheed, 2013). A teacher who is qualified to teach across the range of primary and secondary students is well placed to provide a rich and supportive learning environment for all children, no matter what age group, and no matter what developmental differences may be present in that group (Knipe, 2012).
Adolescence and middle schooling
Middle schools were established in the United States as early as the 1930s, but in Australia, interest in middle schooling did not emerge until the late 1980s (Beane, 1995). The academic and social needs of adolescents were a major stimulus to the Australian middle schooling movement and were the focus of professional discussions regarding middle years education. Teachers and school administrators explored different ways of meeting the complex needs of adolescents (de Jong & Chadbourne, 2005).
Schools everywhere experimented with internal reorganisation in order to develop middle years programs, and in some countries this led to the establishment of stand-alone middle years schools. The age groups defined as middle years spread across the traditional primary/secondary divide and across the separate qualifications of primary and secondary teachers. As middle schools expanded into Preparation to Year 12 colleges, staffing became a challenge that sharpened the focus on the limitations of age-restricted teacher education programs. A new model was needed, one that produced teachers with generic teaching skills based on theoretical understanding of teaching and learning across all age groups.
Teacher education in Australia appears to still rest on the proposition that the training needs of a teacher of primary-aged children differ markedly from the training needs of a teacher of older secondary students, which means that teaching is assumed to be set of skills that is age-related. However, in some schools, teachers – for pragmatic reasons, such as staff shortages – are assigned by principals to teach age groups that are outside their teaching qualifications. The success of many of these teachers raises questions about the need for a reassessment of teacher education programs.

Reader reflection 15.3
How have societal changes impacted on young people and the role of the teacher?


Innovation required for teacher qualifications
The present system is predicated on the principle that teacher education needs to be congruent with the traditional organisational structure of schools: secondary initial teacher education programs for secondary schools and primary initial teacher education programs for primary schools. This is linked to an assumption that child development needs to be viewed in three broad stages – the very young child, the older child and the adolescent secondary student – and that there are specific skills and understandings that teachers need to acquire in order to be employed in the appropriate age-specific area. The corollary, of course, is that a teacher trained for one school sector is not qualified to teach in another school sector.
The establishment of alternative school models, such as middle schooling, either as a focus within a school or as a designated institution, is a strategy that has been used successfully in different contexts – such as The Lakes-South Morang P-9 School. However, this type of initiative has implications for teacher education programs and teacher qualifications. Initially, teachers who had qualified as either primary or secondary teachers were employed in middle years classes. But this ‘stop-gap’ approach can be problematic.
As demand has grown for teachers with middle schooling qualifications or with qualifications to teach across Preparation to Year 12, universities have responded, offering programs that range from a focus on middle schooling within a teacher education program to the development of a Preparation to Year 12 Bachelor of Education program. Universities in Australia have now developed both undergraduate and postgraduate degree courses that qualify a teacher to teach across the entire primary/secondary range (Pendergast & Bahr, 2005). The continuity of content in these courses also strengthens curriculum delivery at the younger age level, which is an improvement long overdue.
A degree program designated as Preparation to Year 12, that accommodates all requirements, has been offered at several universities in Australia, including Charles Sturt University (CSU) and La Trobe University, for at least the past eleven years. These programs have consistently been in high demand. An evaluation of the CSU program that included surveying principals who have employed graduates from the K-12 program, indicates a high level of satisfaction with the performance of these teachers in their schools (Charles Sturt University, 2009).
Constraints of school staffing and teacher qualifications
While accreditation authorities may require universities to meet specific guidelines in regard to initial teacher education courses that are age-related, the allocation of staff to a particular teaching load, by the principal of a school, is not necessarily consistent with a teacher’s qualification. This frequently occurs where there is a shortage of qualified teaching staff, such as in Mathematics and Science (Australian Secondary Principals Association Inc., 2007; Thomson, Hillman & Wernert, 2012). Over decades, particularly in times of serious teacher shortages in particular areas, age-based/grade-based divisions in education have been ignored and secondary schools have employed teachers from primary schools to fill staffing gaps; less commonly, secondary teachers have taught in primary schools.
The development and growth of a range of school structures, such as middle schools, and more recently schools that enrol students from Preparatory grades to Year 10 or Year 12, and senior colleges for Year 11 and Year 12, has blurred the early childhood/primary/secondary distinction in classroom practice. For example, there has been a significant growth in the number of schools in Victoria providing primary and secondary education within the one school. While a number of these schools are in regional Victoria and in the independent school sector, the number of P–12 schools in urban centres is growing. Other states, such as NSW, have had a long history of Central Schools catering for children in rural and remote locations where there are insufficient numbers to justify the establishment of separate High School. Nonetheless, the internal arrangements for such schools have tended towards maintaining a clear division between the primary and secondary years. Recent changes in some states that moved Year 7 from the primary sector into the secondary school sector, to bring their first year of secondary school in line with other states, further illustrate the changing and evolving nature of school structures.
In all the rhetoric concerning what should or should not be required in a teacher education program, there is rarely a mention of the widespread difficulty of assigning teachers to particular classrooms – which is, in the final instance, the decision and responsibility of the principal of the school, even in the case of specialist teachers. Teacher shortages have always been a problem, as supply and demand fluctuates, and there are perennial shortages in rural and remote schools. More recently, the development of middle schooling has generated a need for staff with broad generic teaching skills, so that age-based qualifications do not present a constraint for principals in assigning staff to particular teaching loads. It is time to provide teacher preparation that meets the needs of students and schools, as distinct from teacher preparation designed around age-based administrative school divisions.
Of even greater significance is the relationship between the registration of teachers and the control over teacher employment. Until the establishment of teacher registration organisations, which began in the 1970s, there was little to prevent schools from filling staffing shortages with unqualified people, even in permanent positions. At present, employment practices are tightly controlled: however, situations exist still whereby a principal has no option but to deploy staff to a class or subject for which the staff are not qualified. This is part of a principal’s responsibility. Ongoing concerns about the number of Mathematics classes taught by teachers not qualified to teach Mathematics, for instance, attest to this (Australian Secondary Principals Association Inc., 2007; Beswick & Morony, 2012; Harris & Jensz, 2006).

Reader reflection 15.4
Consider the ideas and arguments you would submit to an issues paper on teacher education in Australia.


Conclusion
Changing social norms are having a considerable impact on the interactions, behaviours and self-identification of young people of all ages, as they respond to the influences and pressures of their environment. A teacher qualified to teach across the preparation grade, primary and secondary sectors can be of great benefit to schools in terms of adapting to the teaching and learning needs of young people and providing flexibility in staffing, particularly for regional schools. In many high schools in regional and rural Australia, where fluctuating student enrolments place pressure on the staffing of particular subject areas, the flexibility of the staff is a critical consideration.
Some universities have responded to changes occurring in the school sector with the development of degree programs that equip graduates to teach across the full age range from Preparation Year to Year 12, or across the middle years of school. Such courses are based on the proposition that teaching is a generic skill and courses should be designed accordingly. A generic teacher education course designed to cover the needs of a wide age range of students provides opportunities for teachers to meet both the varied learning needs of students and the diverse staffing needs of schools. Further, options for teachers to develop different career paths in education are expanded for those teachers who may not wish to be ‘locked in’ to a particular age group or traditional school structure model. Teachers with generic pedagogical knowledge, discipline knowledge in one or two teaching areas and an understanding of children from all age groups from Preparation Year to Year 12 would be a welcome addition to schools and all education sectors.
The development of degree programs that qualify teachers to teach across the primary/secondary school divide, and the documented success of graduates from these programs as perceived by employers, indicates support for these courses. It is certainly time to challenge the divisions within teacher preparation programs that still reflect the traditional primary and secondary school model that evolved during the 1900s, and promote different models of initial teacher education courses that are flexible and more responsive to the complex needs of children and the staffing needs of contemporary school systems.
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Chapter 16 Leading teacher professional learning in the middle years
Lyn  Kirkby

Like many aspects of education, both domestically and globally, teacher professional learning has become increasingly politicised, marketised and scrutinised. It is part of the broader debate about ‘teacher quality’ and is expressed in the form of policy and associated compliance, nationally and jurisdictionally across Australia and New Zealand. Nationally, the Australian Institute for Teaching and School Leadership (AITSL) has published the Australian Charter for Professional Learning of Teachers and School Leaders (AITSL, 2012a), whilst in NSW, for example, Great Teaching, Inspired Learning A Blueprint for Action (NSW Government, 2013), foreshadows a range of changes to teacher and leader professional learning, as well as initial teacher education.
Underlying much of the debate around teacher quality and teacher professional learning is the suggestion that teachers are a ‘problem’ to be ‘fixed’ (Gale, 2006). Students undertaking initial teacher education courses have not been excluded from this debate, with at times significant changes to the admission requirements for initial teacher education courses as well as to the content that is studied once they get there. Teacher learning is thus politicised for aspirant teachers as well as for those already working in the profession.
The need for teacher professional learning to be differentiated, and to reflect the contexts in which teachers work, is increasingly apparent. Specifically, how do we ensure that the learning is appropriate for teachers of students in their middle years, and not just ‘one size fits all’, and how do we ensure that the learning is appropriate for early career teachers?
The middle years teacher and professional learning
The most effective teachers of students in the middle years are believed to have identifiable attributes, and consequently professional learning can be designed to develop those attributes. According to Rumble and Aspland (2009), middle years teachers identify with middle schooling and have chosen to specialise in adolescence. They are creative and innovative and skilled designers of a differentiated, relevant and thematically integrated curriculum. They work effectively in teams and nurture the independence and identity of adolescents. They facilitate young people in becoming independent and autonomous learners. Advocacy is a key attribute of teachers of students in the middle years, and they care for young people, helping them to learn from their mistakes.
Given the variety of teaching contexts, it is important that teacher professional learning provisions create a range of possibilities. These possibilities might be developed within the school, and be supported by professional learning opportunities from outside of the teacher’s school context. When complementary and carefully selected, such offerings can challenge and refresh collaborative practice within the school context.
Choice and complexity of teaching contexts are also identified needs of middle years teachers early in their careers:
The initial year of teaching is an important phase in any teacher’s professional growth regardless of their teacher education preparation and is recognized as having long-term implications for not only teacher effectiveness but job satisfaction and career length.
(McCormack, Gore, & Thomas, 2006, p. 96)


Teachers in their early years are often required to immediately take on full teaching loads whilst they are still developing a professional identity (McCormack, Gore, & Thomas, 2006, p. 110). The complexity of teaching, and the challenges in learning to teach effectively, shine a light on the importance of professional learning that is appropriate for the teacher’s context, inclusive of their career stage. As Lovett and Cameron suggest, ‘the learning culture of a school matters for the development, retention and job satisfaction of early-career teachers’ (2011, p. 101).
This chapter provides three case studies of professional learning structures that can work within schools to provide all teachers of students in the middle years with possibilities to learn in ways that are complementary to the pedagogies that they use in their classrooms. The third of these case studies describes both the professional learning model and the process through which it was developed. The case studies rely upon and build the attributes of teachers of students in the middle years, and support them in modelling for their students by illustrating that they too are learners. Importantly, they are designed to show that even when compliance models are pervasive, it is possible for teachers at all career stages to be agents of their own learning as well as that of their students.

Reader reflection 16.1
Consider how learning needs might be similar for teachers of students in the middle years and their students.
How might the professional learning needs of early career teachers differ from those of more experienced teachers and expert teachers?


Compliance and professional learning
Teacher professional learning occurs seamlessly throughout much of the work they do – individually and collegially, and with their students and school communities. This is especially the case for middle years teachers, who often work in teams. Teacher professional learning works best when it is designed by teachers so that the professional learning activities match their career stage and teaching context. To this end, any professional learning undertaken by teachers should be driven by teachers, and should reflect their specific contexts and needs.
When teachers first enter the profession they are required to undertake teacher registration.1 To ensure that this process is an effective professional learning opportunity, some creative thinking may be required. Implemented poorly, these processes become merely an additional administrative duty for teachers.
It is possible, however, for significant professional learning to result from such processes. The opportunities grow when teachers work towards registration collaboratively, and the processes can then develop and reflect teacher attributes. However, registration processes are standards-based, and can result in a list of required outcomes for teachers. This is the antithesis of middle years philosophy, as any set of standards is unable to capture all that is the art and craft of teaching. As Darling-Hammond noted:
Teaching standards are not a magic bullet … Standard setting in all professions must be vigilant against the possibilities that practice could become constrained by the codification of knowledge that does not significantly acknowledge legitimate diversity of approaches or advances in the field; that access to practice could become overly restricted on grounds not directly related to competence; or that adequate learning opportunities for candidates to meet standards may not emerge on an equitable basis.
(1999, p. 39)


Lovett and Cameron (2011) suggest that the socialisation of newer teachers by experienced teachers is owed to students (p. 102), supporting the notion of collaborative professional learning structures for teacher induction. For teachers of students in the middle years – indeed for all teachers at all levels – the compliance lens of registration may be a stark contrast to the pedagogical practices they favour in their own classrooms, and thus can provide a conflict for teachers in harmonising their own learning with that of their students. It may also be in contrast to the pedagogical practices they have been trained to use during their initial teacher education course. The challenge, it would seem, is interpreting compliance requirements in an emancipatory way and designing processes that put teacher professional learning at the fore. This chapter now turns to look at some specific examples that might be viewed in this light.
Connecting teacher and student learning in the middle years
Inquiry is an important feature of learning for students and their teachers in the middle years. There is a range of inquiry possibilities for teachers. Cochrane-Smith & Lytle (2009) identify practitioner inquiry as the umbrella term that covers ‘action research, teacher research, self-study, the scholarship of teaching and learning, and the use of teaching as a context for research’ (pp. 39–40). Prosser et.al. (2008) suggest that practitioner inquiry is an important professional learning construct for teachers in the middle years, finding that action research was especially appropriate where the teachers included ‘students-as-informants’ in their research (Prosser, McCallum, Milroy, Comber & Nixon, 2008, p. 25).
The methods described here could broadly be categorised as action research or teacher research. They are school-based and suggest how teachers in the middle years might interpret professional learning in their context so that it enhances their desired attributes. School-based professional learning provides early career teachers with an effective bridge between the academy and the classroom.
1: Lesson study as an emancipatory  professional learning possibility
Lesson study is a structure through which collaborative teaching practice can be supported and it is therefore a useful professional learning construct for teachers in middle schools. Groundwater-Smith characterises lesson study as ‘ways of seeing’ (2008) and, further, as ways of ‘observing how learners respond to a teaching episode that has been prepared collaboratively by a group of teachers with the intention of developing, refining and improving the lesson in the light of such feedback’ (p. 11). As such, it develops many of the middle years teacher attributes that Rumble and Aspland (2009) identify, as discussed at the beginning of this chapter.
Lesson study and critical pedagogy
Emancipating teachers from the constraints of compliance-based processes whilst providing access to professional learning opportunities is a complex but important task. Though teachers may see processes such as registration and accreditation as a new managerialism, they also understand that promotion and remuneration are increasingly linked to accreditation processes (NSW Government, 2013a). The nature of lesson study is such that teachers can construct and build knowledge (Bereiter & Scardamalia, 2007) as they gather evidence of their practice. It has the capacity to put them in control of their learning. Lesson study provides a structure through which meaningful dialogue occurs (Boys, 1999). It facilitates the process of bringing those at the margin into the inner circle (Coombes & Danaher, 2006) and provides a bridge from ‘otherness’ (Giroux, 1992) by engaging teachers, and potentially academics, in meaningful discourse across and within contexts. It results in a sharing of learning, allowing others to participate in the dialogue (NSW Department of Education and Training, 2009). Lesson study does not provide the revolution that some critical pedagogues may prefer. However, it is a ‘real and feasible alternative’ (Cho, 2006, p. 138) that links the micro to the macro and thus creates possibilities for teachers. It provides opportunities for the inclusion of student and teacher voices, and in this way is an appropriate construct for teachers of students in the middle years.
Lesson study and the action learning cycle
Lesson study is a process through which participants identify a question and collaborate with others to research and then share their findings. It makes researchers of teachers in their own classrooms (Groundwater-Smith & Mockler, 2009).
Each stage of the lesson study cycle is highly collaborative. It provides opportunities for novice and highly experienced teachers to work together to support early career teacher induction processes. Planning involves the participants in identifying the issue for the lesson study cycle, researching, developing questions for investigation and a plan for the lesson study. The acting part of the cycle involves the shared design of the learning episodes and the actual delivery of the lesson. Observation involves close analysis of student learning as the students interact with the learning episodes. Reflection is a key aspect of lesson study, where participants not only have the opportunity to debrief about the lesson but to adjust the lesson for the next delivery with a new group of students. It is in this phase that both teacher voice and student voice combine, through shared evaluations of the learning episode. This phase also involves reporting on and sharing the learning (NSW Department of Education and Training, 2009, p. 6). The cyclical nature of the process is clear as the group then go on to plan their next lesson study cycle.
That lesson study is responsive to the needs of students and teachers and puts teachers in control of their learning makes it an appropriate professional learning model for teachers of students in the middle years. It is a model with inbuilt correction. It permits, indeed expects, imperfection and refinement. It supports teachers in collaborative endeavour, and in the process generates rich and authentic evidence of learning. As such, it provides an appropriate and effective model for teachers to both learn and demonstrate their learning simultaneously.

Reader reflection 16.2
Refer to the professional teaching standards for your jurisdiction. How might teachers use lesson study as a way of providing evidence of their practice against professional teaching standards? What are the opportunities for teacher education students and early career teachers to participation in lesson study?


2: Accreditation processes in NSW and their professional learning possibilities: ‘What?’ ‘So what?’ and ‘Now what?’2
Teacher registration and accreditation processes are part of life for teachers across much of the world. They are part of the accountabilities that pervade education systems globally. Certainly this is the case in Australia, and specifically in NSW. The challenge is to determine whether or not such processes can be reframed as professional learning rather than compliance processes.
Teacher accreditation is a contested process. Some may take the view that it is a compliance-based process that is heavy in administrivia; others may view teacher accreditation as contributing to Fullan’s ‘brute sanity’ (1989). Fullan’s view that a power shift is defining curriculum, pedagogy and teaching standards away from schools seems increasingly relevant today. He asserted, 25 years ago:
Brute sanity is the tendency to overlook the complexity and detailed processes and procedures required, in favour of more obvious matters of stressing goals, the importance of the problem and the grand plan. Brute sanity overpromises, over-rationalises, and consequently results in unfulfilled dreams and frustrations which discourage people from sustaining their efforts and from taking on future change projects.
(Fullan, 1989, p. 5)


Teacher accreditation can also be viewed as creating possibilities for teacher professional learning. Supporters are embracing the Australian Professional Standards for Teachers (AITSL, 2012c) as a measure of the work that teachers do and a validation of excellence (Ingvarson & Rowe, 2008). Through this optimistic frame, teacher accreditation is viewed as a valuable process, contributing to professional learning by building structures that encourage teachers to assess their own practice through self-study and reflection. As Bullough and Pinnegar (2001) report, self-study assists us in understanding what we think about our own practice because it leads us to read what we have written about it ourselves. As teachers of adolescents, middle years teachers would want to model reflective practice for their students. Effective professional learning can occur through this model, and as teachers in the early years of their careers, the need to learn is as important as the need to teach (McCormack, Gore & Thomas, 2006, p. 97).
Accreditation processes can also be seen as neither inherently good nor bad; their value will be affected by the context in which they take place and the frame through which the teacher views them. As Hodkinson and Hodkinson (2005) suggest, the disposition of the teacher and the teacher’s learning environment are significant in relation to the outcomes of any form of professional learning.
How can professional teaching standards  contribute to teacher professional learning?
In a review of the relationship between professional learning and teaching standards, Kriewaldt (2008) found that ‘overwhelmingly, teachers wanted to use standards for professional learning, not for performance measurement’ (p. 10). Such findings are important as we seek to enhance the quality of teachers’ work and to find ways to support them in this.
To analyse the professional learning possibilities of teacher accreditation, it is useful to break down the process into a number of stages. Using Barnett and O’Mahony’s (2006) process, which is structured around three key questions, teachers can evaluate their accreditation process through a professional learning frame. First, they assert, is the recount, or the ‘What?’ question. The accreditation process requires teachers to assess their own practice against each of the Australian Professional Standards for Teachers (AITSL, 2012c). What do I do in my teaching role? How do these actions reflect the standards? This helps the teacher analyse their practice as it relates to the teaching standards.
Their second question is the ‘So what?’ question. The teacher is required to collect evidence, which is then annotated to the Standards. The teacher needs to explain how their evidence demonstrates the identified Standards and Standard Descriptors. Such collection and analysis of evidence takes the teacher down a path of self-study, that is, ‘a look at self in action’ (Hamilton, Smith & Worthington, 2008, p. 17). This process provides teachers with a structure through which they can analyse their practice, helping them to sort which things they need to be good at and which they need to get better at (Kleinhenz, 2007).
The ‘Now what?’ question focuses the teacher on anticipated actions … what to do in the future. This is because the analysis is likely to expose Standard Descriptors that are not currently met in the teacher’s practice. Once gaps are identified, the teacher can make a plan to locate or generate evidence for each of the required Standard Descriptors. The process may flag a change in practice and suggest new directions for professional learning.
For teachers of students in the middle years, this analytical experience can be a useful one. This is especially the case when early career teachers work in teams, undertake action research and experience the learning that grows from risk-taking and making mistakes.

Reader reflection 16.3
How will you ensure that you maximise your professional learning from your mandatory process of registration when you begin teaching?


3: Teacher appraisal and professional learning: Strange bedfellows?
Teacher appraisals, in a wide range of formats, are increasingly pervasive in schools. Once entering the profession, most early career teachers should expect to undertake annual reviews of their practice against teaching standards. Finding ways to make these reviews effective professional learning opportunities may be challenging, but it is important.
According to Apple (1999), appraisals ‘are a part of a broader pattern of blaming teachers and schools for failed economic and social policies over which they have no control’ (p. 1). He parallels teacher appraisal processes with the simplistic standardised testing of students and critiques the appraising of teachers as often insulting to those teachers when they are not provided with opportunities to reflect on their practice. Importantly, Apple also suggests that this is at its worst when ‘those doing the evaluating are out of touch with the realities of classroom life’ (p. 1). Further, Davis et al. (2002) note that ‘The extant literature on teacher evaluation suggests that teacher evaluation has not lived up to its expectations as a means of improving the quality of teaching and learning in schools’ (p. 299). They suggest that teacher evaluation systems will only be successful where they are appropriately conceptualised within the school’s leadership framework as part of teacher professional development. Leaders, as Evans (2007) suggests, ‘communicate all the time through position or influence either in a conscious and intentional way or in an unconscious and unintentional way’ (p. 387). Thus, school-led processes have the capacity to influence ways of doing and ways of learning for teachers.
Despite the mixed views about the value of teacher appraisal processes, Australia has mandated annual performance and development cycles for all teachers from 2014 (AITSL, 2012). To support teachers in seeing their reviews within a professional learning framework, we now turn to an example of the implementation of Australia’s Performance and Development Framework. For early career teachers, the collaborative focus on groups across career stages provides an opportunity to develop a professional identity with the support and modelling of experienced teachers.

Leading the implementation of a school-based teacher review process
Context
The task of leading the implementation of the Framework (AITSL, 2012) in the author’s school fell to the College Professional Learning Team, which consisted of the Principal, the Director of Staff Services and the Director of Professional Learning. The school’s process became known as Collaborative Professional Attainment (CPA), reflecting Strategic Goal 4 at the school: Staff Attainment.
The planning for CPA began at the end of 2010. It was piloted during 2013 in readiness for scaling up to the whole staff in 2014. The program is compliant with the essential requirements of the Framework and the NSW Government’s Great Teaching, Inspired Learning (NSW Government, 2013b).
Design and Implementation
During the 2010 December Staff Conference, a year-long process of developing a Teaching and Learning Statement for the College began. This was viewed as a first key step in the implementation of a teacher review process. Critically, the educators at the College needed a context-specific common language upon which to base observations of teaching and learning.
A further reason for beginning at that point was the need to develop a classroom observation template. What would we look for if we did not know what we valued? Teaching and Learning Statement in hand, the process of designing the observation template began during the December Staff Conference in 2011, with a group of interested teachers working collaboratively to create a template to reflect the Teaching and Learning Statement. This template was mapped to the (then) NSW Professional Teaching Standards, tested, adjusted and then reassessed in December 2012; a second version organised around the Australian Professional Standards for Teachers was added.
The process for CPA was initially designed through the Professional Learning Team meetings at the College. Research, discussion, development and refinement of the proposed model took place across 2012. The aim was to create a professional learning model rather than an accountability model. It was felt that relationship building was the key to success, so this was placed centrally in the planning. Consultation occurred through the College Middle Leaders group, which was given time to draft templates for use in the Professional Learning Team’s planned pilot of CPA. An academic partner was employed to support the Middle Leaders.
It was also critical to embed the process into teachers’ work rather than add it on top. The notion of a line-managed evaluative process was therefore discarded early in the discussions, in favour of a more collaborative approach. The Professional Learning Team met once every fortnight to develop the process. A reference group was established to further interrogate the process during the pilot phase and a new academic partner was engaged to support the implementation phase of the project.
In December 2012, the Principal and Director of Professional Learning presented the draft CPA to the teaching staff, inviting participation in the pilot. The pilot group consisted of around 30 teachers of varying experience and teaching backgrounds.
The pilot was supported by allocated meeting time and also through resources, in the form of a booklet, a page on the school’s intranet and ongoing academic partner support. The templates were used and tested during the pilot. There were some changes made as a result, with significant discussions occurring around student and parent voice. New instruments were made available for teachers to gather student voice data, and discussions about the appropriate inclusion of parent voice continued.
During Term 2 2013, preparation of the teachers began more fully, with a presentation by an external consultant on classroom observation. In Term 3, our academic partner and the Director of Professional Learning facilitated a workshop where feedback from the pilot was provided. CPA Leader nomination and group formation processes were discussed. It was decided that, consistent with our view that teacher agency was central to the process, CPA Leaders would self-nominate. In fact 34 teachers (approximately one-third of the overall teaching staff) put themselves forward, and all were welcomed into the preparation sessions in Terms 3 and 4. Using a survey instrument, all teachers then provided information to allow for the 2014 CPA collaborative groups to be formed. This task was undertaken by our academic partner to ensure anonymity and transparency. With only 26 CPA Leaders required, some of the teachers who were not allocated a group for 2014 expressed disappointment.
At the time of writing, the whole staff was involved in CPA. Groups had met, goals were set, and mapped to the Australian Professional Standards for Teachers. Our evaluation process had begun, in readiness for 2015.


The case study describes a process through which teachers had a voice in the design of their learning. The outcome was a collaborative, differentiated model where all teachers could identify their professional learning needs and work with colleagues to achieve identified goals. For teachers of students in the middle years, for whom advocacy for their students is a key attribute, the great challenge they face is meeting the changing social and professional requirements of teachers whilst keeping a focus on the needs of the children and protecting their best interests (Normore, 2004). Early career teachers will be participants in performance appraisal models when they enter the profession. Whether or not schools and their teachers embrace the professional learning possibilities of teacher appraisal, it is a part of those social and professional demands and we need to work to make it work for teachers and students across all contexts.

Reader reflection 16.4
What are the responsibilities of teachers working in collaborative professional learning teams? How can teachers give and get the most from classroom observations? To what extent does the teacher review process outlined above reflect the professional learning needs of teachers of students in the middle years?


The place of external professional learning
The focus of this chapter has been on school-based professional learning. The inherent risk in focusing professional learning inwards is the potential that new directions, new technologies, new research and new policy and curriculum directions are absent from the professional learning that colleagues share. Early career teachers may find themselves in schools with a very high or very low proportion of novice teachers. In either case, school-based professional learning may offer them limited support – novice teachers may lack peers with whom to share and/or mentors from whom to learn. Further, the offerings of external professional development providers do have merit. In particular, professional teaching associations that are run for and by teachers and teacher leaders are well tuned to the needs of the profession. Teacher networks can also provide valuable and effective forums for teachers to keep their learning fresh and current. They provide opportunities for teachers to contribute and share their school-based learning. They also make explicit provision for early career teachers and offer them opportunities to develop leadership skills early in their careers should they so choose. There is also a proliferation of virtual professional learning communities that teachers may join. Importantly, they allow teachers with similar interests, such as middle years teachers, to find like-minded educators and develop collaborative networks.
Commercial professional learning organisations also have the capacity to support teacher learning and collaborative practice. Teachers and schools need to be critical consumers of such offerings. According to the Innovation Unit (2014), marketisation is a broad global trend in professional learning and performance and development, so teachers should remember that they are consumers of what are essentially commercial services.
The other significant way to bring external expertise to teacher professional learning is to invite academic partners to participate in the development and implementation of school-based programs. As was the case in the College study, the support of an academic partner in the implementation and ongoing professional learning processes in a school can have significant value.

Reader reflection 16.5
How can teachers best select external professional learning opportunities? What types of external professional learning work best for teachers of students in the middle years? How might teachers use learning from outside of their school to enhance the learning of their colleagues and their students?
Write three questions that you might ask of the professional learning coordinator at your school during your professional experience.


Conclusion
Policy decisions external to schools, systems and sectors have pushed the responsibility for professional learning towards individual schools, and this has allowed both the schools and their teachers to take greater control of their professional learning. Whilst this can encourage schools to create challenging and inspired professional learning opportunities that reflect the pedagogical preferences of their communities and the voices of their teachers and students, it may also create constraints and challenges. Taking teachers of students in the middle years as an example, professional learning that immerses teachers in collaborative and inquiry-based modes of learning similar to those they design for their students provides significant value and potential for learning.
Each of the professional learning processes described in this chapter offers opportunities for novice and expert teachers to share and learn together. Collaborative practices such as lesson study, teacher accreditation and collaborative teacher professional review processes offer possibilities for teachers to develop their practice. In some instances, this learning is supported by the development of formalised teaching standards. Whilst the standards can represent limits to teacher professional learning, they can also be a trigger through which professional learning can be reimagined to best meet the needs of all teachers.
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Notes
1. The terms ‘teacher registration’, ‘teacher accreditation’ and ‘teacher certification’ are all used across Australia and New Zealand to refer to processes that are standards-based assessments of teachers’ work that may be linked to career stages. In many jurisdictions across Australia, registration is mandatory and certification is voluntary at higher career stages. In NSW, all such processes are referred to as accreditation, so this chapter uses these terms variously throughout.

2. ‘What?’ ‘So what?’ and ‘Now what?’ based on analysis by Barnett & O’Mahony (2006).



Part 5 Conclusion

All of the chapters of this book act as an important precursor to the final chapter, The middle years as a site for reform: From local to global. Nicole Mockler skilfully assembles elements of the global education reform movement that remind us that policy formation at the local, regional and national level with respect to the middle years of schooling is infused by wider discourses regarding pedagogy, curriculum and assessment. She draws together the ways in which ‘signature practices’ have evolved as innovative responses to the changing ways in which teaching and learning are viewed.



Chapter 17 The middle years as a site for reform: From local to global
Nicole  Mockler

An exploration of teaching and learning in the middle years would be incomplete without a discussion of the various policy contexts that educators work within in the contemporary age. As we noted in Chapter 1, increasingly, and in an unprecedented way, the global flows of education policy ‘out there’ can be seen to impact on teachers’ work within the classroom. While this is not particular only to educators working in the middle years of schooling, the middle years have traditionally been the phase of schooling before the ‘high stakes’ of formal assessment and certification that characterise the upper years; they are a phase where innovation and pedagogical risk-taking could be encouraged without the looming threat of external examinations, for example. The middle years were once regarded, in Australia and elsewhere, as a phase of schooling open to innovation and ‘thinking differently’ about education, but in recent years innovative practice in the middle years has become more contested. While a myriad of local school and system responses to student needs developed in the 1980s and 1990s and were implemented and sustained with great success, the politics of what has become known as the ‘Global Education Reform Movement’ (GERM) (Sahlberg, 2011) pull against and have in many cases unravelled these initiatives in favour of more ‘universally defensible’, standardised practices.
This concluding chapter will explore the concept of ‘reform’ in the context of the middle years of schooling. It will examine some of the local manifestations of the GERM in the light of practices, many of which have been discussed in the preceding chapters, that support teaching and learning in the middle years. It will also revisit some of the middle years reforms of the past two decades and ask how their underpinning philosophy might be preserved – and might evolve – in the 21st century, despite rapidly multiplying accountabilities and movements towards standardisation of both teaching and learning practices. It aims also to contribute some ideas that might help pre-service and in-service teachers ‘walk the line’ between local student and community needs and the pressures of global reform.
The chapter is presented in three parts. In the first, the middle years as a site for innovation is explored, through a focus on some of the curricular, pedagogical and assessment initiatives that have taken root in the middle years over the past decades. The second explores the various tenets of the GERM as well as some of the processes that work to support and sustain it. The final section explores the implications of these global policy flows for the middle years of schooling, suggesting some spaces and means for resistance on the part of teachers and schools in the interests of preserving the middle years as a site for innovation, creativity and learning.

Reader reflection 17.1
Brainstorm the tensions you can see between the opportunities for students to experiment and take risks in the middle years and the processes and practices of contemporary schooling that militate against these. Do you think it has always been the same? Why or why not?


The middle years as a site for innovation
The 1980s and early 1990s provided opportunities for a range of curricular, pedagogical and assessment reforms in the middle years of schooling, such as those documented in Apple and Beane’s classic work Democratic Schools (1995) and Beane’s Curriculum Integration: Designing the core of a democratic education (1997). These works drew on that of ‘reconceptualist’ curriculum theorists and practitioners such as Bill Pinar and Jerome Bruner, who were intent on understanding curriculum in new ways for new times, and whose work had focused on the links between the curriculum and the opening up of opportunities for young people’s agency in learning. Indeed, many of these ideas and approaches were about the realisation of some of the aims of the democratic education movement that had its roots in the early 20th century (Dewey, 1916).
In Australia, Garth Boomer’s work (see, for example, Boomer, 1992) emphasised the centrality of learning and the role of the teacher and student in the joint negotiation of learning in any move towards a more democratic vision of schooling and society. Boomer concluded one of his last essays, written in 1991, with the following words, written in respect of the (failed) attempt at developing a national curriculum in the early 1990s:
If … issues of control, regulation and safety push aside visions of the ideal society as the new national framing proceeds, we may see a curriculum retro-revolution which will have us fighting for our lives a few years into the twenty-first century.
(1999, p. 143)


While Boomer was not specifically speculating on middle years practices, the spirit of his work on negotiating and differentiating the curriculum is consistent with those practices most closely associated with middle schooling, and indeed, as has been noted elsewhere (Groundwater-Smith, Mitchell & Mockler, 2007), the middle years provide highly fertile ground for such work.
The Australian National Middle Schooling Project of 1996–97 established:
a common Australian view of the needs of young adolescents; the principles that should guide our work with them; and the practices that are regarded as most appropriate for their positive and successful development.
(Cumming, 1998, p. 14)


Chadbourne (2001, p. 3) summarised the key aspects of this common view as follows:
	Young Australian adolescents have a need for: identity, relationships, purpose, empowerment, success, rigour, and safety.
	Middle schooling practices should be: learner-centred, collaboratively organised, outcome-based, flexibly constructed, ethnically aware, community-oriented, adequately resourced, strategically linked.
	Three important goals of middle schooling are: engaged, focused and achieving adolescents; effective curriculum, teaching and organisational practices; genuine partnerships and long-term support.



Elsewhere in this book these have been seen as signature practices of middle schooling.
Furthermore, Williamson, as a result of a broad-ranging international literature review, nominated twelve recommended practices for students in the middle years, organised into three groups:
1. Small communities for learning• Organise instruction around interdisciplinary teams of teachers
• Assign an adult adviser for each student
• Provide teaching teams with common planning time
• Modify scheduling to include flexible blocks of time for teaching teams


2. A core of common knowledge• Integrate subject matter across content lines
• Design and offer a full exploratory program
• Offer a challenging curriculum for each student
• Equip students with skills for lifelong learning, including the ability to think critically
• Provide opportunities for students to be active citizens


3. Success for all students• Modify instructional practices to include mastery learning and the increased use of technology
• Utilise cooperative learning strategies
• Implement ability grouping only when it is temporary and flexible. (2001, p. 385)





These practices essentially coalesce with the Australian work discussed above, falling into one of three categories – pedagogical, curricular and assessment practices.
Examples of pedagogical innovation in the middle years include the close support of learning by a teacher who takes the role of learning adviser for a small group of students, building a learning relationship with each student and developing intimate knowledge of their learning profiles. Longer blocks of learning time, with flexible internal boundaries, are a common feature, as are a range of opportunities for students to learn independently and collaboratively, with appropriately scaffolded and explicitly taught skills for doing so. Pedagogical practices that build for high levels of intellectual quality, develop a supportive and effective learning environment, emphasise the relevance and significance of the learning taking place, and value difference, such as those encapsulated in Productive Pedagogies (Hayes, Lingard, & Mills, 2000) and the Quality Teaching Framework (NSW Department of Education and Training, 2003) are often employed in this context.
Curricular innovation in the middle years often takes the form of an interdisciplinary or integrated curriculum, where natural overlap between traditional disciplines is exploited and students respond to broad, driving questions and concepts often designed by themselves in concert with their teachers. Lifelong learning skills such as critical and creative thinking, information literacy and critical literacy are integrated into units of work, which are often tailored and differentiated to build on students’ background knowledge and interests. Learning is scaffolded so as to support students to operate within their ‘zone of proximal development’, and the curriculum is often structured to reflect Bruner’s notion of the ‘spiral curriculum’, where students visit and revisit key ideas and concepts over time, building their understanding and their capacity to engage at a higher level of complexity.
Finally, ‘rich’ (EducationQueensland, 2000) or ‘performance’ (Wiggins & McTighe, 1998) tasks often form the centrepiece of student assessment practices, with students demonstrating their learning through the completion of a task with a specific real-world context, defined purpose and specified audience that requires them to apply their newly developed knowledge and demonstrate deep and substantial understanding. Furthermore, the integration of assessment and learning in the spirit of ‘authentic assessment’ (Kriesman, Knoll & Melchior, 1995), often referred to as ‘assessment for learning’ in Australia, along with opportunities for students to engage in formative assessment as they build knowledge, skills and understanding, are often key features of assessment practice in the middle years. A balance of ‘divergent’ assessment, reflected in tasks such as those described above, with multiple differentiated pathways, and ‘convergent’ assessment, which seeks to gather evidence of and provide feedback on knowledge as it is built (Torrance & Pryor, 2001) might also be observed.
In short, pedagogical, curriculum and assessment practices typically implemented in the middle years are organised around the developmental needs of the student, rather than around ‘slotting’ the student in to common practice.

Reader reflection 17.2
Where have you, either as a student or in subsequent years, experienced any of these practices? What do you understand terms such as ‘critical literacy’ and ‘zone of proximal development’ to mean? How do these practices and terms resonate with you and with your knowledge of good pedagogy, curriculum and assessment practices in and beyond the middle years?


The Global Education Reform Movement (GERM)
Pasi Sahlberg, former Director-General of the Centre for International Mobility and Co-operation at the Finnish Ministry of Education and Culture, has coined the acronym GERM for the global educational reform movement, quipping that ‘the Finnish education system has remained quite uninfected to viruses of what is often called the global education reform movement or GERM’ (2014). Sahlberg argues that the GERM takes its inspiration from three sources (2011, pp. 99 ff.). The first of these is a recent backlash against the constructivist, learner-centred approaches to teaching and learning that have been dominant since the 1990s (many of which are reflected in the middle years innovations explored above). The second he refers to as ‘the public demand for guaranteed, effective learning for all’ (2011, p. 100), and the third is the competition and accountability movement in education. These, he posits, have given rise to five globally observable educational trends, employed in diverse international contexts in the name of improving the quality of education:
1. standardisation;
2. increased focus on core subjects;
3. prescribed curriculum;
4. transfer of models from the corporate world to education; and
5. high-stakes accountability.

Each of these trends takes hold in different ways and has different, albeit overlapping consequences for education, including teaching and learning in the middle years. Let’s look at each of them in some depth.
Standardisation
Moves toward standardising educational practice include the standardisation of pedagogy, curriculum and assessment, and processes by which teachers’ work becomes quantified and increasingly technicised. Standardisation is generally consistent with an argument that says that an identical educational experience is desirable and in fact should be ‘guaranteed’ for all students. The mandating of micro-dimensions of national and state-based curriculum, where teachers and students are left no room to exercise local decision-making, is one example of standardisation in action. Another is reflected in the current debates in the media around ‘Direct Instruction’, a pedagogical model in use in Cape York schools in Australia which essentially aims to script classroom interactions (teacher-proofing the classroom?) and for which the current Australian Minister for Education has a particular predilection (Pyne, 2014).
While a ‘standard’ school experience, in terms of pedagogy, curriculum and assessment might seem like a commonsense approach to schooling, the fact is that standardisation ignores the human element of education, promoting as a virtue the identical treatment of all students. Connell recently encapsulated the problems with standardisation in her observations around ‘nurture’ and relationships in learning:
To say that education involves nurture is important. Education involves encounter between persons, and that encounter involves care. Learning from a computer is not education; the machine does not care. Learning from a person behaving like a machine is not education; that person’s capacity for care is being suppressed. It is care that is the basis of the creativity in teaching, at all levels from Kindergarten to PhD supervision, as the teacher’s practice evolves in response to the learner’s development and needs.
(2013, p. 104)


Ideally, we need less, not more standardisation, in the form of teachers engaging with and supporting students on an individual level, gathering evidence of their students’ learning and using their professional judgment to make critical decisions about how to support and improve their students’ learning.

Reader reflection 17.3
In what ways do you see standardisation in action in your local, state or national context?


Increased focus on core subjects
Within the global education reform movement, literacy and numeracy are positioned as core ‘subjects’, with basic literacy and numeracy skills often regarded as primary educational goals. This increased focus on basic skills is linked both to national standardised testing and to international standardised assessments such as the OECD’s Programme for International Student Assessment (PISA) and the Trends in International Mathematics and Science Study (TIMSS) and Progress in International Reading Literacy Study (PIRLS) run by the International Association for the Evaluation of Educational Achievement. Typically, a sense of panic about falling standards, such as that which led the previous Australian government to legislate a goal to be back in the ‘Top 5 by 2025’ (Australian Education Act 2013 (Cth), 2013), accompanies this increased focus, with, over time, a ‘default curriculum’ emerging that privileges literacy and numeracy over other disciplines, effectively narrowing the curriculum.
The principal problem with this increased focus on basic skills is that basic literacy and numeracy should be the starting point, not the overarching aim, of education. Futurist Alvin Toffler predicted almost 45 years ago that ‘the illiterate of the 21st century will not be those who cannot read and write, but those who cannot learn, unlearn and relearn’ (1970, p. 414), and in this Toffler points to the inadequacy of basic skills for the purposes of navigating life in the 21st century. Information literacy, critical literacy, creative thinking, interpersonal skills and intercultural awareness are also essential, and a focus on basic literacy and numeracy sells our students, and ultimately, our community, very short.

Reader reflection 17.4
Do you believe a focus on core subjects narrows the curriculum? What do you see as the consequences of this?


Prescribed curriculum
Sahlberg describes teaching with the prescribed curriculum as ‘searching for safe and low-risk ways to reach pre-determined learning goals’ (2011, p. 101). A close relative to standardisation, discussed above, an embrace of low-risk pedagogical and curricular practice tends to advocate a return to ‘traditional instruction’, a strong winding back of efforts to differentiate the curriculum and student learning, and a positioning of students as passive receptacles of knowledge as opposed to active agents of their own learning. This narrowing of pedagogical practice sits comfortably with ‘direct’ and ‘explicit’ instruction, both of which have been championed by recent governments in Australia. The deskilling of teachers in the art of curriculum design, coupled with the emergence of textbooks as a ‘default curriculum’, is another hallmark of this aspect of the GERM. The Common Core curriculum in the United States, with textbooks, professional development and standardised tests all provided by multinational ‘edu-business’ Pearson (Hogan, 2013) provides a rich example of how such prescribed curriculum, with roots into the private sector, can easily become problematic (Ravitch, 2013).
The prescribed, low-risk curriculum, militates against much of what we know about how real learning occurs, including the dimensions already discussed in relation to the middle years. The prizing of ‘one size fits all’ over differentiated learning – learning designed to maximise students’ interests and strengths and build on their skills, knowledge and understanding – is one way in which this occurs. The failure to provide students with safe spaces to take risks in their learning, to explore new ways of doing things and new understandings despite possible failure, is another. Finally, and similar to strategies of standardisation and increased focus on basic skills discussed above, the prescribed curriculum often brings with it a focus on ‘essential content’ at the expense of other curricular areas also worth valuing.

Reader reflection 17.5
Who prescribes the curriculum in your context? How sensitive is the curriculum to local conditions? To what degree are ‘low risk’ pedagogies encouraged?


Corporate management models  in schools
Corporate management models have slowly made their way into education systems and schools since the early 1990s, positioning teachers increasingly as ‘service providers’ and students and parents as ‘edu-consumers’, entitled to value for money. This commodification of education has seen increased competition between schools and school systems, and the introduction of performance pay for teachers in some jurisdictions, laying the groundwork for increased competition between teachers too. While the creation of markets in education might be seen to be a phenomenon of some decades’ standing now (Marginson, 1997), the increased competition wrought by the comparison of schools’ test results in league tables (such as exist in New Zealand, the United Kingdom and parts of the United States) and publication of results in other ways (such as on the My School website in Australia) is relatively new.
Criticism of the increased marketisation of school education has come recently from a number of expected – and less expected – sources. Connell, for example, has argued that the market model is in and of itself antithetical to the idea of education:
The difficulty is that the creation of this elaborate system of sorting sheep from goats, winners from losers, top students from bottom students, is deeply corrosive of education. Social exclusion is antithetical to the inclusive character of educational relationships. Respect and trust are undermined by the jockeying for position in competitive markets. Educational institutions … become purveyors of spin, image-making, manipulative marketing, organized boasting and sometimes more toxic forms of deceit. The education system as a whole comes to stand, not for the common interest and self-knowledge of the society, but for ways to extract private advantage at the expense of others.
(2013, p. 106)


Recently also, more unlikely sources, such as the Organisation for Economic Co-operation and Development, which oversees the PISA program and has been responsible for encouraging widespread international and local competition amongst schools for many years, has claimed that competition and ‘choice’ do not necessarily lead to improved student learning after all (OECD, 2014). In a similar vein, the Grattan Institute, an influential Australian neoliberal thinktank produced a report in 2013 arguing for ‘the myth of markets in school education’ and claiming that the market experiment in education has failed (Jensen, 2013).

Reader reflection 17.6
How do schools differ from corporations? What is lost and what is gained in thinking about schools in this way?


High-stakes accountability
Within the global education reform movement, high-stakes accountability utilises scores from standardised testing as proxies for a range of things, including holistic student learning, teacher effectiveness and quality, and school and system performance. Ongoing ranking of schools via publicly available league tables and websites, and in some cases, such as that of the Los Angeles school district, the ranking of individual teachers according to their ‘value added’ students’ test scores (Los Angeles Times, 2010), feeds the discourses of marketisation and competition discussed above. Similarly, the closure of schools as a consequence of Ofsted (the Office for Standards in Education, Children's Services and Skills) inspections in the United Kingdom – and in some states in the United States – themselves a consequence of student test performance, has brought a ‘high stakes’ dimension to the regimes of testing and accountability.
The notion of accountability in education is not, in and of itself, problematic. The problem, rather, lies in the particular approach to accountability most readily and usually applied. In her BBC Reith Lectures, delivered over a decade ago now, Onora O’Neill pointed to the need for conceptualisations of accountability to be broadened to take in what she referred to as ‘intelligent accountability’, the kind of accountability that attends more to governance than control, and that builds rather than undermines trust in social institutions:
Perhaps the present revolution in accountability will make us all trustworthier. Perhaps we shall be trusted once again. But I think that this is a vain hope – not because accountability is undesirable or unnecessary, but because currently fashionable methods of accountability damage rather than repair trust. If we want greater accountability without damaging professional performance we need intelligent accountability … Intelligent accountability, I suspect, requires more attention to good governance and fewer fantasies about total control.
(2002, pp. 57–58)


Reinstating trust in our educational systems and institutions requires a rejection of the high-stakes accountability that has come to dominate and an embrace of intelligent accountability: accountability mechanisms that understand that teachers are and should be accountable for their practice, to their students, their students’ parents, their colleagues and their school communities.

Reader reflection 17.7
What are the costs and benefits associated with high-stakes accountabilities in education?


Sustaining the GERM
In order to understand the ways in which the GERM has come to be (almost) all-pervasive in the western world, it is important to understand the three key mechanisms that sustain it.
The first of these is what Steiner-Khamsi has termed ‘global policy borrowing and lending’ (2004). In the age of globalisation, educational policy ‘flows’ move from country to country, supported by international organisations such as the OECD and multinational corporations. Rizvi and Lingard (2010) have argued that rather than being implemented identically in different situations, these policy flows are ‘vernacularised’ (p. 17): adapted to local circumstances and settings as they are adopted in different national contexts. Globalisation has thus supported and encouraged the spread of the GERM. In the words of Rizvi and Lingard:
Traditionally, most policy problems and solutions were constructed within the nation-state. In recent decades, however, policy gestation, especially for national, state-centric, top-down policies can now increasingly be traced to international organisations and globalised policy discourses. While there has always been policy borrowing and policy lending across nations (Steiner-Khamsi, 2004), these processes today have been speeded up with the emergence of a global field of education policy production, even if local factors remain important for many nations. But even for these nations, measures of comparative educational performance on an international scale have become important.
(2010, p. 56)


The second mechanism sustaining the GERM is the growth of ‘audit culture’ (Power, 1999):
the emergence of systems of regulation in which questions of quality are subordinate to logics of management and in which audit serves as a form of meta-regulation whereby the focus is on control of control.
(Taubman, 2009, p. 108)


The rise of standardisation and ‘standards’ in education, along with other aspects of the GERM, has seamlessly integrated with the rise of audit cultures more broadly and the popularity of processes of audit. The primary danger with audit, of course, is that what we value most cannot be measured, and that over time we may come to value only that which can. Audit cultures also work to encourage people to engage in auditing of the self, ‘by standardising people and making them into self-monitoring, self-motivating persons who use audit to align themselves with … regulations’ (Dunn, 2005, p. 189).

Reader reflection 17.8
What manifestations of audit culture can you see in the schools you have experienced over the course of your studies?


The third and final mechanism supporting the growth and entrenchment of the GERM is the rise of what Ball has referred to as ‘social capitalism’ (2012, pp. 66 ff.) in education. This is a kind of philanthropy that has an emphasis on ‘return on investment’, and it further reinforces the commodification of education. Social capitalism supports the production of market ‘solutions’ to educational ‘problems’, and often takes the form of outsourcing educational funding or support to not-for-profit organisations such as the Bill and Melinda Gates Foundation, or the philanthropic wing of companies such as Pearson.
Together, these three mechanisms work to support and normalise the various tenets of the GERM, providing both a ‘home’ and a rationale for their implementation and spread, and in many ways making the various elements of the GERM look like good educational sense.
‘Innovation’ and ‘reform’: Walking the line
So what, exactly, are the implications of these for the middle years of schooling and what might be done about it? Bahr and Crosswell (2011) have argued that in Queensland in particular, the middle years focus that emerged from the Queensland School Reform Longitudinal Study (Lingard et al., 2001) in the early 2000s has lost ground more recently to concerns around underperformance (linked to NAPLAN scores), teacher quality and discipline-based rather than interdisciplinary curriculum.
Indeed, when we look at middle years education in Australia, it is quite easy to see the influence of the GERM. Previously, there was space for greater creativity and less high-stakes accountability. NAPLAN and My School, for example, have brought external testing and public comparison of results, previously occurring only at Year 12 level, into the middle and primary years. In the development of the Australian Curriculum and the implementation of Professional Teaching Standards, we have seen the beginnings of greater standardisation of curriculum and professional practice, and while it is not a foregone conclusion that these will lead to wholesale standardisation, with the dire consequences highlighted above, the potential for these remains.
So where does this leave us? Certainly while NAPLAN and My School are perceived to have both educational and entertainment value (Mockler, 2015, forthcoming), it is unlikely that they will become less prominent, so changing that is probably not a fruitful mission for educators to put their energy into. There are, however, some means by which teachers, at all stages of their careers, might ‘walk the tension’ between the innovative possibilities of the middle years and the pressures brought by the GERM.
The first is to maintain an understanding of where the ‘reform’ comes from. Teachers armed with some recent historical knowledge and a sense of themselves as part of a global network of educators are more likely to recognise the GERM in action and to be in a position to thoughtfully engage or disengage (where possible). Part of this is about a broader social and political awareness that helps teachers understand the political and policy contexts within which they work; another part is about creating strong professional networks.
The second is around knowing the difference between responsibility and accountability and striving to develop a vision of education, starting at the school level, that engages with ‘intelligent accountability’. This means pushing beyond the box-ticking accountability mechanisms that audit involves to critically frame questions such as ‘To whom are we truly responsible, and for what?’ and ‘How should we demonstrate our responsibility and hold ourselves and each other accountable within this community?’, and to develop local answers to these questions.
Third, a philosophy of education and learning is more than a statement to be developed for a university assignment or for accreditation. A robust, constantly evolving philosophy of education, solidly grounded in evidence generated by others and in your own classroom, is a highly practical tool. Establishing priorities and formulating what is and is not negotiable can all be done most effectively by reference to a strong, well-articulated philosophical statement that can bring you back to what’s important.

Reader reflection 17.9
Where would you start in constructing such a statement that has meaning for you? What would it include?


The fourth lies in remembering that parents’ motivations to buy into the various articulations of the GERM generally come from some combination of a concern for their children’s progress, a lack of understanding of contemporary schooling, and anxieties around how to be meaningfully involved in their children’s education. Bringing parents into conversations about their children’s learning, including the rationales for teacher decisions, can be a good way of putting NAPLAN results and the like in their rightful place, and instead fostering real knowledge in parents about their children’s progress.
Fifth, forming professional alliances and collaborations both within and beyond the school, on a local, national and global scale, can provide like-minded educators with much-needed support in the face of the GERM. Sharing and developing professional knowledge in relationship with educators working in different contexts can help build both a broader appreciation of education on a world scale and an understanding of how different education reforms are shaped and resisted in different contexts. Social media provides a range of new opportunities for teachers to develop virtual and face-to-face networks, from professional learning networks on Twitter to teacher-designed and run professional learning events such as Teach Meets that aim to value and foster professional knowledge and networks.
Finally, becoming, and remaining, critical is an essential skill, perhaps more now than ever. Adopting ‘inquiry as stance’ (Cochran-Smith & Lytle, 2009), both within and beyond the classroom, can go a long way towards providing teachers with the skills and resources needed to build a finely tuned ‘GERM detector’. This means developing the capacity to read, use and engage in educational research as a practitioner and practitioner-researcher, and doing so in generative, collegial and critical ways.
The pressures brought to bear on the middle years by various globalised education policy directions over the past two decades have in some ways worked to reduce the capacity for innovation and creativity in this most important phase of schooling. All is not lost, however, and while we must be aware of and knowledgeable about the policy context we work in and its implications for classroom practice, there are spaces and strategies for teachers and students to ‘push back’ on educational ‘reform’ in order to preserve and regenerate the myriad educational possibilities offered by the middle years.
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