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Let me begin by acknowledging my political bias towards the government. I have been a Labour Party member for over 30 years and actively campaigned for the election of a Labour Government in 1997.  So, when I write about the influences of their policies on educational standards in terms of ‘terrorism’ I want you to understand that my criticisms are coming from the research base of a supportive voter and living contradiction!  My educational research is concerned with the creation and testing of the living educational theories of the educational influences of professional educators. The influence of government policy is included in my educational theorising. What I want to focus on in this paper is the approach to educational standards being imposed by the Government and the Academy on teachers’ professional learning. 

As I write I am in the middle of being inspected by OFSTED on a portfolio assessment programme funded by the TTA and accredited by the University of Bath. Last year, teaching on the postgraduate education course at the University I was faced with 63 standards imposed by the Teacher Training Agency on our novice teachers. At the time this seemed to me to be an excessive number of educational standards. It is however nothing in comparison to the standards which novice primary teachers now have to reach. 

“The standards-related requirements which need to be achieved by would-be primary teachers come to a staggering 768 for most trainees and an unbelievable 851 for those on 3-11 courses (Since I haven’t passed the proposed TTA national numeracy test my figures may not be absolutely accurate!)” Richards, C. 1999.

In the self-study research which follows I examine my experience of the imposition of such standards by myself on my students and by the Government and the Academy as a form of intellectual terrorism. I am using terrorism in Lyotard’s sense in his analysis of the postmodern condition.  Lyotard writes:

Countless scientists have seen their “move” ignored or repressed, sometimes for decades, because it too abruptly destabilized the accepted positions, not only in the university and scientific hierarchy, but also in the problematic. The stronger the “move”, the more likely it is to be denied the minimun consensus, percisely because it changes the rules of the game upon which consensus had been based. But when the institution of knowledge functions in this manner, it is acting like an ordinary power center whose behaviour is governed by a principle of homeostasis.

Such behaviour is terrorist…..  By terror I mean the efficiency gained by eliminating, or threatening to eliminate a player from the language game one shares with him. He is silenced or consents, not because he has been refuted, but because his ability to participate has been threatened (there are many ways to prevent someone from playing). The decision makers’ arrogance, which in principle has no equivalent in the sciences, consists in the exercise of terror. It says “Adapt your aspirations to our ends – or else. Lyotard, 1984 pp. 63-64.  

The ‘or else’ I have in mind is the threat to jobs posed by the loss of student numbers imposed by the TTA on programmes the OFSTED inspectors judge to be ‘non-compliant’. It is the ‘or else’ imposed by research committees in the Academy who require action researchers to conform to inappropriate standards in order to progress their research.

I am also writing from the perspective of someone who views himself as a professional educator in the context of supervising and tutoring teacher action-researchers. Since 1996 I have been the most successful supervisor of part-time Ph.D. teacher-researchers in our Department of Education, when judged by the number of successful completions. These living theory Ph.D. thesis can be viewed on the Web at http://actionresearch.net  . When Ph.D. Theses are examined at Bath, the university insists that the examiners judge the work in terms of the two standards of originality of mind and critical judgement. In the paper below I want to focus on how these two standards have been used by practitioner researchers to overcome my own inappropriate impositions of educational standards as they creatively and critically take control of their own professional learning. I am thinking of  educational standards in terms of the values used by professional educators to give meaning and purpose to their educative relationships with their students. I want to focus particularly on the importance of the use of spiritual, aesthetic and ethical values as educational standards in the construction of an appropriate framework for enhancing professionalism in education.

I am offering this approach as an alternative to the framework of professional development being imposed by the Teacher Training Agency. In offering this as an alternative I do not want to be misunderstood. I think some of the work of the TTA is to be commended. I commend the TTA emphases on the importance of educational standards and on improving the quality of pupils’ learning. It is the nature of the framework itself which I think is fundamentally flawed for the reasons given below.

My reason for putting so much effort into enabling educators to research their own practices in ways which can gain Ph.D. accreditation for their professional knowledge is that I believe that this will be one way of enhancing teacher professionalism. It will, I believe, help to do this by developing a high-status knowledge base for education. In the course of my supervision of the research programmes of practitioner researchers which can last between 4-7 years I have made errors in my supervision in the sense that I have exhibited ‘terrorist’ behaviour. I want to analyse a number of these errors as a way of showing the meanings of the educational standards which have helped to transcend this behaviour. I then want to examine the terrorist behaviour of the TTA and the Academy before suggesting a way forward through the living of educational standards which can transcend such behaviour.
Here is the list of list of  Living Educational Theory Theses and Dissertations on the Internet at http://www.actionresearch.net

D’Arcy, P. (1998) The Whole Story…..  Ph.D. Thesis. University of Bath.

Cunningham, B. (1999) How do I come to know my spirituality as I create my own living educational theory? Ph.D. Thesis, University of Bath.

Eames, K. (1995) How do I, as a teacher and an educational action-researcher, describe and explain the nature of my professional knowledge?   Ph.D. Thesis, University of Bath.

Evans, M. (1996)  An action research inquiry into reflection in action as part of my role as a deputy headteacher.   (See Chapter 8 - Creating my own living educational theory)  Ph.D. Thesis, University of Kingston.  

Holley, E.  (1997) How do I, as a teacher researcher,  contribute to the development of living educational theory through an exploration of my values in my professional practice?  M.Phil. Thesis, University of Bath.

Laidlaw, M.  (1996) How can I create my own living educational theory through accounting to you for my own educational development?  Ph.D. Thesis, University of Bath. 

Loftus, J. (1999) An action research enquiry into the marketing of an established first school in its transition to full primary status. Ph.D. submission. Oct. 1999, Kingston University. 

Shobbrook, H.  (1997)  My Living Educational Theory Grounded In My Life: How can I enable my communication through correspondence to be seen as educational and worthy of presentation in its original form.? M.A. Dissertation, University of Bath.

I do not intend to imply that the above Theses and Dissertations show that ‘I have educated these individuals’.  In my view they have educated themselves. However, I do want to claim that  I have had acknowledged, educative influences on the learning of particular practitioner-researchers. I want to examine the nature of my claims to know such influences on their learning. I am thinking of claims which will reveal the meanings of my standards of originality and critical judgement as I seek to represent the meanings of the spiritual, aesthetic and ethical influences in my educative relations. The issue of representation is linked to my desire for the recognition of such values in the national framework for enhancing professionalism in education.

Human beings seek recognition of their own worth, or of the people, things, or principles that they invest with worth. The desire for recognition, and the accompanying emotions of anger, shame and pride, are parts of the human personality critical to political life. According to Hegel, they are what drives the whole historical process. (Fukuyama, 1992, p. xvii)

Let me see if I can communicate more clearly the nature of the spiritual quality of recognition I am seeking to represent in my research as I make my first return in thirty years to the words of Martin Buber:

The teacher who wants to help the pupil to realize his best potentialities must intend him as this particular person, both in his potentiality and in his actuality. More precisely, he must know him not as a mere sum of qualities, aspirations, and inhibitions; he must apprehend him, and affirm him as a whole. But this he can only do if he encounters him as a partner in a bipolar situation. And to give his influence unity and meaning, he must live through this situation in all its aspects not only from his own point of view but also from that of his partner. He must practice the kind of realization that I call embracing. It is essential that he should awaken the I-You relationship in the pupil, too, who should intend and affirm his educator as this particular person; and yet the educational relationship could not endure if the pupil also practiced the art of embracing by living through the shared situation from the educator’s point of view. Whether the I-You relationship comes to an end or assumes the altogether different character of a friendship, it becomes clear that the specifically educational relationship is incompatible with complete mutuality. (Buber, p. 178, 1947)

In seeking recognition in educational standards of  ‘I-You’ relationships and in the thymotic sense of ‘spiritness’ (Fukuyama, 1992, p. xvi) I want to overcome a tendency to megalothymia in the sense of a search to be recognised as superior to others. I see that this desire to bring spiritual values more fully into educational standards and practices has implications for epistemology. In Schön’s (1995) terms I see that:

“The problem of introducing and legitimizing in the university the kinds of action research associated with the new scholarship is one not only of the institution but of the scholars themselves”.  (p.34)

What he means by this is that the new scholarship requires an epistemology of practice. 

“ I have tried to show how the introduction of the kinds of inquiry inherent in the new scholarship are likely to encounter a double impediment: on the one hand, the power of disciplinary in-groups that have grown up around the dominant epistemology of the research universities; and on the other, the inability of those who might become new scholars to make their practice into appropriately rigorous research.” (p.34)

What makes a ‘living’ approach to educational standards differ from  traditional, ‘linguistic’ standards, where meanings are defined through lexical definitions, is that the living standards are embodied in the lives of practitioners and require ostensive definition to communicate their meanings.  In using ostensive definitions I am attempting to share my meanings by pointing out, in the living relationships, where the embodied meanings of my standards of originality of mind and critical judgement are emerging through time, reflection and action.  I am indebted to Moira Laidlaw for the insight that the meanings of the values I use as my educational standards are themselves living and changing in the course of their emergence in practice (Laidlaw, 1996). I am thinking in particular of the values I highlight in my paper on, ‘How do I know that I have influenced your learning for good? A question of representing my educative relationships with research students’ (Whitehead 1998b). This paper serves to focus attention on the meanings of the spiritual, aesthetic and ethical values which form the contradictions I experience in my educative relations.

“The final part of my claim to know that I have influenced your learning for good is in relation to what I will call my ontological authenticity. At sometime in the course of your enquiries, you have explained your learning in terms of your values, actions and understandings. You have expressed your values in relation to the meanings of your 

existence. We have talked about the importance of our different spiritual, aesthetic and ethical values, as well as our political economic, emotional and cognitive values. I associate our educative relationships with the processes of learning to live our values more fully, with developing our understandings and with creating our own living educational theories. In working to influence your learning for good, I am thinking of our learning, individually and together as ‘we’ express more fully the values of compassionate understanding, loving affirmation, freedom, justice and democracy in our lives and workplaces.” ( Whitehead, 1998b, p.3)  

In developing dialogical forms of representation for my claims to know my educative influence I focus on my  existence as a living contradiction as I violate, through my ‘terrorist practice’ both my students and my own spiritual, aesthetic and ethical  values in my educative relations and educational standards. 

I am thinking of practice in Ilyenkov’s terms:

Since thought outwardly expressed itself, not only in the form of speech but also in real actions and in people’s deeds, it could be judged much better ‘by its fruits’ than by the notions that it created about itself. Thought therefore, that was realised in men’s actual actions also proved to be the true criterion of the correctness of those subjective-mental acts that were outwardly expressed only in words, in speeches, and in books.” (Ilyenkov, 1977, p. 209-210)

I now want to focus on the specific practices in which the experiences of  contradictions are moving my educational enquiries forward. I am  thinking of the experiences in which I contradicted my spiritual, aesthetic and ethical values in my educative relations. 

In a paper showing my collaboration with a Ph. D. researcher, Jackie Delong (Delong & Whitehead, 1997) we analyse how I  violated my spiritual values in my educational standard of commitment to the I-You relationship we both value. I did this as I insisted, in a validation exercise on her research, that the validation group focused solely on her ‘text’.  In the section of this paper on retaining integrity in I-You relations and in the paper which follows on ‘How do I know that I have influenced you for good?’, I affirm my commitment to I-You relations. Yet:

“.. in the validation meeting of the 27 Feb, 1997, I can be seen on a video-tape of the session, explaining to the group that we would focus on the text and that the aim was not to focus on the writer of the report but on what was actually written.

 However, in the introduction to the report Jackie Delong had explained the importance of relationships in her enquiry. In establishing the ‘ground rules’ for the validation exercise as focusing on the narrative of her educational development as ‘text’, I totally denied the implications of her own insistence on the importance of relationships. Another example in which I experience myself as a living contradiction!”. (Delong & Whitehead, 1997, p.4)

As Jackie says:

“While feeling unprepared for the process of the validation group meeting, except for the fact that I had heard Jack make a passing comment some months earlier that this was not to be some bloody love-in, I was surprised by my reaction to it. I was frustrated by being unable to engage in the dialogue of asking questions for clarification and felt totally divorced from the proceedings which were attending to my thoughts and learnings. Let me get this straight: MY thoughts, MY learnings, MY words but I’m not there! Only the text exists.

I felt “beat up and confused”. Here am I – Miss calm, cool, collected, always in control – watching myself from the outside and feeling totally helpless and disempowered. Excuse me, but didn’t I say right at the beginning of the paper that the relationships were of paramount importance in my practice and in the process of reporting? I guess I wasn’t clear enough!” ( Delong & Whitehead, 1997, p.5)

Another illustration of my ‘terrorist’ practice in denying the spiritual qualities of I-You relationships and the creativity of the researchers has been provided by Hilary Shobbrook in her Dissertation in the Living Theory section of the action research homepage above. Here is how she writes to me in a way which shows her expressing her creativity in her enquiry. She does this as I impose, in an appropriate way, the university criteria concerning validity and the analysis of data:

I cannot claim that what I say is universally true, all I can claim is that through our dialogue, I have tried to come to a better understanding and to improve my ability to explain my own educational development.  The words I wrote some months ago were perhaps only true at that point in time.  Since then, I've moved on and now I have a new discussion to progress with you.

That brings me back to my reluctance to insert the discussion on validity into the main body of the text.  I believe that my text has validity because it's presented in the way that I originally wrote it.  (Look at the title of the dissertation)  To insert something now would falsify my original letter to you and would remove its value as genuine communication between you and I…..  

Now I'd like to move on to the documents that you sent me this week relating to your presentation at the BERA symposium but particularly the pages that referred to me (Whitehead, 1997 pp. 38-40)… You'd accurately reproduced my title and abstract before drawing attention to the importance of criteria in legitimating claims to knowledge.  You then wrote:

"In my judgement the draft thesis is of the appropriate level for the MA award.  However, I want to help Hilary to strengthen the way she has responded to two of the criteria, related to validity and the ability to interpret, analyse and evaluate the data.

I want to do this by seeing if I can convince her, of the value of Patti Lather's (1994, p 40-41) view of ironic validity in understanding the dissertations contribution to educational knowledge, through the following response:"
You then wrote your response which was personally addressed to me - Hilary.  However, by then I was already feeling as if I was being written about.  It was as if "I" was lost... What was presented was an indication of a dissertation that could be "strengthened".  It was no longer a communication between you and I in which we search for knowledge and understanding, but instead it had become a piece of writing to be improved and judged.  It suddenly seemed as if you were writing for a different audience.  You see I would rather not view my dissertation in terms of some thing to be strengthened, but instead I prefer to continue my search through the dialogue I have enjoyed.   

…..Whilst I value your genuine intent to help me, can you appreciate that subtle differences such as this have constantly given us new issues to discuss and thus the dialogue continues.  (Shobbrook, 1997)
My understandings of my aesthetic values in my educational standards are developing from my experience of their denial with Pat D’Arcy, another Ph.D. researcher (D’Arcy, 1998).  D’Arcy would bring me her research reports and I would give what she termed my ‘Yes-But’ response. My intention was to help to move her enquiry on. Yet, in my  terrorist ‘Yes-But’ responses to her work I violated her need for aesthetically appreciative and engaged responses to her writings.

Drawing on the work of Rosenblatt (1985, p. 297), D’Arcy describes the ways in which the term aesthetic can apply to different stages in the reading process. She makes the following points about these stages in terms of stance, transaction, evocation and response. She says that the stance which the reader chooses to adopt from the moment she starts to read the story, can be aesthetic, in the sense that the reader is prepared to be responsive to: ‘the qualitative overtones of the ideas, images, situations and characters’. The transaction which the reader makes with the text becomes aesthetic, in the sense that it is ‘what the reader is living through during the reading event’. In D’Arcy’s view the evocation  - what the reader ‘makes’ of the story inside her head, during the act of reading, is also aesthetic in the sense that it becomes another story rising out of the transaction that is taking place. 

D’Arcy believes that the response which the reader can then choose to make, with reference to the virtual text that he or she has created during the act of reading, will also be aesthetic in the sense that it recollects the thoughts, feelings and impressions that were activated in the reader’s mind as her eyes took in the words on the page. The important point about an appreciative response if it is to be aesthetic rather than merely analytic, is that the responder can now look carefully at the original text, bearing their own engaged virtual text in mind and RELATING it to what the writer has written.

D’Arcy really wanted me to pay careful attention to HER  text, in relation to how I had engaged with it. It was this engagement with and appreciation of HER version, that

she was missing.

In  a paper on "The importance of loving care and compassionate understanding in conversations which sometimes become infused with irritation, frustration and anger." (Whitehead, 1998b), I make the following points as I seek to understand how my ‘Yes-But’ response denied both of our aesthetic values in failing to evoke my virtual text from D’Arcy’s stories:
I think Pat is right at the end of her latest letter to me to say that she is still waiting to see if I have learnt anything from her. If she had seen me chairing two validation groups at Kingston University…. I think she would have seen a failure on my part to have learnt the lesson about the importance of engaged and appreciative responses. Yet, I did recognise this as a problem, a year earlier, in a joint presentation with Jackie Delong to AERA in 1997, (Delong & Whitehead 1997). I say this to emphasise that not all action research accounts are ‘victory narratives’. Some of my own involve some ‘painful’ learning, especially when they are grounded in the experience of having helped to create some pain and distress, not to mention despondency and rage in others. Feel Pat’s irritation in ALWAYS, ALWAYS ALWAYS from you!. (Whitehead, 1998b, p.2).

********

In the paper on Knowing Ourselves as Teacher-Educators (Lomax, Evans, Parker and Whitehead, 1999) I recognise, once again, my existence as a living contradiction as I fail to sustain my value of collaboration in my educative relationships with a former student (Moyra Evans) and professional colleagues (Pam Lomax and Zoe Parker):

In retrospect, it can be seen that Jack was not on the inside of the ‘connected’ form of relationship that had allowed the others to expose some of their vulnerabilities while respecting each other’s unspoken wish for silence in relation to others. (Lomax, Evans, Parker & Whitehead, 1999 pp.14/15) 

The vulnerabilities are focused on experiences of being bullied. My ethical contradictions are focused on my desire to publicly discuss the issues and the ethical commitment I gave that we would not publish anything from the conversations, on which there was not agreement that I could.

The desire for the recognition of ethical values in educational standards in our professional framework of teacher education, may  also be understood in the way Fukuyama (1992) uses the term ‘Thymos’:

“The existence of a moral dimension in the human personality that constantly evaluates both the self and others does not, however, mean that there will be any agreement on the substantive content of morality. In a world of thymotic moral selves, they will be constantly disagreeing and arguing and growing angry with one another over a host of questions, large and small. Hence thymos is, even in its most humble manifestations, the starting point for human conflict.” (pp. 181-182).

I have succeeded in sustaining a more ‘connected’ form of relationship in my analysis of my educative relationship with Kevin Eames. In the papers on creating a new discipline of educational enquiry (Whitehead, 1999 a & b) I represent my educative influence from within the writings and voice of the research student. In this paper I also show how I discipline my teaching, as educational enquiry, through valuing the expression of Eames’ (1995) originality of mind and critical judgement in the development of his understanding of the nature of dialectics. One of the points I have already made about Eames’ work, which bears repeating, is that as Schön (1995) was writing about creating a new epistemology for the new scholarship in teacher education, Eames (1987, 88, 90, 93a, 93b & 95) had already constructed such an epistemology of practice. 

What I think is shown in the above stories is that the individual learners use their own educational standards of originality of mind and critical judgement in taking their own enquiries forward. They transcended my inappropriate ‘terrorist’ behaviour as I, by mistake, imposed my educational standards on their enquiries in a way which contradicted the standards.

I think the TTA and the Academy may be guilty of similar errors to myself in manifesting such ‘terrorist’ behaviour. Perhaps they too should modify their behaviour. In my keynote to an Educational Studies Association of Ireland Conference (Whitehead 1998) I make the following points about the Teacher Training Agency in relation to initiatives in Ireland and Canada to enhance professionalism in teaching. I offer this evaluation as a critical and creative response to the UK Government’s influence on teacher professionalism in England and Wales.

“Learning from the Teacher Training Agency

In England and Wales the Teacher Training Agency has produced a framework for the professional development of teachers. At the present time it includes some 63  standards of practice which  novice teachers must meet for them to be awarded their credentials of Qualified Teacher Status. It also includes the National Standards for Subject Leaders, for Special Educational Needs Co-ordinators and for Headteachers. A General Teaching Council has been established. A College of Teachers has  also recently been created from the College of Preceptors and The Education Council. These developments give some indication of the importance being given to the professional development of teachers in England and Wales. This concern is accompanied by a major recruitment  crisis.  The professional status of teaching ( and I include pay within this) is not sufficiently high in England and Wales to attract  sufficient numbers of good quality entrants into the profession and to retain the numbers we need.  It will require a major cultural shift to change the public perception of teaching as a profession. Quotes from Ted Wragg (1998) highlight the problem when he talks of:

“... the zombie method of training heads or teachers, whereby complex human behaviour is atomised into discrete particulars, or  “competencies”. This mechanical approach, much favoured by the hapless Teacher Training Agency, is an unmitigated disaster....... The tyranny of brain-corroding bureaucracy must end.... Most important of all is to support creativity and imagination, collegiality and trust, not just foster the mechanical implementation of dreary, externally driven missives.”

I hope that, in Ireland (DOE, 1995; DES, 1998) you will avoid some of the problems associated with the way the TTA has set out its standards in its professional framework. Jim Graham (1998) in an excellent article on teacher professionalism has added his voice to the growing criticism of the negative influences of the TTA when he says:

For teacher professionalism, the over-prescribed, centralist regulation by the TTA established a technicist model of teaching at variance with the autonomy, flexibility, collegiality necessary to create the learning organisations required to socialise the new generation of knowledge workers.  (Graham, p. 17, 1998).

In contrast to the errors of the TTA I want to recommend the work of  the Ontario College of Teachers (OCT)  as it develops its standards of practice. Explicitly influenced by action research approaches  (Squire 1998), OCT appears much more aware of the need to view standards of professional practice in terms of the living values which teachers use to give meaning and purpose to their productive lives in education. 

Fran Squire  works with Linda Grant of the Ontario College of Teachers on the development of standards of practice. Her enquiries, are focused on the questions, 

What implications arise when standards of practice are linked to action research endeavours?

How do we keep the spontaneity and individualism inherent in action research as we establish criteria for its recognition in the educational community?

The reason I think that  the work of Fran Squire, Linda Grant and the OCT is so important is that they are developing, to use Jean McNiff’s (1992, p. 34) phrase, a ‘generative’ form of action research. Unlike the Teacher Training Agency, they appear to understand that the standards of professional practice are the living values used by teachers in their educative relationships with their pupils. OCT is a learning organisation which is enquiring into the process of relating standards and professional learning. They are doing this in relation to the creation of a professional learning community which is concerned with the development of required professional knowledge. 

In her 1994 book, edited with Una Collins on ‘A New Approach to In-Career Development for Teachers in Ireland’, (McNiff & Collins, 1994) McNiff describes the initial phases of the work of teacher-researchers as their enquiries begin and are supported over time (McNiff, 1989, 1992, 1993).  In July 1998 I attended a celebration in Bristol, following the graduation ceremony of the University of the West of England. Some 15 Irish teachers were awarded their Masters Degrees for their action research programmes in which many had embraced a living theory approach to their professional development. The Irish teachers, with  Jean as their main tutor,  found it necessary to move outside Ireland for the accreditation of their academic self-studies of their professional learning. In gaining this accreditation I believe these Irish teachers are contributing to the construction of  a knowledge-base for professional educators. Gaining this recognition through an English university highlights a difficulty in the Irish context of a lack of support for legitimating action research studies in some Irish Universities and I now what to focus on the issue of legitimating teachers’ professional knowledge.

Legitimating teachers’ professional knowledge in a partnership between Universities, Professional Development Centres and a Teacher’s Council.

At the same time the degrees were being conferred on Irish practitioners at the University of the West of England,  a colleague in another university had sent me an action research dissertation which had been given a very low mark by an internal examiner. He asked for my advice because his own judgement on the dissertation was much more favourable. The internal examiner’s judgements were to me, clearly being made from within a different paradigm (Hughes, Denley & Whitehead 1998), and I advised my colleague to seek the judgements of other experts in the field of action research to see if it might be in the students’ interest  to question his colleague’s judgement.  Before he did this the external examiner’s report had arrived, full of praise for the action research study and the dissertation received the high mark it deserved.  For those interested in the way a view of  ‘education as text’ and a ‘cleverness’  in manipulating linguistic concepts can blind examiners to the educational knowledge of professional educators in action research accounts, I recommend the afterword to Kevin Eames’ (1995) Ph.D. This is on the Action Research Homepage at the above address.”

                                                               **********

To give some further indication of the problems which can surround action research enquiries I recall a letter received in 1996 by a student at a U.K. University, from its research committee. This University had  a good track record of successfully completed M.A. action research studies on their taught M.A. programme. However, the research committee had written to the research student, who had submitted a proposal for an MPhil./Ph.D. programme, to ask that the personal pronoun ‘I’ be removed from the title of the enquiry! For those who understand the importance of ‘I’ appearing in action research enquiries of the kind, ‘How do I improve my practice?’, the request revealed the bias, prejudice or inadequate assessment of members of this research committee.

In one Canadian University, during 1999, a research committee had enquired of a researcher who had submitted an action research proposal, ‘How can you guarantee that you will not influence the people involved in your research?’!  

Another response typical of those I have experienced in the Academy who judge action research accounts from an alien perspective requires the action researcher to conform to the inappropriate Aristotelean logic of ‘either-or’ responses in order for a recommendation to be made to Senate that the researcher can transfer from an M.Phil. to a Ph.D. programme. An example of such inappropriate ‘either-or’ responses to an action research programme designed to integrate action research, school improvement and school effectiveness research would be:

-either the school improvement/school effectiveness strand will be developed with a more detailed analysis of indicators, demonstrating the breadth of indicators possible and their limitations and a more in depth investigation of the literature on teachers’ reflections on their own practice. The role of the “I” would be seen here as framing perceptions, and part of the contribution to the general improvement process.

-or the question of the self in the research process would be investigated in greater depth with a wider investigation of the literature on the self. In this case the question of school improvement/school effectiveness would act as a context for this investigation of the self….

Given that the thesis is appropriately refocussed as indicated above we are prepared to transfer this candidate ……

It is important to recognise that these judgements are not only being made from within an inappropriate logic, they also carry the legitimacy provided by those institutional relations which support the truth of power. The terrorist behaviour can be seen in the power/knowledge carried by the implied threat ‘if you do not make the choices we have indicated we are not prepared to transfer you’. 

Moving on with living educational standards

As I have said my educational research is focused on the creation and testing of educational theories which can be related directly to the processes of improving the standards of students’ learning. The educational theories I have in mind are those created and used by professional educators as they seek to improve the quality of their students’ learning.  I have directed your attention to the detailed evidence on the Internet which shows how such educational theories and their associated living educational standards can be related directly to teachers’ practices of improving the quality of pupils’ learning.  

Three of the teacher researcher accounts by Evans (1995), Eames (1995) and Holley (1997) explicitly address the issues of the organisational learning which will be needed by Schools, School-University Partnerships and the Academy for the development of an educational system which holds these living educational standards at its core. Evans (1997a & b) considers the school-university partnership which enabled a school-based teacher-researcher group to focus on improving the quality of pupils’ learning. She also shows how the school-based programmes were organised to gain academic accreditation for the professional learning of the teachers. Holley, as Head of an Upper School, considers her organisational learning as she moved her focus from her educative influence on one student, to a whole class and then to the development of a peer appraisal system. Eames considers the epistemology change which will be needed in the Academy to legitimate the dialogical and dialectical forms of teachers’ professional knowledge.

Laidlaw’s (1996) Thesis shows the nature of educational standards as living and developing educational values, from the ground of her educative relationships with her students. Cunningham’s (1999) Thesis addresses one of the most difficult of educational enquiries concerned with representing spiritual standards in educative relations. As a former secondary school headteacher his reflections on his learning are particularly pertinent to the TTA standards for the professional development of Headteachers. He analyses the nature of the educational leadership required to support living educational theories and standards. 

D’Arcy (1998) shows how to sustain a commitment to a form of connected knowing in relation to the making of aesthetically engaged and appreciative responses to educational stories. Her work supports that of Michael Connelly and Jean Clandinin (1999) as they show how stories of educational practice can help to shape professional identities in education. Loftus (1999) is a primary school headteacher who began his research with a marked scepticism towards the application of market values to his school. In the process of his action research he came to appreciate how he could integrate market values within his professional learning in a way which enabled him to retain his integrity and sense of identity as a professional educator.

So, the conclusions I draw from my self-study research into my educative influences and from the research of the above teacher-researchers, is that radical changes are needed in the current Government’s framework for the professional development of teachers. I am thinking of changes that will acknowledge the central importance of teachers’ originality of mind and critical judgement. I am thinking of a framework which will support teachers as they enquire into ways of improving learning through living their spiritual, aesthetic and ethical values more fully in their educative relationships with their pupils.

Changes are also needed in the logic of education which structures academic discourse and judgements on education in the majority of English Universities.  My own feeling is that the TTA may be beyond reconstruction. My preferred option is for the responsibility for enhancing teacher professionalism in England and Wales to pass to the General Teaching Council. At least within this body there may be the possibility that educational standards, for enhancing teacher professionalism and the quality of pupils’ learning, will be understood and supported in ways which do not contradict the educational values themselves. As for the possibility of reconstructing what counts as educational knowledge in the Academy, I think Donald Schön (1995) was right when he focused on deficiencies in our scholarly capacities to rigorously research our own practices as university teachers and educators. 

In his BERA Review on Research-Based Professionalism and Educational Action Research, Mellett (2000) draws attention to the educational qualities which may need to be highlighted in action research studies of our own learning as educational researchers and professional educators. He stresses the importance of learning how to ask good quality educational questions which are grounded in educational values. He stresses the need for sustained connection with others. He shows the quality of commitment to dialogical and dialectical ways of knowing which can hold and advance our understandings of the spiritual, aesthetic and ethical values in our educative relations. He invites educational researchers to continue to take the review forward through correspondences on the internet in the Values section of http://www.actionresearch.net  

Perhaps the biggest lesson, which might help the Government to take its educational policies forward, concerns humility. It is a lesson which is focused on learning how to improve one’s own practice. It requires the special humility of the educator to acknowledge errors and to seek to transcend them. The government’s education advisers could do well to learn from the educational research of the above teacher-researchers. The Government could help to enhance teacher-professionalism by helping to create the conditions highlighted by Evans (1995), Holley (1997), Cunningham (1999), Laidlaw (1996), Eames (1996). D’Arcy (1998) and Loftus (1999) which celebrate and support the educational standards of professional educators. 

It may help a process of truth and reconciliation if the Government acknowledged some of the damage being done to the profession, by the imposition of the present set of standards. They would then be in the credible position of exercise their creativity from the base of criticisms of present practice. When I talk of the damage being done I am thinking of the ‘terrorist’ behaviour of the TTA. As Richards says the present approach adopted by the TTA is forcing teachers to collude in what they see as a professional falsehood:

“This situation (of the imposed standards) places those providing initial teacher education with a severe ethical dilemma. Because of the dangers of non-compliance and loss of accreditation consequent on admitting publicly the impossibility of meeting the standards as required by 4/98, providers are forced to be complicit in the unreasonable belief that all such requirements can be met, and are being met. This forces them to collude in what they see as a professional falsehood.”  (Richards, 1999)

Jack Whitehead, 8/12/99
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