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Summary





In the concluding thoughts of her Presidential Address to BERA, Anne Edwards (2002) said that:





"Our identities as researchers are created in our actions and in the meanings made of them. Meanings are constructed and given value in the communities to which we belong. BERA, as our learned society, is an important community. Together we must ensure that it provides a space for reflection, debate and learning and supports us as engaged researchers in working responsibly for educational opportunities."





This paper is focused on values, actions and the role of educational research in creating a new disciplines approach to educational theory. It also addresses the educational enquiries of an engaged researcher who is working responsibly for educational opportunities in enquiries of the kind, 'How do I improve what I am doing?'





�
Background.





I always find the work of John Elliott a heuristic stimulant to my own writing. He writes with such good sense I find myself agreeing and learning from what he says. His writings also move me, with some passion, to respond at points where I feel we disagree. His latest publication in BERJ on 'Making Evidence-based Practice Educational' (Elliott 2001), is no exception. His ideas highlight a number of my own concerns about educational research and educational theory and some tensions with what he says have moved me to clarify what I want to say about the creation of a new disciplines approach to educational theory. 





I feel the same about John Halliday's contribution to BERJ on 'Researching Values in Education' (Halliday, 2002). I feel the topic is fundamentally important, I am inspired and impressed with the clarity with which he engages with the ideas of others. I also feel a tension because we differ in our beliefs about what it can mean to research values in education. Exploring these differences from the ground of being in education, and from enquiring into learning to live values of humanity more fully in practice, is helping me to clarify the values-based standards I use in the creation and testing of a new disicplines approach to educational theory. In my enquiries I include Edward's idea of working responsibly for educational opportunities. I take this to be a value of humanity. I will clarify other values of humanity below. 





In 1988, in my Presidential Address to BERA (Whitehead, 1989) I drew attention to the research accounts of teacher-researchers who had described and explained their own learning in enquiries of the kind, 'How do I improve what I am doing?'. I linked these accounts to my call for the development of research-based professionalism in education and focused on the importance of generating and testing educational theory from educational research. At the time of speaking these accounts were almost all from taught masters degree programmes.





I now want to focus on my learning from accounts from doctoral and other research degree programmes since my last paper in BERJ. I am thinking of learning from research into the creation and testing a new disciplines approach to educational theory. 





A new disciplines approach to educational theory





When I began my educational research some thirty years ago the dominant view of educational theory was that it was constituted by the philosophy, psychology, sociology and history of education. This old disciplines approach had a fundamental flaw. It was believed, by its proponents, that the principles embodied in the practices of a professional educator were at best pragmatic maxims having a first crude and superficial justification in practice that in any rationally developed educational theory would be replaced by principles with more theoretical justification (Hirst, p. 20, 1983). 





I learnt a great deal of philosophy, psychology, sociology and history in my studies of the old disciplines approach to educational theory. I have not forgotten the pleasure and professional satisfaction of studying the philosophy of education with the team of philosophers at the Institute of Education of the University of London. Neither have I forgotten the seeming irrelevance of my educational enquiry, 'How do I improve what I am doing?' to the philosophers, as their teaching followed their belief that the practical principles embodied in my practice, needed replacing by principles with more theoretically justification in the creation and testing of a rationally developed educational theory!





In creating a new disciplines approach to educational theory I have focused on the explanations for learning, produced by individuals who have been enquiring into living values of humanity more fully in their practice. I am assuming that one of the tests of validity of educational theory is that it has the capacity to explain the educational practices of individuals in their learning. An educational theory of an educator's practices must also have the capacity to explain their educational influence in students' learning. In relation to my own educational theory I am also including a capacity to explain my influence in the education of social formations. 





It may help in clarifying my communication of the nature of a new disciplines approach if I connect with the ideas of John Elliott (2001) and Richard Pring (2000) on the nature of educational theory and with John Halliday's (2002) recommendations on researching values in education.





John Elliott is as clear as Richard Peters in his thinking. This is what makes it so easy to see what I perceive as a mistake (knowing I too may be mistaken) within an otherwise excellent analysis. Elliott says that what is lacking in the contemporary discourse about the future direction and practical utility of educational research is any consideration of the contribution of educational and curriculum theory to conceptualising its aims and processes. I do agree with Elliott that the current discourse is uninformed by any theory about the nature of educational practice, and therefore excludes any consideration of the implications of such a theory for educational research (Elliott, pp.572-3, 2001). Elliott's mistake is, I believe, in not acknowledging the fundamental error in the disciplines approach of Richard Peters. 





Elliott believes that the linkage between Peter's educational theory and Stenhouse's work, in placing the idea of 'research-based teaching' at the core of the curriculum development process in schools, as exemplified by his Humanities Project (1970b), is not sufficiently acknowledged by either philosophers of education or educational researchers (p.561). In his concluding remarks Elliott says that he has tried to show how Stenhouse drew on Peter's educational theory to construct a comprehensive view of educational research as 'research-based teaching' (p.572). His revisiting of a body of once influential thinking about the nature of education and educational research is, as he says, expository rather than critical. He justifies this in terms of the need to produce a largely description account of a neglected system of thought. As he says, it then becomes accessible to further critique and development. 'Educational Theory should be dynamic rather than static' (p.572).





As I have explained above, the problem with Peter's educational theory is that it was mistaken. It was mistaken in the belief that educational principles embodied in the practices of educators would be replaced in any rationally developed theory by principles with more theoretical justification. There are many valuable insights in Peter's philosophy of education, including his commitment to democracy as a procedural principle. However, in trying to show how Stenhouse drew on Peter's educational theory, without explaining the nature of the error at the heart of the theory, Elliott may be doing Stenhouse a disservice. 





In communicating the nature of a new disciplines approach to educational theory, from the educational research of practitioner-researchers, I think that I must focus on the meaning of theory in the old disciplines approach and its re-conceptualisation in the new disciplines approach. Richard Pring is helpful in clarifying the view of theory that I think must be re-conceptualised  when he says:





" 'Theory' would seem to have the following features. It refers to a set of propositions which are stated with sufficient generality yet precision that they explain the 'behaviour of a range of phenomena and predict which would happen in the future. An understanding of these propositions includes an understanding of what would refute them." (Pring, pp. 124-125).





The re-conceptualisation of educational theory I have in mind is related to the nature of explanations for the educational practices of individual learners. In these educational practices I am including the educational influence of an educator in the student's learning. I am thinking in particular of the explanations that individual educators and practitioner-researchers give for their own learning as they live their values of humanity in enquiries of the kind, 'How do I improve what I am doing?'. For professional educators such questions may take the form, 'How do I help you to improve your learning?' in the context of their educative relations with their students.  





Consider for example my doctoral thesis: How do I improve my practice? Creating a discipline of education through educational enquiry (Whitehead, 1999a). In this thesis I explain my learning, as a professional educator and educational action-researcher, over a period of some 26 years of engagement with the reconstruction of educational theory between 1973 to 1999. During that time and through my research I show how my embodied values of humanity have been clarified in the course of their emergence in practice and transformed into communicable explanatory principles for my learning. These principles can be used as standards of judgement for testing the validity of my explanations. When I use the words 'embodied values of humanity', 'explanatory principles' and  'standards of judgement' I do want to be clear that these words are intended to communicate the meanings of explanations of my learning to live values of humanity. I am not communicating these explanations in terms of interconnected sets of propositions. I am communicating the explanations in terms of the power of my values of humanity to move me to act in my educational enquiries, 'How do I improve what I am doing?'.  This is such an important point to understand if I am to communicate the nature of the explanations that form my educational theory. I am saying that the form of my explanation is disciplined through the process of learning to live values of humanity. These values are embodied in who I am and what I do. They are not static. They are living. I clarify their meanings in the course of their emergence in what I am doing as I research my own practice and learn to live these values. The meanings of my embodied values of humanity cannot be validity communicated through interconnected sets of propositions. I will explain below why this is so.  





Amongst my values of humanity are originality of mind, critical judgement, enquiry learning, freedom, loving relationships, educational influence in others' learning and in the education of social formations.  Consider my use of the value of academic freedom as an embodied value, an explanatory principle and an educational standard of judgement in my enquiry, 'How do I improve what I am doing?' in my life at the University of Bath. 





My life at the university has been influenced by my primary purpose in reconstructing educational theory. Explanations for my learning in my educational enquiry about improving my practice would be incomplete without an understanding of my learning in developing a new disciplines approach to educational theory. In the course of my enquiry I have learnt many things that have emerged as unintended consequences of my conduct of my enquiry. For instance, in 1991, a Senate Working Party,  established to investigate a claim from the Board of Studies for Education that there was prima facie evidence of a breach of my academic freedom, concluded that while my academic freedom had not been breached this was because of my persistence in the face of pressure and that a less determined individual might have been discouraged and therefore constrained. 





In a story of my learning (Whitehead, 1993) I have documented and attempted to understand some of these pressures. In this understanding I integrated insights from Foucault's (1977) and Habermas' (1976) analysis of the legitimation crisis, of the truth of power and the power of truth and of the role of the specific intellectual. I used my embodied value of academic freedom as an explanatory principle. What I mean by this is that my educational practice,  of integrating insights from Foucault's and Habermas' ideas along with those of Richard Bernstein (1991) and Alastair MacIntyre (1990), could be explained in terms of my persistence in the face of pressure to live my embodied value of academic freedom more fully in my practice. These ideas, in the form of interconnected propositions, were part of my education in that they extended my cognitive range and concerns in relation to my understanding of constraints and tension in my living value of academic freedom.  The meanings of my embodied value of academic freedom could be understood in the course of their emergence in my practice (my continued publication of my writings) as I continued/persisted with my enquiry, 'How do I improve my practice?'





In the course of the emergence of the meanings of academic freedom in my language, in relation to the academic freedom embodied in my practice, the embodied value is transformed into a communicable standard of judgement that can be used to test the validity of my explanation. By this I mean that when I offer an explanation for my educational practice in terms of academic freedom, you can test the validity of my claim to know my learning, by using academic freedom as a standard of judgement. Similarly with my other values of humanity, such as originality of mind and critical judgement.





One of the values of humanity you might like to use to test the validity of my accounts of my educational practice is one that I think I fail to meet. I am thinking of love as a value of humanity.  This embodied value provides a present focus for my experience of myself as a living contradiction in my enquiry. Let me see if I can communicate my meaning of love in relation to two images, one of Auschwitz, the other of a colleague, Martin Dobson, who died recently at the age of 53. I also want to use Paul Murray's insights into the Khoikhoi greeting 'Mutse Atsi' -'I see you' to communicate my meaning of love as a value of humanity. 








�








This image may be familiar to you. It carries for me one of the awesome certainties of my life that I felt at the age of 6 on being given a Victory in Europe book by my Father in 1950. In seeing the pictures of Auschwitz, with emaciated bodies piled high, I knew for certain that some human beings had done this to other human beings. In my awe I felt the meaning of evil. I understand a crime against humanity.








�


I doubt if you will have seen this picture of Martin Dobson. Martin died on the 12th May 2002 of cancer at the age of 53. We had spent 20 years working together in the Department of Education of the University of Bath.  





Derek Nethercote, Martin's friend and colleague wrote : "People and service came first to Martin and nothing would be too much trouble for him. I for one will miss his fun, laughter and humanity. There will not be another Martin Dobson …."





For me Martin embodied a loving warmth of humanity that echoed in people's experience of him that he was a lovely human being. I've screwed up the courage to sign my e-mails 'Love Jack' largely because Martin related to me in his loving humanity and I saw this in his relationships to others in a way that carried love. In knowing Martin, I know the value of love in humanity. I know this with the same certainty I know the evil of Auschwitz as a crime against humanity. 





Paul Murray, a doctoral researcher working with me at Bath, has described the meaning of his greeting Mutse Atsi in a way that is helping me to articulate the meaning of love as a value of humanity and as an educational standard of judgement.





"Isn't it often true that when we speak to a person, we see their self-hood. (In my doctoral thesis, I'm trying to work from a weave of my ancestors, the Khoikhoi of southern Africa. Their greeting is Mutse Atsi! [literally I See You]. In keeping with many African cultures, the notion of self and other is held in my acknowledgement of seeing you and being seen by you. For many cultures in southern Africa, the term 'Sawubona' is used to say 'hello'. It's etymology is more literal - I See You. In my thesis I'm exploring my spirituality as an educator predicated from a belief that the sacred preciousness of your humanity precedes and pre-exists my knowing you in any lexical sense [i.e through the medium of words/vocabulary] . So I believe I can love your sacred and precious humanity from my perspective of Mutse Atsi - I See You - rather from needing to 'speak' to you to know you or to value your self-hood. Thus I seem to carry a significant memory of Seeing You [i.e seeing any human being] and this inflects my understanding of all humanity, without a need for me to ground my valuing of your humanity/selfhood lexically. And this might link to silence on e-lists.





If I believe that I need to speak to you to know you then 'silence' is a kind of denial of selfhood from the grounds of my Mutse atsi ontology. But from within the grounds of my Mutse Atsi spirituality, my ontological assumption is that as soon as I See You I am obligated to preserving the sacredness of your precious humanity; and this is prior to any vocal, lexical knowing of you :-)  As I have experience and thus memory of seeing other in self, and self in other, I See You without literally 'having to set eyes upon you', or indeed needing to literally speak with you. This makes clear sense for me, but have I conveyed the fundamental importance of this meaning to you?"





In signing my e-mails Love Jack I intend this to carry the love for the sacred and precious humanity I experienced with Martin Dobson and I experience with Paul and other friends, colleagues and co-researchers. Paul carries this love in his greeting, Mutse Atsi.





In living love as a value of humanity in my educational relationships and in my accounts of my educational practice, I think that I am open to the criticism that I am not living this value as fully as I can. I am open to your suggestions on how to strengthen my enquiries in relation to this value. 





Before I consider my educational practices and influences further, in relation to the research programmes of practitioner-researchers, I want to turn to John Halliday's ideas about researching values in education. I intend to demonstrate that his speculative conclusions about what might count as progressive research programmes in education have already been realised in practice.





In his abstract, Halliday (2002) says that he is concerned with some methodological issues that arise when values form the main focus of empirical educational research. His paper includes discussion of the idea that social science in general and educational research in particular are forms of moral enquiry. It draws upon Lakatos' account of the methodology of scientific research programmes, MacIntyre's account of rival traditions of moral enquiry and Gadamer's account of hermeneutics to outline a methodology of educational research (p. 49). 





Halliday argues that an account of the process of actual research is essential to communicate the values of the researchers or researched. I agree. He says that their cares and interests should be contextualised in a believable way. He raises a difficulty because limited vocabularies and contexts are currently available for researchers and researched to talk or write about values in ways that avoid priggishness, tendentiousness or sanctimony. Halliday attempts to show the rapprochement between hermeneutics, MacIntyre's account of rival traditions of moral enquiry and Lakatos' account of rival research programmes in the natural sciences. He says that this argument was meant to further the Rortyan position that philosophy and empirical research are continuous activities in the search for solutions to problems of different kinds. In that way, he says, there is bound to be a number of research programmes that have, at their core, different priorities about which educational problems should be tackled and in what order and with what priority(Haliday, p.60, 2002)





I have acknowledged my use of similar insights from Lakatos and MacIntyre in my enquiries. One of my favourite quotations from MacIntyre (1988) is: 





"The rival claims to truth of contending traditions of enquiry depend for their vindication upon the adequacy and the explanatory power of the histories which the resources of each of those traditions in conflict enable their adherents to write." (p. 403)





In creating a new disciplines approach to educational theory it isn't that I see myself in conflict with the old disciplines approach. This was found to be in error more than twenty years ago. I have however, found myself in argument with colleagues who oppose the legitimation of this new disciplines approach to educational theory in the Academy. You might appreciate the nature of this argument in terms of the criteria, or standards of judgement that are used to accredit work for a Masters Degree in Education. I have recently lost a battle, if not the argument, over the new criteria to be used to accredit work for the Master of Arts in Education Degree of the University of Bath 





In a new disciplines approach to educational theory, educational change is viewed in terms of understanding one's own learning in relation to the exercise of originality of mind, critical judgement and other values of humanity. Educational change, in relation to the education of social formations, is understood by me in terms of the extent to which such living educational theories are influencing the development of such formations. So, in an example described elsewhere (Whitehead, 1993), the education of the social formation of the university was related to changes in regulations that moved from forbidding the questioning of examiner's judgements under any circumstances, to permitting questioning on the grounds of bias prejudice and inadequate assessment. 





In considering the education of the social formation of the Department of Education, I want to focus on the inclusion of criteria involving 'educational enquiry' and 'the improvement of educational practice'  in the accrediting of work for the degree of Master of Arts in Education. I also want to focus on my initially successful and later, partially failed attempt ,to sustain the new disciplines approach to educational theory within the criteria used to judge Master's assignments.





In 1996 there was one set of criteria for judging masters assignments in the Department of Education. These were: 





M Mode 





To what extent has the student:


*Made critical use of appropriate literature and professional experience to inform the focus of the study?


*Made critical use of the literature in the development of the study and in conclusions?


*Demonstrated an ability to identify and categorise issues and concepts in an appropriately balanced fashion?


*Demonstrated an ability to analyse and critique findings and arguments?


*Is the assignment of the appropriate length and format?


*Is the assignment written in an acceptable standards of English?





I find the emphasis on critical use of literature, categorising issues and concerns and analysing and critiquing findings and arguments resonating for me, with the old disciplines approach to educational theory. 





In 1996 I had the opportunity to see if I could bring criteria from the new disciplines approach into the criteria for masters assignments using a newly designed 'portfolio assessment' module that explicitly incorporated a living educational theory approach to professional learning. The criteria emphasised the importance of forming questions, explaining one's own professional learning, using action reflection cycles and improving educational practices through educational enquiries. Here are the criteria used for the portfolio assessment module between 1997-2002:  





P Mode 





To what extent has the student:





*Researched a good quality educational question related to their own or their school's/college's professional practice?


*Explained their professional learning in a way which has appropriately integrated knowledge from other sources?


*Demonstrated an ability to identify, plan, undertake and evaluate educational developments involving students and/or colleagues in an appropriately critical and balanced fashion?


* Considered the implications of how their enquiry could improve educational practices?


*Is the assignment of the appropriate length and format?


*Is the assignment written in an acceptable standards of English?





In July 2002 the two sets of criteria will be replaced by the following single set. I think you will understand the significance I attach to 'educational enquiry' and to 'the improvement of  educational practice' in the single set of criteria. I can also show my educational influence, from correspondences during the production of this single set of criteria, on the inclusion of 'original'. What you will see I have lost from the portfolio assessment criteria was the inclusion of the new disciplines approach to educational theory in terms of explaining professional learning and the use of action reflection cycles. You will see that in the single set of criteria the emphasis of the old disciplines approach on the critical use of literature and the ability to categorise, analyse and critique takes precedent over the originality of mind and creative intuition needed in the creation and testing of the individual's educational theory in educational enquiries of the kind, 'how do I improve what I am doing?' 





The fact that 'educational enquiry' and 'improvement of educational practice'  appear for the first time in criteria for use in judging all assignments of students for the Master of Arts in Education Degree, is what I am meaning by influencing the education of the social formation of the Department of Education.





Single set of criteria for Master's registrations from July 2002





To what extent has the student:





*Made critical use of literature, professional experience and, where appropriate knowledge from other sources, to inform the focus and methodology of the study or enquiry?


*Made appropriate critical use of the literature and, where appropriate, knowledge from other sources, in the development of the study or enquiry and its conclusions?


*Demonstrated an ability to identify and categorise issues, and to undertake an educational study or enquiry in an appropriately critical, original and balanced fashion.


*Demonstrated an ability to analyse, interpret and critique findings and arguments and, where appropriate, to apply these in a reflective manner to the improvement of educational practice?


*Is the assignment of the appropriate length and format?


*Is the assignment written in an acceptable standards of English?





Halliday draws a distinction between the researcher and the researched. This distinction is certainly justified in relation to much social science research carried out in educational contexts. Given the history of the teacher-researcher movement I found it surprising that Halliday  gave no acknowledgement  that the researcher can also be the researched. I am thinking of the omission of any recognition of the knowledge generated from the teacher-researcher  movement in the UK associated with the Collaborative Action Research Network (CARN) and the self-study of teacher education practices  (S-STEP) Special Interest Group of AERA. In both organisations practitioner-researchers are engaged in self-studies of their own educational practices. They are both researcher and researched. Because of this omission I think something significant has been lost from Halliday's analysis. What has been lost is the possibility of recognising that the kind of progressive research programmes he can only speculate about have already been realised in the research programmes of practitioner-researchers. 





Let me now simply present the abstracts of ten such research programmes, most of which have been freely available from the living theory section of http://www.actionresearch.net for a number of years.  





Each thesis, described below in the author's own words from their abstract,  represents a minimum of four years of sustained enquiry and in my own case over twenty years before the successful completion of a research degree in education. The abstract to a thesis is usually the last piece to be written at the end of a research programme with the exception of the title. It is only at the end of the enquiry that a researcher usually understands the question (s) the thesis is an answer to. All examiners of research thesis usually engage with questions about the originality of mind, critical judgement and extent of merit of the work shown in the thesis. They also usually ask questions about the original contribution to knowledge in the thesis. Answers to these questions are often required of examiners by Universities before the degree is awarded. 





Each educational action-researcher below has drafted and re-drafted their abstract several times, some have done this many times! The final abstracts draw attention to the central features of the thesis. These are expressed in terms of the originality of the work and the nature of the standards of judgement that have emerged in the course of the enquiry for testing the validity of the accounts.  In my language, because each individual has been enquiring into their own learning in relation to what matters to them, what they care about, I refer to the values that ground their standards of judgement as values of humanity. Action-researchers research their own values in their own education and use these values in generating the values-based standards of judgement for testing their claims to educational knowledge. Each of the researchers below has created their own living educational theory in the descriptions and explanations they have produced for their own learning. They have done this as they enquire into the processes of living their own values of humanity as fully as they can in their practice.





Here are the abstracts from the collection of living theory theses in actionresearch.net . It is my belief that these theses provide sufficient evidence for my claim that a new disciplines approach to educational theory has been legitimated in the Academy. What I am meaning by a new disciplines approach is that individual researchers have explained their own educational practice as a form of learning in which they have engaged in enquiries of the kind, 'How do I improve what I am doing?'. They have disciplined these enquiries by using their own values-based standards of judgement for testing the validity of their explanations for their learning. Their standards of judgement have emerged from a process of transformation that is grounded in the experience of embodied values. The experiences of embodied values are transformed into communicable, educational standards, through the process of clarifying their meanings in the course of their emergence in the practice of educational enquiry. I am thinking of educational enquiries that include learning to live values of humanity more fully in practice. After the Abstracts I will explain why a valid explanation for my educational influence in the learning of these educational researchers cannot be validly represented in the form of interconnected propositions that conform to the Law of Contradiction.





Austin, Terri. (2001) Treasures in the Snow: What do I know and how do I know it through my educational inquiry into my practice of community? Ph.D. Thesis, University of Bath. 





The originality of mind and critical judgment demonstrated in this thesis are focused on the growth, development, and recognition of my educational knowledge as a professional educator. I demonstrate how a teacher researcher can create her own knowledge through


a combining and recombining practice, personal creativity, intuition, theoretical


frameworks, and critical judgement in various degrees at different times. Set in a


narrative context, I present a living picture of helping to form and work with communities of students, parents, teachers, and teacher researchers which provides the life-situations in which I created my own knowledge and strive to identify and live out my values. This thesis shows an alternative to traditional forms of criticism frequently found in academic work related to the growth of knowledge. This alternative is a written representation of my values that I use as my living standards of practice and judgment in the self-study of my professional practice.





Adler-Collins, Je Kan. (2000) A Scholarship of Enquiry, M.A. dissertation, University of Bath. 





This dissertation is a self-reflective action research enquiry where I examine forms of my knowing and my claims to know, through the methodology of a critical enquiry to my reflective story. My story represents a journey of several inter-woven strands of my "I", those of soldier, nurse, Buddhist priest, teacher and researcher. This journey is held up to critical examination and reflection over a 5 year period of completing a Masters Degree in Education. I have chosen the medium of story to make explicit my values to the reader and show how traumatic life events can be transcended, re-examined and turned to the positive through engaging with finding the values of my "I", in terms of creating my living educational theory.





I engage with the educational issues of the day, focusing around research methodology, claims to know, representing forms of knowledge and scholarship, its validation and the tensions these issues bring into my research and practice. As part of the process I struggle with finding a form of knowledge, which allows me to hold my fundamental values while seeking academic accreditation.





My story weaves a path of learning as I move into and out of phases of confusion and tension, towards a new understanding, changing and modifying my understanding of my "I" as a result of the learning and insights achieved. The telling of this story is set within the changing shape and form of education policy and politics within academia, as it responds to the challenges presented by the new forms of knowledge represented by the evolving forms of new technology. 





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





My thesis is a narrative which offers the following distinct and original contributions to educational knowledge, as I show originality of mind and critical judgment in connecting the personal with the professional in my explanations of my educative relationships with others: 





I show how my living engagement with my God is enabling me to author my life and is part of the interweaving of my values in my educative relationships with others. 





I show the meaning of my values as I explain my educative relationships in terms of how I dialectically engage the intrapersonal with the interpersonal. 





I show how a dialectic of both care and challenge that is sensitive to difference, is enabling me to create my own living educational theory which is a form of improvisatory self-realisation. 





I show how my leadership comes into being in my words and actions as I exercise my ethic of responsibility towards others. 





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





In this thesis I investigate the nature of written responses made to stories in an educational context, which can be characterised as aesthetic transactions with a text [Rosenblatt, 1938, 1978, 1985]. My research develops Guidelines designed to elicit such personally meaningful responses from teachers to pupils' stories as well as from pupils to the stories they read. I map those features which characterise the engaged and appreciative responses that I both made and received from primary and secondary teachers and consider in what respects they may be educationally valuable. I also consider how such responses could offer a form of meaning-related, interpretive assessment for the work of pupils as story writers and story readers.





This thesis also tells the story of my journey as an educational researcher. It acknowledges the mistakes I made, the confusions I grappled with and what I discovered in the course of my investigation about myself as an educator and about the values that underpin my thinking which sustained the whole enterprise.





I offer this thesis, therefore as an original contribution to the nature of engaged and appreciative responses made by teachers as well as by pupils in the field of story writing and story reading.





I offer it as an original contribution to the educational value of such responses as a form of interpretive assessment in the context of classroom teaching and external examining.





I also offer it as an original contribution to educational knowledge - the process of coming to know - as I have sought to construct my developing perceptions as a living educational theory. 





Eames, Kevin. (1995) How do I, as a teacher and educational action-researcher, describe and explain the nature of my professional knowledge? Action research, dialectics and an epistemology of practically-based professional knowledge for education. Ph.D. Thesis, University of Bath. 





This thesis is an attempt to make an original contribution to educational knowledge through a study of my own professional and educational development in action-research enquiries of the kind, 'How do I improve what I am doing?' The study includes analyses of my educative relationships in a classroom, educative conversations and correspondences with other teachers and academics. It also integrates the ideas of others from the wider field of knowledge and from dialectical communities of professional educators based at Bath University, Wootton Bassett School and elsewhere. The analyses I make of the resulting challenges to my thinking and practice show how educators in schools can work together, embodying a form of professional knowledge which draws on Thomism and other manifestations of dialectical rationality.





Contributions to educational knowledge are made in relation to educational action research and professional knowledge. The first is concerned with the nature of professional knowledge in education, and how action research can constitute the form of professional knowledge which I see as lacking at present. The second contribution is concerned with how we represent an individual's claim to know their own educational development. These contributions contain an analysis in terms of a dialectical epistemology of professional knowledge, which includes contradiction, negation, transformation and moral responsibility within a dialogical community.





Evans, Moyra. (1996) An action research enquiry into reflection in action as part of my role as a deputy headteacher. Ph.D., Kingston Universtity.





This thesis is based on a four year research study, in which I have looked at my own practice as a deputy head in a large comprehensive school, using action research methodology. I was concerned about the quality of support the school offered its teachers in the form of staff development for which I was responsible. Once I started the study, I was able to put into operation technical solutions to the problems identified in my everyday working practices but realised that the way in which I worked with the teachers was a much more fundamental issue. The study shows how I addressed, within the action research methodology itself, the ethical dilemmas that arose when I worked with departments, middle managers and individuals; in particular how I resolved the difficult issues of confidentiality and informed consent from not only an insider researcher perspective, but also that of the deputy head.





Within a hierarchically organised institution, I learned to work with teachers collaboratively, enabling us all to participate in a dialogical learning community, in which we took control of our learning so that we owned our development, establishing value positions and supporting and nurturing each other through empathising with each other's experiences. We learnt to recognise, value and express our feelings about our action and our learning, using story to transform our understanding of a situation and to engage others in exploring new perspectives of it. In this thesis I show how teachers can effect changes which lead to improved professional practices, greater understanding of each other and increased motivation and how their school-based work was legitimated by the Academy in the form of Post Graduate Diplomas.





This thesis describes and explains how I established learning communities of teachers in order to improve the educational experiences of our students. I have used Schôn's (1983) work on reflecting-in -action to theorise about the nature of the reframing teachers need to undertake in order to understand and put into effect practical interventions which result in them living their educational values more consistently in their practice. The enquiry is contextualised as a study of my leadership role as a woman deputy head action researcher in a comprehensive school, acknowledging that I see my work through a female lens as I present an authentic description and account of my educational practice. 





Finnegan, James (2000) How do I create my own educational theory as an action researcher and as a teacher? Ph.D. submission, University of Bath. 


 


My enquiry is based on four qualitative studies [1994-1997] in a boys secondary school in the Republic of Ireland. I adopt a living educational theory approach to action research in my study.


 


In creating my own educational theory, I demonstrate how I have become a more reflective educational action researcher in developing and defining an original set of standards of judgement for judging my action research and teaching practices. These include my methodological, educational, and social standards of judgement. 





In helping to facilitate an expression of student voices in my teaching, as I seek to improve their learning, I enable my sixth form students and myself to engage in more democratic actions and more egalitarian power relations in the classroom, primarily through the elicitation/creation, greater enactment, and evaluation of teaching/learning communicative activities. In this, How can I help you to improve your learning? is a question worth asking my sixth form students.


 


My work also shows that I have become a more reflective practitioner as I dialogue with the writings of other educators whilst seeking to relate my values concerning democratic action and social justice to my classroom teaching. 





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





My thesis is a description and explanation of my life as a teacher and researcher in an 11 to 16 comprehensive school in Swindon from 1990 to 1996. I claim that it is a contribution to educational knowledge and educational research methodology through the understanding it shows of the form, meaning and values in my living educational theory as an individual practitioner as I researched my question, 





How do I improve what I am doing in my professional practice ? 





With its focus on the development of the meanings of my educational values and educational knowledge in my professional practice I intend this thesis to show the integration of the educational processes of transforming myself by my own knowledge and the knowledge of others and of transforming my educational knowledge through action and reflection. I also intend the thesis to be a contribution to debates about the use of values as being living standards of judgment in educational research.





Hughes, Jacqui. (1996) Action planning and assessment in guidance contexts: how can I understand and support these processes while working with colleagues in further education colleges and career service provision in Avon. Chapter 2/Ph.D. Thesis, University of Bath. 





The thesis presents an action enquiry approach to improving understanding of action planning and assessment in guidance within further education colleges and career service in Avon. Within the thesis I integrate the elements within my enquiry to provide an original holistic representation of my search for understanding of, and my learning about, these issues and about my own educational development. Within this synthesis, I also offer a new understanding of the theoretical origins of action planning and the ways in which these can influence practice. In addition I proffer a new 'process' model which incorporates assessment in guidance within the action planning cycle.





Laidlaw, Moira. (1996) How can I create my own living educational theory as I offer you an account of my educational development? Ph.D. thesis, University of Bath. 





I intend my thesis to be a contribution to both educational research methodology and educational knowledge. In this thesis I have tried to show what it means to me, a teacher-researcher, to bring, amongst others, an aesthetic standard of judgement to bear on my educative relationships with Undergraduate, Postgraduate, Higher Degree education students and classroom pupils in the action enquiry: 'How do I help my students and pupils to improve the quality of their learning?' By showing how my own fictional narratives can be used to express ontological understandings in a claim to educational knowledge, and by using insights from Coleridge's 'The Ancient Mariner' to illuminate my own educational values, I intend to make a contribution to action research methodology. By describing and explaining my own educational development in the creation of my own 'living educational theory', I intend to make a contribution to educational knowledge.





Larter, Andy. (1987) An Action Research Approach to Classroom Discussion in the Examination Years . M.Phil. Dissertation, University of Bath.





This dissertation is an action research approach to understanding my attempts to improve the quality of education in my own classroom. Three reports provide the detailed explanations of what occurred when I attempted to put my planned interventions into operation. My concern was with a group of students in the last two years of their compulsory schooling and how they discussed and made sense of issues arising from the events in my own classroom. To this end, I have attempted to integrate the following: 1. transcripts of classroom events; 2. my reflections upon the transcripts and the events; and 3. literature from the field of oracy.


 


The dissertation is presented in a dialogical form as part of an exploration of a logic of question and answer and generates the possibility of a different definition of generalisation. This is also an attempt to reflect the nature of the research itself - that is, discussions between students, colleagues and myself as well as internal dialogues. 





I have also been concerned with issues of validity which have been raised in this form of enquiry. Because of the dialogical nature of the research, the dissertation contains extracts from conversations between colleagues and myself who discussed video films, sound recordings, students' writing as well as my own writing about what I observed. Within this dialogue and reflection, I have attempted to integrate literature from the field of educational research. This integration takes the form of dialogues with the texts as well as with my own reflections. 





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


 


This thesis is based on a five year research study, in which I have looked at my own practice as a headteacher in the marketing of a newly formed primary school, using action research methodology. The study was undertaken as I was aware that because of LMS formula funding, open enrolment, opting out, SATs, league tables, OFSTED inspections, schools had been forced into competition with each other and consequently had to market themselves. I, as headteacher, was aware that although I would have to both operate under and implement the above reforms in our school, I was of the opinion that the above reforms could indeed damage education. Therefore, I looked for a mechanism whereby I could reduce the damage which the reforms may cause. This thesis describes how I worked within these reforms, utilising them so as to give enhanced learning opportunities for the pupils in our school. The research required long-term observation and reflection and also extensive literature reviews of marketing strategies (both industrial and educational) and primary headship. A distinctive feature of the research is the account of the author's exploration of his educational values within the context of external pressure to initiate the process of marketing the case study school. As a result of my enquiry, I am able to make the following claims about my practice: 





Claim Number One. This thesis contributes to the professional knowledge-base of education in a description and explanation of how a headteacher in a newly formed primary school has asked, researched and answered questions of the form 'How can I improve my own leadership and management?' 





Claim Number Two. This thesis makes an original contribution to knowledge in an analysis of the extent to which industrial marketing strategies were effective in the educational context of marketing a primary school.





Claim Number Three. This thesis is an original study of a headteacher in a primary school striving to live his values in his practice so as to maintain his integrity in the light of incessant changing education reforms.





Mead, Geoff. (2002) Unlatching the Gate: Realising the Scholarship of my Living Inquiry. Ph.D. University of Bath. 





In writing this thesis, I address the "new scholarships" identified by Ernest Boyer and Donald Schon . In particular, I seek to make a contribution to an emerging "scholarship of inquiry" in which - in the spirit of the poet Rainer Maria Rilke (1934) - the focus is on living the questions rather than seeking answers. I do so through the self-study of four strands of my practice: as a man, in loving relationships, in search of healing and as an educator. 





The thesis is both an account of my learning in these areas and an action research inquiry in its own right as, over the course of two years, I sustain a cyclical process of writing and reflection, searching for connections, contradictions and tensions between the various strands. 





In its manner of presentation, the thesis responds to the "crisis of representation" identified by Denzin and Lincoln by using what Eisner calls "alternative forms of data representation". The stories of living inquiry are self-reflective narratives of lived experience including "artistically rendered forms" such as poetry, creative writing, paintings, sculpture and audio recordings, where these help to convey something of the emotional, aesthetic and spiritual qualities inherent in the inquiries. 





Throughout the thesis I develop the idea of living inquiry, a holistic approach in which all aspects of life are potentially available as sources of learning. Living inquiry is a form of action research embracing first, second and third person inquiry. It consciously avoids adopting any single method, preferring Feyerabend's argument that there are no general solutions and that the best chance of advancing knowledge comes from the intuitive use of a pluralistic methodology 





Agreeing with Lyotard that "the [postmodern] artist and the writer, are working without rules in order to formulate the rules of what will have been done", I realise my scholarship of living inquiry by reviewing the text to identify twelve distinctive ontological and epistemological standards of judgement and criteria of validity and by showing how they are both embodied in, and emerge from, my practice. 





As the thesis draws to a close, eschewing the notion of a generalisable theory in favour of one that is situated and particular, I also identify six underlying principles that inform my continuing life of inquiry:





*trusting the primacy of my own lived experience as the bedrock of inquiry, whilst remaining open to the world of ideas and to what others have to offer.


*valuing the originality of mind and critical judgement inherent in my own forms of sense-making and knowledge creation and the wide variety of forms of representation that they generate 


*exercising my will to meaning to move me towards what brings a sense of significance and purpose to my life and to clarify my vocation as a healer and educator 


*making an existential choice of optimism, of doing my best, of striving to make things better or to make the best of any given situation for myself and with others 


*refusing to subsume my life of inquiry within any prescribed form, "following my bliss" to find my own path as a unique and eccentric human being 


*communicating and accounting to others for my life of inquiry as an individual claiming originality and exercising my judgement responsibly with universal intent. 





Whitehead, Jack. (1999) How do I improve my practice?: Creating a discipline of education through educational enquiry. Ph.D. University of Bath.





This thesis shows how living educational standards of originality of mind and critical judgement in educational enquiries has created a discipline of education.





The meanings of these standards emerged from an analysis of my research published between 1977-1999. The analysis proceeds from the base of my experience of myself, my I, as a living contradiction in the question, How do I improve this process of education here?





An educational methodology, which includes I as a living contradiction, emerges from the application of a four-fold classification of methodologies of the social sciences. Then the idea of living educational theories emerges in terms of the descriptions and explanations which individual learners produce for their own educational development.





A logic of the question, 'How do I improve my practice?', emerges from my engagement with the ideas of others and from an exploration of the question in the practical contradictions between the power of truth and the truth of power in my workplace.





A discipline of education, with its standards of originality of mind and critical judgement, is defined and extended into my educative influences as a professional educator in the enquiry, How do I help you to improve your learning?





My living educational theory continues to develop in the enquiry, How do I live my values more fully in my practice?  I explain my present practice in terms of an evaluation of my past learning, in terms of my present experiences of spiritual, aesthetic and ethical contradictions in my educative relations and in terms of my proposals for living my values more fully in the future.





**************





In my thesis I described and explained my educational development as I learnt to live values of humanity. In the course of clarifying the meanings of my embodied values I transformed them, with the help of language, into communicable, educational standards of judgement. In researching my educational practices as a professional educator in enquiries of the kind, 'How do I help you to improve your learning?' I came to understand that I could not claim to have educated anyone other than myself. I could however claim to have influenced the education of others. This distinction was due to my belief that an individual's originality of mind and critical judgement , as well as their values of humanity, were necessarily engaged in learning that I could recognise as educational. So, I could claim to have educated myself but as what I did with others had to be mediated in their learning through their originality of mind and critical judgement I could claim to have influenced the education of others.





This is one reason why I cannot understand how educational theories that can explain the educational influence of an educator in students' learning can be presented in terms of interconnected propositions. As what I do has to be mediated through originality of mind and critical judgement in the others' learning, and as some of the connections involved in this learning involve creative intuition, I cannot see that these can be expressed in a propositional form. Let me see if I can explain further in relation to an insight I developed from an assumption in Husserl's phenomenology.





I am thinking that in what I do there is an infinitude of knowledge, knowledge that has nothing to do with deduction and whose mediated connections of intentional implication, being entirely intuitive, are resistant to valid representation in every methodological devised scheme of constructive symbolism. Although I find Husserl's language difficult to follow and I replaced  my 'In what I am doing' for his 'In the transcendental sphere', what I have taken from his ideas is that attempts to categorise the educational knowledge embodied in what I am doing as an educator, within interconnected sets of propositions that abide by the Law of Contradiction'  lack validity. They lack validity because the life I am living in my enquiry, 'how do I improve what I am doing?', includes my existence of 'I' as a living contradiction in which I hold mutually interdependent contradictions together in my experience of holding values of humanity and experiencing their denial in my practice. This stimulates my imagination, my creative intuition, to find possible ways of living more fully my values of humanity. Explanations for my learning to live these values must embrace these phases of creative intuition in what I am doing, in ways that do not reduce my lived experience of their meanings to linguistic categories within propositional relationships that abide by the Law of Contradiction. This Law excludes the possibility of two mutually exclusive opposite statements being true simultaneously within a theory. 





I know want to explain why I attach such significance to the idea of 'influence' in my educational theorising.





I know that many educational researchers within BERA are not teacher-educators or practitioner-researchers who are engaged in researching their own personal and/or professional practices as they influence the education of their students or the education of social formations. I do not see any conflict between educational researchers who wish to make a contribution to disciplines other than the disciplines of educational enquiry. I am thinking of disciplines such as the philosophy, psychology, sociology, history, management, politics and economics of education.  However, if as educational researchers we share a commitment to creating and testing educational theories that can explain educational practice,  it may be helpful to return to the point made by our President Anne Edwards. I think it bears repeating:





"Our identities as researchers are created in our actions and in the meanings made of them. Meanings are constructed and given value in the communities to which we belong. BERA, as our learned society, is an important community. Together we must ensure that it provides a space for reflection, debate and learning and supports us as engaged researchers in working responsibly for educational opportunities."





In working responsible for educational opportunities I think I have held a creative space open at the University of Bath for practitioner-researchers to have the opportunity to educate themselves through generating and testing their own educational theories from within a new disciplines approach. This has not been unproblematic (Whitehead, 1993). I have given reasons why, as matters of principle, sets of interconnected propositions cannot produce valid explanations for the educational practices of individuals and social formations. I have also directed your attention to the explanations that include 'I' as living contradictions in both practice and theory. These explanations of educational practice have been produced by individuals from their research into their own practice. They show how embodied values can be used as explanatory principles and living standards of judgement in the creation and testing of living educational theories.





With so many researchers aware that the old disciplines approach to educational theory was mistaken, yet are still committed in their logic and language to the old form of educational theorising in terms of interconnected sets of propositions, I wonder if they can show how such theories can produce a valid explanation for either their own or my educational practice?  I include within this practice our educational influences in the learning of our students. I also wonder if it might be more educational to see educational theory as a form of dialogue that has profound implications for the future of humanity. I am thinking of this dialogue as way of making meaning that can integrate insights from traditional theories.  As I say this I am aware of the importance of Buber's (1953) point about the humility of the educator. I am hoping that your response and criticism will help me to avoid the error of failing to recognise the values of humanity in the educational practices of others in my eagerness to live and research my own. 





Drawing on ideas from Edward Said, I will conclude with an explanation of why I attach such significance to the idea of educational influence.





In relation to the importance of influence, Said explains that as  a poet indebted to and friendly with Mallarme, Valery was compelled to assess originality and derivation in a way that said something about a relationship between two poets that  could not be reduced to a simple formula. Here is a quotation from about the “Letter About Mallarme”.





"No word comes easier of oftener to the critic’s pen than the word influence, and no vaguer notion can be found among all the vague notions that compose the phantom armory of aesthetics.  Yet there is nothing in the critical field that should be of greater philosophical interest or prove more rewarding to analysis than the progressive modification of one mind by the work of another.





It often happens that the work acquires a singular value in the other mind, leading to active consequences that are impossible to foresee and in many cases will never be possible to ascertain. What we do know is that this derived activity is essential to intellectual production of all types. Whether in science or in the arts, if we look for the source of an achievement we can observe that what a man does either repeats or refutes what someone else has done – repeats it in other tones, refines or amplifies or simplifies it, loads or overloads it with meaning; or else rebuts, overturns, destroys and denies it, but thereby assumes it and has invisibly used it. Opposites are born from opposites.





We say that an author is original when we cannot trace the hidden transformations that others underwent in his mind; we mean to say that the dependence on what he does on what others have done is excessively complex and irregular. There are works in the likeness of others, and works that are the reverse of others, but there are also works of which the relation with earlier productions is so intricate that we become confused and attribute them to the direct intervention of the gods. (Paul Valery, ‘Letter about Mallarme’, in Leonardo, Poe, Mallarme, trans. Malcolm Cowley and James R. Lawler p. 241, Princeton: Princeton University Press, 1972)





Said explains that Valery converts ‘influence’ from a crude idea of the weight of one writer coming down in the work of another into a universal principle of what  he calls ‘derived achievement’. He then connects this concept with a complex process of repetition that illustrates it by multiplying instances; this has the effect of providing a sort of wide  intellectual space, a type of discursiveness in which to examine influence. He says that repetition, refinement, amplification, loading, overloading, rebuttal, overturning, destruction, denial and the invisible use of such concepts completely modify a linear (vulgar) idea of ‘influence’ into an open field of possibility. I relate closely to the importance of understanding my educational influence as an open field of possibility in terms of the other's originality of mind and critical judgement. Said goes on to explain that Valery is careful to admit that chance and ignorance play important roles in this field; what we cannot see or find, as well as what we cannot predict, he says, produce excessive irregularity and complexity. Thus the limits of the field of investigation are set by examples whose non-conforming, overflowing energy begins to carry them out of the field. For Said, this is an extremely important refinement in Valery’s writing. He points out that even as Valery's  writing holds in the wide system of variously dispersed relationships connecting writers with one another, he also shows how at its limits the field gives forth other relations that are hard to describe from within the field. (Said, p.15, 1997)





In explaining my educational influence in my students' learning (Whitehead, 1999b) I need to hear my students speaking in their own voices about their learning in a way that is connected with their originality of mind, critical judgement and values of humanity. This is what I hear in each of the above theses. Each practitioner-researcher has created their own living educational theory in a way that has been disciplined through their learning to live their values of humanity. This is what I am meaning by a new disciplines approach to educational theory. The theory is not presented in the form of interconnected propositions. The theory is presented in terms of explanations for learning to live values of humanity. These values, as they are clarified in the course of their emergence in enquiries of the kind, 'how do I improve what I am doing?', are transformed into educational standards of judgement. The values-based standards act as both explanatory principles and the standards that can be used to test the validity of the explanations.





If together, we are going to ensure that BERA and BERJ continues to provide spaces for reflection, debate and learning I am hopeful that you, as a BERA colleague, will subject my ideas about a new disciplines approach to educational theory, to your most rigorous criticism. I have this hope because I have no wish to persist in error in what I believe to be one of the most important contributions that can be made to learning what it means to live a productive life. I am thinking of the creation and testing of forms of educational theory that have profound significance for the future of humanity.


�
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