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Bert Froggatt
An Action Inquiry into Negotiated Learning
ABSTRACT

This study employed action inquiry, since its aim was to improve both
understanding and practice in the area of classroom negotiation between
pupils and teachers, Action inquiry entails practitioner observation,
practitioner interaction and practitioner intervention; in this study it
was supplemented by an attempt at a phenomenological description of the
essential features of negotiation, against which classroom experience
could be weighed.

Information about classroom interaction was gathered, by the lone
practitioner-researcher, both by participant observation and video
-recording ('practitioner observation'). The model of classroom
negotiation which emerged was tested against the views of other teachers
('practitioner interaction'). Alternative practices, thought by the
informants to be effective, were used to make small-scale interventions
in classroom practice ('practitioner intervention'). The understanding
of negotiation developed in this way was finally interrogated in the
light of a separate phenomenological description of negotiation.

A key aspect of the phenomenology of negotiation is the dynamic -
involving communication, strategies of interaction, participation and
learning -~ within which people are willing to examine their differences.
This was found to be true of classroom negotiation: Pupil and teacher
learned of the differences which existed between them in the context of
an ongoing interaction in which both participated. However, classroom
interaction involves an inevitable disparity of power, which must be
recognised and prevented from subverting negotiation.

The validity and ethics of the framework developed are discussed, as are
the implications of the findings for the classroom teacher and for
teacher training. '
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Chapter 1

THE PROBLEM

1.1 A Brief QOutline of the Problem Encountered

During the period from 1983-1989 the Holgate Comprehensive School was
directly involved in the Department of Education and Science (DES)
'Lower Attaining Pupils' Programme' (LAPP). A part of the development
which ensued from work at the school was the introduction of the
Individual Studies (IS) programme for some fourth and fifth year
pupils, where they were given more responsibility for controlling their
own learning by a process which had gradually, through contact with
others outside the school, become known as 'Negotiated Learning' i.e.
negotiation taking place between the teacher and pupil or a small group
of pupils to prepare expected learning outcomes. The background to this

work is fully discussed in Chapter 3.

What must be said here however is that it was initially somewhat of a
shock and disappointment £for those involved in this 'negotiation' of
learning to find that Her Majesty's Inspectors (HMI), in their survey
of the schools involved in LAPP during 1984-1985, stated in their
published findings, under the heading 'What Changes have been Achieved
so far', that:

Negotiation as an approach was not fully understood or was

confused with 'laissez faire ' attitudes and that the evidence of

improved motivation created by this negotiation was scarce.

(HMI 1986)

The researcher, being a teacher involved in Projects in Alternative

The Problem Page 1



Curriculum Experiences (PACE) the Nottinghamshire LEA submission to
LAPP, felt personally concerned, having instigated such a programme
with certain classes and having made some preliminary excursions into
the evaluation of negotiated learning (Froggatt 1986), where it seemed
that there was some evidence of increased pupil motivation. After the
initial shock subsided it was felt that HMI had isolated a need for
greater knowledge and understanding about what precisely was involved
in classroom negotiation and negotiated learning. The Holgate School
was contracted into at least one further year of continued
implementation and dissemination of the PACE project, and so this could

enable a study of classroom negotiation to be made at the school.

1.2 The Aim of the Study

This study was not designed to assess whether classroom negotiation was
right or good practice. Its aim is not to measure any increase or
decrease in learning or motivation caused by negotiation. Rather the
overall aim of the project is:
To improve both understanding and practice in the area of
classroom negotiation of learning outcomes between teacher and

pupils.

Having stated the aim of the project in such terms immediately places
it within certain value systems and takes for granted the acceptance of
certain assumptions within the classroom. Seeking better understanding
reflects the valuing of inquiry and knowledge for its own right - a
'scientific value system' (Huebner 1966). The concern for usefulness
and the desire to develop and change current practice points to a

'technical value system' (Huebner 1966).
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The aim of the study has implicit within it certain questions to which
the researcher will attempt to provide answers:
¥ What is meant by classroom negotiation? How would someone
describe and delineate what was happening in negotiation as
compared to say - teaching?
® What are the main aspects of the current practice of negotiation
within the classroom? What does the teacher or the pupil do
during this negotiation?
® Do other teachers recognise and share the practice and perform it
in similar ways?
m Are there elements of current practice that can be further
developed? How can what people think and believe is negotiation
be allied more closely with what is actually happening as

classroom negotiation?

In searching for a research method to attack the problem and answer the
questioﬁs posed it is essential to look for one which is able to fulfil
as many of the following criteria as possible. The method should:
» Involve the participants - for if classroom practice is to be
changed it is essential that teachers are involved in the research.
» Clarify the implicit values and assumptions hidden behind the
practice. Why are teachers choosing this practice rather than
another?
» Observe and describe current practice in an adequate and valid way.
m Allow a critical examination of the practice in the light of the
clarified values and clear description.
m Develop and change current practice where appropriate to make it
more effective.

®m Communicate the findings to others.
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The discussion in Chapter 2 shows that if developed in the way outlined
action inquiry can be a method which fulfils the criteria above, and
proceeds by logical steps to provide answers to the critical questions

outlined.
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Chapter 2

METHODOLOGY

2.1 How Can a Practitioner Approach the Problem?

Being involved in the type of education which allows negotiation
between the teacher and the pupils would appear, according to one
American writer, to determine the style of research chosen anyway. For
it 1is stated that 'open' educators i.e. those who view the child as a
decision maker in the classroom:
Resist elementist behaviouristic evaluation, but try to encourage
... case studies, naturalistic observation, introspection by
participating observers and other continental methods of

research. (Talmage 1975)

This being the case some justification as to the inevitability of these

methods being used in such a study is required.

The two value systems suggested on page 2 by the very aim of the
project appear immediately to link inquiry with improvement or action.
Using the Oxford Dictionary definitions, inquiry appearé to entail
three separate elements: an examination, an interrogation and a search
for the truth. All of which appear relevant to the type of inquiry

being outlined here.

Inquiry by a person into their own practice would then entail:
® An examination of the practice - in the form of a careful
inspection carried out by the collection and recording of

evidence .
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® An interrogation of the practice - by a critical questioning of
what the examination reveals.
®m A search for the truth contained within the descriptions provided

by the examination and interrogation of the practice.

Improvement implies some form of action be taken. In this project the
examination and interrogation of the practice of negotiation, precedes

any attempts at changing the practice.

The research investigates a social practice. Negotiation is an
experience and as such is set in a whole sea of other experiences - a
framework in which it takes place. Can the elementist behaviourist
evaluation take this framework and the other experiences into account?
To untangle the meaning of an experience according to Dilthey (Palmer
1969) we need to grasp the whole context surrounding the experience for
as Merleau - Ponty states 'we are not the outcome of specifiable
variables acting partes extra partes (ie separately); but act in terms
of meanings constituted by consciousness and the situation' (Merleau -
Ponty 1962). We are not therefore interested in the variables causing

negotiation but in the meanings which constitute the experience.

Negotiation itself, as will be shown later, is a process which takes
place in the present, but at the same time has an eye on the future as
well as the past. Can the behaviouristic analysis measure and describe
experience of negotiation in terms of the present, past and future?
Behaviouristic analysis could be seen as a snapshot or set of shots cut
from the whole film of total experience, taken for examination by an
outside observer. Experience itself is not a set or pattern of

individual behaviours. It is the totality of the film. The essence of
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the present project holds that it is the practitioner experience, the
practitioner problems, the practitioner skills and the practitioner
actions which are being explained and understood. These would appear to
be things not easily understood by the external observer of behaviour.

They are better explained by one experiencing them.

The main thrust of the investigation reported here takes as its base an
'action inquiry' into negotiated learning. The project was designed to
have a descriptive, questioning and formative effect upon negotiation
within the classroom. Because of philosophical problems which surfaced
as the long term part-time project evolved, action inquiry, with its
focus on the teacher's experience of such negotiations rather than on
say the origins, sources, causes, consequences or effectiveness of the
negotiation, has become further surrounded by the method of
hermeneutics. These problems will be discussed in their historical

context, as they arose after the excursions into action inquiry.

2.2 Action Inquiry Defined

Action Inquiry has been defined by Bell as:

The systematic study of a social practice with a view to
developing the performances of participants where:

a) The overriding aim is to investigate practical problems and
issues experienced by practitioners,

b) What counts as evidence is developed and validated by
participants, preferably in dialogue with outsiders and with
a view to making the outcomes accessible to critical
appraisal,

c) The skills it develops are concerned with the development of

practical professional knowledge. (Bell 1985)
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Bell has arqgued forcibly and logically for the introduction of action
inquiry as the mode of inquiry that is needed for the advancement of
practical professional knowledge, particularly in the field of
education. Thus action inquiry would seem to be the method for use
here. It appears to fulfil all the requirements of inquiry mentioned
earlier. Bell sees it as a combination of action research, case study
and action learning. Indeed this approach has been taken up by certain
universities who are introducing a 'Diploma in Educational Inquiry'

(University of Nottingham) with similar aims.

This whole style of research would appear to be an extension and
development of what Stenhouse (1979) refers to as the teacher as
researcher where he states that 'it is not enough that teachers' work
should be studied: they need to study it themselves'. Rowlandv (1984)
appears to be repeating much of the same message in outlining what he
calls classroom inquiry and justifies the wuse of the term inquiry
rather than research by saying that 'what we are doing is different
from normal academic research' but feels it is an approach which will
uncover the relationship between learning, teaching and understanding

children.

2.3 The Components of Action Inquiry

2.3.1 Practitioner Observation

Much of what a teacher does in the classroom is carried out without
close examination and consideration - the teacher knows what to do! But
if 'we seek to understand something' it 'means that we seek to make the
meaning clear to ourselves' (Keen 1975). According to Rowland (1984)
the inquiry must start with the teacher's experience, exercising a form

of ‘'participant observation' and reflecting upon what is happening in
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the classroom. Bell on the other hand goes further and suggests the use
of practitioner case study to produce the teacher accounts of their
practice within the classroom, which may then be used to highlight

practical issues and problems.

Maslow (1968) suggests that the examination of ‘'raw experience' is
carried out prior to any concepts or abstractions being made and sees
this as a justified critique of orthodox positivistic science and
philosophy. Schon would see case study as the observation of the
professional's 'knowing in action' (Schon 1987) providing a panorama of
their ‘'tacit knowledge' (Polanyi 1967), which is usually an unexamined
part of their everyday practice. Case study gives 'the practitioner
accounts credibility, transferability, dependability and
confirmability' (Bell 1985). Further analysis of the case study
material in the form of a participant observation as outlined by
Spradley (1980) provides a 'reflection on action' (Schon 1987) which
makes clear the values, assumptions and strategies making up the tacit
knowledge. Schon would see the participant observation as a series of
'theories of action'. Together these provide a series of 'Practitioner
Observations' on the experience of negotiating and this material will
allow choices, about which of the issues and problems could be acted
upon during the action programme, to be made in a more discriminating

way.

2.3.2 Practitioner Interaction

Rowland joins other critics of the single instance case study (Walker
1980, Rowland 1984), when he points out that classroom inquiry should
not be individual reflective analysis of what has taken place, but

leads the way to the core of action inquiry, by suggesting that it must
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include the sharing of ideas with other teachers and that this sharing
must be critical. Thus social reflection is seen as a more powerful

mode of reflection than the reflections of an individual.

The action learning stage of the inquiry would appear to be a further
way of enhancing the credibility of the case study, for it 'will mean
engaging in those processes which assist in diagnosing and validating
the treatment of practical problems in context' (Bell 1985) and as
Revans, the fathef of action learning, makes clear:
Whatever the project, his next moves, whether diagnostic,
prescriptive or therapeutic, should be debated with his fellows.

(Revans 1980)

Thus during action learning there should be a critical appraisal and
interaction with other practitioners - a 'Practitioner Interaction’.
This practitioner interaction may be seen as a way of casting suspicion

upon the description of practice given by the lone practitioner.

2.3.3 Practitioner Intervention

Having critically examined and subjected the practice being studied to
the appraisal of others, parts of the practice may now be highlighted
as problematic and in need of action. The action research phase of the
inquiry aims to improve the interaction between teacher and pupil by
introducing planned evaluated change. Action research consists of
making ‘'small scale interventions in the functioning of the real world
and a close examination of the effects of such interventions' (Cohen
and Manion 1980). It enables the problems or some of the problems which
have surfaced during the case study and action learning phases of the

investigation to be re-examined and tackled by trying more considered
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approaches. It is here that the processes of formative developmental
change can take place as the practitioners attack problems relevant to
their own context and closely monitor and evaluate the effects of these
changes. We have then a 'Practitioner Intervention' into the workings

of his or her own classroom.

2.3.4 Practitioner Communication

The action inquiry must end with the reporting of findings, which is a
further way of laying bare the experiences to the critical inspection
of other practitioners. In this particular inquiry a series of reports
were made available through the PACE project - ‘'Practitioner

Communication'.

Action Inquiry as outlined by other writer can be summarised as
follows:

® Systematic study.

® Combining the use of Case Study, Action Learning and Action

Research.

® Examining practical problems and issues.

® Developing and validating evidence.

m  Reporting outcomes for critical appraisal.

»  Introducing planned, evaluated change.

® Developing practical professional knowledge.

2.4 The Development of Action Inquiry

Action inquiry as outlined does not appear to fulfil all the
requirements of the research project and it is here that the
philosophical problems mentioned earlier must be discussed. The

problems arose because of two sets of forces. They were the result of
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the learning which was taking place as the action inquiry project
progressed, raising certain critical questions, but also they were the
result of the probing questions of critical adversaries (see page 27)
asking for example,

'How do you know that it is not just your ideology that you

are putting forward in this research?'’

Is it not the case, that the researcher like any other 'experiencer' in
arriving at the research project is carrying with him a biography of
past experiences, which affect the very thinking, planning, execution
and analysis of the whole project? As Heidegger states:

Every inquiry is a seeking. Every seeking gets qguided beforehand

by what is sought. (Heidegger 1962)

This problem is even more relevant when the researcher is in fact a
part of that which is being researched. It would appear to be
relatively easy to observe and describe one's own practice, but
immediately two questions concerning reflection wupon action confront

us.

The first problem is concerned with the recording of action. When
anyone takes up the guise of recorder of action, they must f£find that
the action itself has ceased. What is really being recorded is an
historic event, some action which has happened in the past. This
creates cause for doubt about the accuracy of any record made, for the
record becomes a text (Ricoeur 1971) - it is now open to perception and
interpretation due to the fact that it becomes a reflection upon the
action and not a pure observation. The process of reflection must

affect the description of the action, for each of us is affected by the
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unique sedimentation of layers of meaning that have been built up
throughout life - our biography. The reflection upon action is swayed
by these invisible internal values, beliefs, assumptions that have been
developed, forces which bias the explanation of the action. Even the

external observer cannot escape from the bias of reflection.

The second problem is concerned with- - the practice itself. A
practitioner (as mentioned on page 9) in performing many of the actions
carried out as part of the practice, performs them automatically,
without thinking about what is being done or how. Reflection must be
employed in order to explain the action and this involves all of the
intricacies of value, assumption and belief. 'Meaning is related to the
perspective from which the events are seen' (Palmer 1969). The
practitioner view may well be different from the view of other
observers - for if is but one of many possible interpretations. One
way, already mentioned, of casting doubt on the meanings given by the
reflective practitioner is to open the description to the
interpretation of others. However, in looking more closely at action
inquiry, it would appear necessary to add a precursor to the whole
project to allow the standpoint of the researcher as he or she enters
the project to be examinable by others creating a distancing of self
from the text by justifying the claims of interpretation with reference
to the text itself, so that any reader would see this interpretation as

a possible one.

2.4.1 The Addition of Practitioner Fore - Understanding to the Inquiry
Several workers suggest different ways to conduct this examination. We
could 'look critically at past experiences dragging them out for the

inspection of colleagues' (Revans 1980) or 'give details of political
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standpoint, current work, relationships and general way of being in the
world' (Reason and Rowan 1981) or we must make 'as clear as possible
the fore-understanding with which we approach the specific field of

research' (Ashworth 1987).

The inquiry it seems must therefore "begin" by attempting to describe
the perspective from which the meaning has been derived. This is
presented here as the biography of the researcher and the research. It
attempts to make explicit where the research and the researcher have
come from to reach the starting point of the project and linked with a
review of the past experiences of others, through the literature, this
forms a 'Practitioner Fore-Understanding' which provides a reading of
the sedimentation of the whole situation prior to the inquiry taking
place. It is a disclosure of the framework and of the historical past
within which the experience of researching negotiation and of

negotiation itself is taking place.

2.4.2 The Hermeneutic Circle

The declaration of practitioner fore-understanding as outlined above
can be seen as the start of a 'hermeneutic circle' used to untangle
real meaning from mere biased description and bring us through critical
interpretation to understanding. Hermeneutics, originally the science
of interpreting documents, has been proposed by several writers
(Heidegger 1962, Palmer 1969, Ricoeur 1971) as the means of clarifying

not only text but all meaningful actions.

The hermeneutic circle as seen by this researcher is shown in Figure

2.1 over the page:
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The Hermeneutic Circle

The Meaning
is Untangled

Described
Critical
Interpretation
Observed Leading to
Understanding

Present Future
Raw Experience

Past

Figure 2.1
There 1is first ’'raw experience', the matter about which we want to

ascribe meaning. Our engagement in this world to be interpreted is at a

naive level but of course it 1is not meaningless - it is that the
meanings have not been raised to the level of reflection. The
experience consists of a 'Gestalt', a whole surrounded by the past,

present and the future. This happens within a given framework, but is
more than Jjust the sum of those individual influences. Observation of
any of these parts of experience canonly take place through
reflection. The reflection upon the past of experience has been
discussed in the previous section. Having gone through the process of
reflection the experience can now be described by expression through
language. The whole of the action inguiry described earlier (pages

7-11) consists of this reflection and expression.

The contention which appears to Dbe held by those proposing action
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inquiry is that by being fully immersed in the fore-understanding of
the practice being researched, the practitioner is in the best possible
position to perform the qualitative work needed to describe his own
actions. The descriptions presented, however, will be full of the
personal prejudices of the 'expresser' and all of the Goffmanesque
phenomena mentioned in chapter 7 - such as presentation of self, front,
secrecy etc. - may well surface. How can we get the researcher to see
alternative view points to the one which they have adopted as their

own?

It is this problem of casting deeper suspicion upon the whole inquiry
that the final phase of the hermeneutic needs to address. It must
untangle the meaning of the experience and allow a critical suspicious
interpretation which will finally lead to a valid understanding of the
experience itself. There will be a new awareness of the earlier

fore-understanding and a revision of standpoint which must be reported.

It is now necessary to turn to the problem of the truth of expression.
The problem it seems is tied to the interpretation of truth. Heidegger
describes two versions of the meaning of truth (Palmer 1969). The
first, taken as the norm by most western'philosophers, is where truth
is seen as the correctness of perception and assertion. There appear
to be flaws in this conception for there may be different versions of
the truth, depending upon who is judged to be correct. Does this not
strike a note of caution for the earlier conception of a practitioner
interaction? This problem would appear to underline the essential
element that the discussions with other practitioners should be
critical and not merely looking for similar perceptions. The second

version of truth, that of uncovering or 'unconcealment', would seem to
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be more appropriate. We come to 'unconcealment' by trying to get

beneath mis-interpretation by 'doing violence' and ‘'using a thinking

dialogue'(Palmer 1969) to analyse the original text. As Ricoeur states:
In social science ... we proceed from naive interpretations to
critical interpretations, from surface interpretations to depth

interpretations through ... analysis. (Ricoeur 1971)

Even the addition of this analysis as a stage in action inquiry does
not complete the full reading of the situation, for, having gone
through all the processes already outlined, the practitioner is no

longer the same.

2.4.3 The Addition of Practitioner Interpretation to the Inquiry

The whole of the action inquiry must exist within an action research
framework. New layers of meaning have been sedimented in the biography
by those very experiences of research. When immersed in a project over
a long time several influences upon the researcher become apparent.
Taking a reflective look at one's own practice must affect the
assumptions and values which are held - either strengthening and
confirming them or possibly having a questioning and weakening effect.
This introduction of subtle differences and change in assumption and
value will affect future practice. Studying the literature may change
or confirm assumptions and values in a similar way. Ideas that seem
attractive to one's own personal philosophy may be adopted or modified.
Assumptions and values are again changed, which may well affect the
type of literature selected towards the end of the project. Discussion
and interviews with other co-workers create similar processes. The
whole research becomes a 1living, changing entity and a way of

evaluating these processes is needed.

Methodology Page 17



'Meaning is historical' (Palmer 1969) so that as the research proceeds
history changes and becomes deeper. Much of the material of other
writers and co-workers becomes absorbed and subsumed within what the
researcher might call his or her own. The researcher sees things from a
new perspective. A critical re-reading is necessary to complete the
hermeneutic circle because of the learning that has occurred throughout
the duration of the project. A new and coherent description with
revised conceptual models of the social phenomenon can now be provided

by the researcher.

If during this 'reflecting on a fore-understanding' (Ashworth 1987) the
researcher can show that descriptions provided have passed through the
critical challenge mentioned above and offer a clearer more uncluttered
view of the phenomenon, then it would seem that the wvalidity of such
findings could be claimed to be stronger. Ricoeur (1971) sees this
validation as being a logical process allowing us to argue for or
against an interpretation by suggesting that we should be asking such
questions as: What can defeat such a claim? Analysis is seen as an
attempt to wuntangle and bring out from concealment the logic of the
arrangement of 'bundles of meanings' (Ricoeur 1971), that make up an
explanation. By an examination of the combination of meanings and of
the operations which relate them together, the other end of the
'hermeneutical arc' (Ricoeur 1971) can be reached - that of critical
interpretation. To provide validity through critical interpretation in
the present inquiry it has been necessary to add a further stage, the

'Practitioner Interpretation’.

The form of analysis carried out in this research was to provide an

attempt at a phenomenological description of negotiation, by using the
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totality of the new meanings gained throughout the project, against
which the classroom practice described earlier could be re-examined.
This final process is the attempt by this researcher to 'do violence'
and cast suspicion upon the previous descriptions, which will surely
have contained the hidden prejudices which the researcher originally
carried to the project. The analysis of the phenomenon in this way thus
moves the research from the mere explanation of the original
formulation of action inquiry to provide a critical interpretation and

understanding of the practice of classroom negotiation.

2.5 A Summary of Action Inquiry as Presented

Reason and Rowan emphasise as the basis of all human inquiry, that it
should use a collection and integration of the following techniques:

® The Humanistic psychology of Maslow and others, where the aim is
to promote human growth and development and to help people to
krnow themselves.

m The clinical psychological work of Rogers.

=  Phenomenology where an attempt is made to stand outside the
social phenomena being studied.

m Existentialism where the importance of the researcher being
involved as a whole person and not hiding behind a role is
stressed.

m Experiential research where the researcher not only contributes
to the creative thinking and management but also participates
like the subjects in the activity being researched.

(Reason and Rowan 1981)

The present research, including as it has, elements of all the strands

above would appear to be part of the 'new paradigm research' (Reason
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and Rowan 1981) and the six elements of attion inquiry developed here

lead logically from edch other, answering a series of questions és the

inquiry proceeds.

The Stages, Techniques and Issues Addressed Ddrihg Action Inquiry

STAGE

TECHNIQUE

ISSUES ADDRESSED

1. Practitioner Fore-

understanding

Biographical review

Literature review

What leads practitioners to use this

practice?

2. Practitioner Observation

Case Study

Participant Observation

What does this practice look like?

What assumptions are participants making?

3. Practitioner Interaction

Field Interviews

Survey

How does my practice compare with yours?

Are these the problems and issues?

4, Practitioner Intervention

Action Research

What will be the consequence of my

changing ny practice?

5. Practitioner Interpretation

Phenomenological-
reflection

Revision of concepts

Casting suspicion

What does the pure phenomenon
look 1ike?

How does this pure form match the
practice described?

What has the researcher failed to

disclose?

6. Practitioner Communication

Reporting

Is this what you see?
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The following diagram summarises action inquiry as outlined.

A Summary of Action Inquiry

1 Practitioner Fore-

Understanding | The Literature [«— The Biography of | —
y the researcher
.} The Biography of ¥
the research
2 Practitioner Qbservation Shart terw Case Study — Observation of Rnowing in Action

Video Recordirg of Lessons
Analysis of Interactions

Participant Observation - Reflection om Actiom
Study of Assuspticns
A View of what is Happening

}

Analysis of Data to Identify
the Skills, Strategies and Issues

N

Theoretical
Y¥odel

3 Practitioner Interaction

Field Intervievs ~- Peer Validation 1 [

J

Postal Survey -—— Peer Validation 2

4 Practitioner Interventicns

Action Research

A Selec}.red Problen
—
Fext probles
Fact finding

Report ______..A.»
Acticn Plan

Devised

A

Collect data Iaplesented

and!onitar\_‘/

A

5 Practitioner Interpretation
The Pure Phencmencn
ersus .
» the practice <
Casting Suspicion & Revising concepts
A
. 6.Practitioner Communicaticn |
¥ Reporting through | _ |
Final Report l PME
Figure 2.3
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In the diagram there is a hump on the right hand side in the arrow from
the action research box to the reporting through PACE 1line, this
attempts to show that no report was made through the PACE project about
the action research phase. The reason for this is is described in

Chapter 8.

The six stages of action inquiry justified in this chapter have been
used throughout the project and provide a structure to the remainder of
this report. Icons of figure 2.3 are used as signposts at the head of
each remaining chapter to make it clear to the reader which stage of

the research process is being approached.
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Chapter 3

PRACTITIONER FORE-UNDERSTANDING

The Signpost to Chapter 3

The Literature The Biography of
the researcher

The Biography of 1
the research

Fig 3.1

3.1 What Leads the Practitioner to Use the Practice to be Researched?

Research 1like any other human action and experience (as mentioned in
Chapter 2) is bound to be set within a framework of other activities
and all of these activities will have a biography, sediments, layers of
history, from which the birth of the present and the projection into
the future are spawned. The biography of the whole research situation
must affect what is there to research, who is there to research it, and
how it will be researched. Indeed had the National Curriculum, with its
emphasis upon a mandatory set of attainment targets, arrived in schools
in 1983 rather than the Lower Attaining Pupil's Programme the present
research would never have been carried out at all, for the practitioner
would no doubt have been working from a very different
fore-understanding. This chapter is then an attempt to place the raw
experience of classroom negotiation, which 1is to be observed and

described later, within its contextual framework.
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Practitioner fore-understanding is used here to encompass three areas.
(1) The earlier biography of the researcher.
(2) The starting point and prehistory of the research project.
(3) The review of literature relevant to the project.
Areas 1 and 2 make up the Part 1 of the chapter giving a sedimentation
of the research situation. These are followed in Part 2 by area 3 the
sedimentation of the situation surrounding the project through a review
of the work of others as gleaned from the iiterature relevant to the
project. The 1literature review and the background to the research are
seen as essential to any research project - it is the area of the

researcher biography which is not usually considered.

Being a participant, involved both as a subject of the research and as
the researcher making the study, it is felt that personal biographical
details relevant to the research must be included as a part of the
study, for it is inevitable that our background ethical value system
colours the choices that we make and that this will affect every
decision made with regard to the research process and the classroom
practice being researched. As Denzin states:
It is impossible not to take ethical and value stances in the

process of research. (Denzin 1978)

Indeed Denzin sees this 'making public' the personal values systems as
one of the rules governing sociologist's conduct. This chapter is the
making public of the value stances with which the researcher approaches
this research project. They are unique, never to be repeated, for once

passed they become part of history.
It is felt here that because the researcher is one of the subjects of
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the research, the biographical disclosure must also be seen as an
essential way of uncovering further social contexts of the practice
being researched. Having the role of teacher 'normally' -in this
classroom, but becoming researcher would seem to reverse what Denzin
(1978) terms 'role pretence' (where the researcher becomes participant)
for in the situation described it is the role of researcher which
requires negotiation. Thus it would appear necessary to show the
assumptions behind the practice and the assumptions behind the

research.

The contention apparently being held by those proposing action inquiry
as a research technique is that having a deep and fertile
fore-understanding of the practice being researched puts the
practitioner in the best possible position to perform relevant and
astute work. Is this the case however? The practitioner may perform
without reference to or consideration of the fore-understanding which
he or she has. Is the insider perhaps blinkered and unable to see the
framework in which they themselves reside and act? Is the researcher
capable of seeing the alternative viewpoints available from the one
adopted as his or her own? This disclosure of fore-understanding on the
part of the researcher is the only means available to allow others a

glimpse of the values and ethics of the researcher.

Rowan suggests that in the new paradigm research each researcher should
answer at each point of the research a set of questions which he feels
will reveal the researcher's viewpoint. The points in the research he
refers to are 'Being, Thinking, Project, Encounter, Making Sense and
Communication' (Rowan 1981) and his questions come under the following

eight areas:- 'Efficiency, Authenticity, Alienation, Politics,
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Patriarchy, Dialectical, Legitimacy and Relevance'. The Being, Thinking
and Project classifications would appear to equate in some ways to what
has been described here and also to the fore-understandings described
by Ashworth, those of 'area of interest, interpretive concepts imposed
on the research and personal involvement' (Ashworth 1987). The present
researcher found it very difficult to answer the self questions
suggested by Rowan which perhaps itself shows something about the
efficiency, authenticity and patriarchy which surround the work. It was

preferred to lay things out in a biographical way.

Part 1. THE SEDIMENTATION OF THE RESEARCH SITUATION

3.2 The Biography of the Researcher

During this section of the discussion it has been felt necessary to
move to the use of a more personal style, as an attempt is made to
declare the layers of meaning that have contributed to the biography of
the researcher, creating the stand point that has been taken as the
project is reached. The laying bare of the values and being explicit in
disclosing the fore-understanding will allow a critical appraisal by
the reader that is not normally present in most research presentations.
First there is the historical detail showing the development of the
researcher. This is followed by a description of themes which appear to

be emerging from the historical outline of the biography.

3.2.1 Historical Details about the Researcher

Prior to teaching

m After leaving school I started further education on part time
courses in the so-called “‘'pure sciences' leading to Higher

National Certificate in Chemistry. The courses consisted of

Fore-Understanding Page 26



academic study and practical work following set recipes of
some-what ritualised instructions for the preparation and
analysis of chemical specimens.

® Six years of work, as a laboratory technician in industry and in
a school, with a parallel period leading a successful Scout Group
during evenings and weekends helped me to make a conscious

decision to become qualified as a teacher.

The critical adversaries

8 Also during this time a group of friends emerged with whom it was
possible to discuss, debate and argue over wide ranging
philosophical, moral and other issues - the critical adversaries.
Their questioning, often severe, of methods used in the classroom
and the philosophical underpinnings of these methods has
continued throughout PACE and through the duration of the present
research. The efforts of these critical adversaries has 1 am sure
led to the self-questioning which has occurred throughout my
teaching career and influenced to some extent the present

research process.

Teacher training

m I undertook a full time three year course in science and
education which involved some modular work, choice and self
direction. The course was not academically rigorous enough to be
accepted as Bachelor of Education degree material. Transfer to
such a course in another college to undertake studies for the
Bachelor of Education degree was unsuccessful. I felt that it was
too much like school. Having been engaged in the planning of a

curriculum of sorts for the Scouts and having faced some
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thinking, planning and organising my own curriculum it was
impossible to repeat science lectures which were no longer of
interest to me. The Certificate in Education was completed in the
original institution. |

m Some of the assignments for the education course were open ended
enough to allow some practical work and observations e.g. during
one study a set of Vigotsky's (1962) blocks were made and used to

make small scale observations of language development

Teaching prior to PACE

# I started teaching science and mathematics, and was also involved
in a team teaching situation, planning, teaching and evaluating
modules of social studies work.

m I showed an early interest in non examination work through the
Nuffield Secondary Science Project.

# I became a member of the LEA social education working party and
undertook much in-service training of a socio-psychological
nature eg. pastoral care, counselling, behaviour modification

etc.

® I undertook further part time study with the Open University (OU)
obtaining credits in a variety of courses which led to a Bachelor
of Arts Degree:
'Technology for Teachers' involved practical assignments of
a technical nature;
A 'Humanities Foundation' course with an introduction to
politics where particular interest was shown in the Marxist
view point.

'Personality and Learning' which revitalised my interest in
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the psychological aspects of learning, but also forced me to
look more closely at the humanistic school of psychology and
the work of Rogers 1969 and Maslow 1968 etc..

'Reading Development' where a practical assignment was again
carried out involving a small scale investigation into

mis-cue analysis with a small group of pupils.

¥ I had for some years been involved in small scale trial and
experimentation in my classroom with such techniques as
individualisation of work and choice of projects, the contracting
and personal progress charts of Weber (1978,1980) and I was using
these as a means of improving the motivation, self image and
performance of the least able secondary school pupils, with whom

I now spent almost all of my teaching time.

Joining PACE

» I was somewhat reluctant to become involved in the PACE project
when it was first mooted by a Deputy Head Teacher. Was I stuck in
a rut after twelve years of teaching? I was however chosen as a
member of the team of teachers and two support teachers who were
to initiate the changes to be introduced.

m I felt that the IS course may well have developed in any case but
the PACE project speeded up its . development by forcing us to
consider alternatives, but also by setting deadlines by which the
courses should be ready. At this time the IS course was seen as
the weakest link in Holgate PACE

» Through the PACE project I was asked to explain my practice to

others: teachers, head-teachers, lecturers, researchers,
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inspectors, HMI and even the Secretary of State for Education.

®» The PACE project also gave me time to evaluate and reflect upon
the practice that I had been developing.

. As mentioned later PACE provided a large amount of in-service
time for the teachers involved. I took advantage of much of this
training to look at such areas as: 'Problem Solving', 'Games and
Simulations in the Classroom', 'Instrumental Enrichment’,
'Negotiated Learning', 'Computers in Education', 'Talking and
Learning' and 'the Teacher as a Guide and Counsellor'.

# The PACE project made me dip my toe in the literature of
education once again, for I am the type of person who will not
read for pleasure. The type of book which I want to read is not
easily available in the local library and I need a stimulus to
force me to read. PACE became such a stimulus. The areas of
initial impact were those of 'individualised learning’,
'contracting' and special education, for example (Davies 1978,
Weber 1978,1980, Hinson and Hughes 1982, Pring 1984a).

®m The inservice programme of PACE introduced me to the ideas of
others but it also forced me into centre stage - for more and
more I was being asked to describe and explain my practice to
other teachers.

®» The project evaluator of PACE also gave me the impetus to think
about researching my own practice. Through discussion and joint
planning a small scale evaluation exercise was undertaken and
reported through PACE

s Initially I did not consider what I did in the classroom as
negotiation. The evaluation document (Froggatt 1986) although it

is called 'Negotiating an Alternative Curriculum', in thirty
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three pages of prose only uses words based upon negotiation on
twelve occasions. Throughout the PACE project I introduced and
learnt with the pupils techniques which gradually became known as
'negotiation' and 'negotiated learning'. These strategies became
incorporated into my everyday practice.

¥ The final year of PACE was to be a year of dissemination and
staff working on the project were asked to consider submitting
reports and evaluation papers based upon case data of some type.
This gave me a chance to collect and record evidence of classroom

negotiation.

3.2.2 Themes Emerging From the Historical Outline.

Disappointments

It was a shock and disappointment for me, involved as I was in the
'negotiation of learning', to hear and read the HMI findings (see page
1). Slowly I began to realise that HMI had isolated a need for greater
knowledge and understanding about what was involved in negotiation.
There was disappointment with myself for not having a clearer
understanding of what I did seemingly automatically in my classroom. I
claimed that I was negotiating with my pupils but nowhere was the
process described clearly. There was a certain disappointment with the

educational literature for there were no clear cut answers here either.

Personal development

Through the Open University and PACE I found that I could write
material understandable to others. I had also started to evaluate the
action steps which I undertook in the classroom in a more systematic
way. Having to explain myself to others has created times of self doubt

but more and more I am able to approach the other person on equal
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terms, with the acceptance that they may be able to grasp ideas more
quickly, but that given time I have enough intellectual toughness and
capability to cope with tasks that I undertake. The PACE evaluator
encouraged me to undertake further development by researching my own

practice in an attempt to gain a higher degree.

Relationships in the classroom

There are obviously many assumptions which underpin 'negotiation' as a
choice of teaching method. However it must be said that at the start of
the project these assumptions were unclear and not closely examined
Negotiation seemed to fit with the philosophy of what I was trying to
do in my classroom. I was wanting to create positive rather than
negative relationships with the pupils and to get them involved in work
of an inquiring, practical and problem solving nature. Through the
in-service training course and the Open University courses I had come
to accept that learning was greatly influenced by not only the nature
of the teaching materials but also by the motivation and self esteem of
the pupils. I had come to value the pupils as people, not persons to
receive what I had to teach them. A philosophy of teaching appears to
be emerging which has drifted away from the academic transmission of

knowledge towards the education of the whole person.

Political influences

The setting up of the research programme was initially seen as a part
of the final year of PACE reporting and dissemination and as such it
was influenced to some extent by the evaluation team and the support
teachers, but their inflﬁence was only minor. In order to use the
Nottinghamshire County Council in-service training budget to pay my

fees I was interviewed about the research proposal by a member of the
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local advisory and inspection service, but this appeared to be a
formality as no attempt at re-direction was made. Thus the project was
only affected politically by my own personal views and the politics
already surrounding PACE. My own views I would declare as apolitical -
not following a particular party and having no desire to vote for one
at elections. If pushed, I would have to confess to some idealised form
of democracy where everything was owned by the state, no-one made a
profit at the expense of another etc. I had therefore not examined the
politics of the PACE project, the politics of the Holgate school system

nor the politics of my own classroom.

Identifications

I feel that I identify with change and development in education - the
PACE programme at Holgate was seen by me as minor tinkering - I didn't
feel that the changes had been sweeping enough. After many years of
teaching the less able and least motivated pupils I felt that I
understood their problems and I was wanting to help them become
motivated towards learning new skills though not necessarily those of
an academic nature. I identified with the needs and problems of other
teachers who were willing to consider negotiation in their own
classrooms and finding it difficult to come to terms with such a
process. I had been through these experiences. I identified most
closely with the research project which was planned because I had been
forced into sitting down and planning what was going to happen - I felt
that the project belonged to me - it was to be in the true spirit of

self-directed learning.

The researcher role

I had found through the PACE evaluation studies that I was capable of
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describing‘ and explaining the practice in my classroom and felt ready
to accept with confidence the role of teacher/researcher, Initial
presuppositions that I held, about the area of interest that the
research itself lay, were fairly naive. I needed to search the
literature of education and possibly those of politics and
commerce/industry. In the educational field such areas as: autonomy,
child centred education, contract learning, co-operative learning,
experiential learning, goal setting, guidance and counselling,
humanistic education, individualised learning, learner managed
learning, open education and self directed 1learning appeared to be
starting points but I feel that I kept an open mind. Initial
interpretive concepts seemed to be that the practice could be analysed
in a scientific way using some sort of analysis schedule which would
tell us all we needed to know about the negotiation process. However
there has been a movement in values from the pure sciences and the

quantitative order towards work of a more qualitative nature.

A changing fore - understanding

The basic action inquiry methodology, mentioned earlier, was chosen;
but a deeper immersion in the project itself and the 1literature of
negotiation brought about changes in the fore-understanding of the
researcher - the study moved from mere description of practice to a
desire to provide a deeper interpretation and understanding of
negotiation itself and there appeared a developing realisation that
this work had the potential for a doctoral thesis, if I could sustain
the pressure of working full time, researching part time and living a

normal family life some times.
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3.3 The Pre - History and Starting Point of the Research

3.3.1 Background Prior to PACE
For well over a decade schools have been getting messages of reform
from many quarters. HMI in the document "Curriculum 11--16" pointed out
that:
The education system is charged by society ... with equipping
young people to take their place as citizens and workers in adult
life ... secondly there is the responsibility for educating the
'autonomous citizen', a person able to act for herself or
himself, to resist exploitation, to innovate and to be vigilant
in the defence of liberty. (HMI 1977)
In most secondary classrooms the teacher accepts responsibility for
what is 1learnt in the classroom. Subject areas follow exam syllabuses
and these further dictate what knowledge the teacher needs to get
across to the pupils. Pupils then are trained to follow the recipes
planned out for them by the teacher. The teacher knows all that there
is to know about a particular subject area and there has traditionally
been little chance for pupils to practice choice, responsibility, or
autonomy. As Skager points out
The ordinary school has been castigated by contemporary
educational reformers for fostering dependency and passivity in
learners rather than independence and motivation to learn.

(Skager 1984)

It is not only from the educationalists that these messages are
emanating, employers are taking up the criticism with regard to
industrial 1life. One such employer suggests that some of the reasons
for pupils' failure to fit into industrial life are caused by schools,

for they do not:
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® Allow pupils to develop responsible and co-operative
relationships with a wide range of adults.

m Allow pupils involvement in and responsibility for what they
learn.

m Allow adequate formal preparation for some of the adult roles

that pupils will take. (Hinson and Hughes 1982).

The Institute of Personnel Management in its report 'What Employers
Look for in School Leavers' takes things further and states that
because of the rate at which change is occurring in society and the way

m  People who can cope with adapt to and manage change.

Confident and competent learners.

m Those willing to continue to learn.

m People able to find out for themselves what they need to know.

m People capable of taking responsibility for themselves.

m People who can work as a team.

m Those who are capable of logical thought and creativity.

m Those who know their strengths and skills and can build on them.

(Institute of Personnel Management 1980)
They are obviously implying that schools do not provides these.
In 'Manifesto for Change' ( TES. 1981 ) a socially wider group of men
and women distinguished in the fields of science, industry, politics,
journalism, the arts, the church and education make similar criticisms
and recommend that schools change to accommodate the skills and
abilities required by the modern world.

Pupils themselves have made their voices felt saying,
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That the curriculum was irrelevant, academically too demanding or
plain boring ... Research shows that seventy percent of talk in
class is Teacher talk, pupils being talked at every day for five
days a week. It sounds boring and it is especially for pupils of

low ability. (Mooney and Jones 1988)

Beside this general castigation of schools and their methods particular
note was being made of the provision for the lower attaining pupils.
HMI in their reports and surveys made it clear that schools were
offering curricula which were narrow, undemanding, lacking in coherence
and seldom pitched at a level which demanded worthwhile achievements.
Course objectives for this type of pupil were often unclear, or when
clear often inappropriate, and expectations were frequently unduly low

among both pupils and staff (DES 1979, DES 1985).

3.3.2 The Lower Attaining Pupils' Programme

It was in this climate that the Lower Attaining Pupils' Programme was
initiated. At a speech to the Council of Local Education Authorities in
Sheffield in July 1982 Sir Keith Joseph then Secretary of State for
Education announced plans to make available funds allowing the
introduction of a programme of curriculum development projects 'to
improve the education of lower attaining pupils especially in the

fourth and fifth years of secondary school'’

The aims of the Lower Attaining Pupil's Programme have been summarised

as follows:

® To improve the educational attainments of pupils mainly in years
4 and 5 for whom existing examinations at 16+ are not . designed

and who are not benefitting from school;
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m To do this by shifting their education away from narrowly
conceived or inappropriate curricular provision and teaching
styles to approaches more suited to their needs and by giving a
practical slant to much of what is taught; to prepare them better
for the satisfactions and obligations of adult life and the world
of work; and to improve their self respect and motivation.

(HMI. 1986)

All English Local Education Authorities (LEAs) were invited to put
forward submissions to be included in the programme. Nottinghamshire
was one of thirteen authorities whos proposals were accepted early in
1983. Initially The programmes were to run for three years beginning
September 1983 and their organisational pattern was allowed to be wide
ranging - some LEAs choosing to work through a central team of
development leaders involving all the schools within an LEA others
relying on school based developments, in two cases based in a single
school. The Nottinghamshire (Notts) programme entitled Projects in
Alternative Curriculum Experiences was a school based project involving
four schools, in widely different geographical locations within the
county. The schools however did have the backing of a centrally
resourced team of support teachers seconded to particular schools for

the duration of the project.

3.3.3 The PACE Project
The Notts County Council submission to LAPP was based on two
assumptions.
Firstly, that the existing curriculum is failing to meet the
needs and aspirations of the less able 14-16 year olds and that

schools find it difficult to propose and carry through radical
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curriculum alternatives. Furthermore there has been a tendency in
the secondary school curriculum to fragment learning into subject
packages where essential life skills are often assumed to be in

another subject.

The second assumption is concerned with the ironies of
institutional behaviours. Many teachers, schools, and their
advisers voice the unease outlined above yet still find
themselves unable to break free from a traditional view of
society's expectations. In other words, few teachers, schools
and advisers find it comfortable to move from the accepted norms
for the curriculum. This in turn produces a stereotyped
curriculum where didactic methods predominate because the
perceived goals are examination results. Thus the very 1laws of
assessment and the curriculum they produce are bound to result in
some pupils not only failing, but becoming educationally
disenfranchised.

(Nottinghamshire County Council 1984)

These basic assumptions led to the aims of the Nottinghamshire
submission being related both to students and staff alike. The general
aim of the project was to develop courses which would recognise the
needs of the 1less able fourteen to sixteen year olds - particularly
post school needs. The aims of the project for staff were related to
professional development and although the researcher was involved in
this professional development it is felt that the emphasis of this
present work is directed towards those aims which relate to pupils and

their learning experiences, as shown below:
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® To develop a relevant education for the bottom 40%.

® To develop courses which increase motivation to learn among low
achieving pupils.

» To expand the range of the curriculum through the enhancement of
practical learning approaches including the use of the local
non-school based community resources.

® To develop courses which enhance students' basic skills of
communication.

= To design programmes which introduce the pupils to the world of
work through the involvement of local industry, commerce, and the
caring and community agencies.

m To provide curriculum opportunities where pupils power of
reasoning and independence may flourish.

m To provide curriculum opportunities for the development of
personal and community responsibility.

m To provide courses which enable pupils to develop personal
interests including the skills of leisure and the creative use of
time.

(Nottinghamshire County Council 1984)

3.3.4 The PACE Project at Holgate School

The Holgate school at the time of inception of the project was one of
the largest comprehensive schools in the county with some nineteen
hundred pupils and one hundred and six staff. IS at the school had been
developing over a number of years. The pace of the evolution was only
speeded up by the school being accepted by the county as one of the

four being involved in LAPP.

The school is in a town with a population of approximately 28,000 on
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the fringe of a large Midlands city. Its catchment area is a mix of
privately owned and council housing. The social composition of the
pupils is mixed, but with a significant proportion from lower
socio-economic groupings. The proportion of ethnic minority pupils is
very low. The main employment was provided by mining, together with
some textiles and light engineering. The mine has now closed and
employment patterns are changing somewhat, thus 18% of fifth form
leavers in 1988 were able to find local employment, with a further 50%
taking up Youth Training Schemes and some 25% entering further

education.

The school is an 11-18 mixed comprehensive, formed in 1976 by the
amalgamation of two secondary modern schools and a technical grammar
school. Two separate buildings, approximately 200 metres apart now
provide the accommodation on a site with extensive playing fields. The
1988 school roll was 1420, which represents a significant decline £from
the start of the project and in that year there were eight forms of
entry into the first year with a teaching staff of 90. The curriculum
aims of the school were reported by one of the deputy head teachers as
being:
The curriculum in all its aspects, both formal and 'hidden’,
reflects the aims of the school, in that it seeks to provide
equality of opportunity to all pupils within a structured, caring
community. It aims to provide a balanced education for all, that
will, through the provision of significant learning experiences,
allow each child the opportunity to develop his or her potential
to the full, and yet remain relevant to the society in which he

or she is to live. (Flintham 1988)
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Initially taking part in the project was not seen as action research,
nor did the aims identified by the LEA or the DES impinge upon our
consciousness or the work we talked of doing. The PACE team did
identify the following aim that 'the project is concerned with the
connection between underachievement and dissatisfaction and the school
curriculum'. The acceptance of the school's bid to be involved in the
project gave team members three valuable ingredients not normally
available to teachers - time, support and open involvement.

Vital Ingredients Provided by PACE

" Time to reflect upon one's own practice and that of others.
] Time to discuss openly and critically.
] Time to plan.

L] Opportunity to take risks, but in a supported way, through
the team and through the support teachers working in school.
" Time and support for observations to be made, analysis to

be considered and evaluations to be reported in an open way.

Table 3.1

The starting point of the project was an analysis of the existing
curriculum and a survey of the opinions of the pupils (Raffell et al
1983). Prior to PACE the low ability and many of the least motivated
pupils were removed from the main stream and taught in General Studies
classes. The General Studies pupils only joined the rest of their peers
for Registration, Physical Education and Creative Arts subjects. The
remainder of their timetable consisted of Mathematics, English, and
Humanities taught by one member of staff, together with special courses
arranged for them. These varied from year to year depending upon the

expertise of the staff available.
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In the investigation of the connection between underachievement and
disaffection in our school curriculum several areas were identified
where it was thought that development was needed. One of the areas
which needed special attention was the General Studies group, because
of the ‘'negative labelling effect' which it was creating amongst the
students; and 'the fact that they were unable to take part in the main
stream options and felt‘cut off from the rest of the school' (Raffell

et al 1983)

Individual Studies was established to ensure that the General Studies
type pupil did not lose the stability that they gained from being with
one member of staff in a caring situation. The teachers thought that
the pupils would fall into the following types:

Pupil types in Individual Studies

L] Other teachers did not want to teach them.
n They have learning difficulties.

u They have limited ability, .

[ They tend to be apathetic.

] They have difficulties in concentrating.

N They show disruptive tendencies.

n They show signs of insecurity.

Table 3.2

3.3.5 The Individual Studies Programme

In years four and five pupils now study a common core of subjects,
comprising Mathematics, English, Physical Education, and Creative
Studies. Pupils also study five option subjects chosen from an
extensive programme which is common to all pupils. Subjects are offered

to GCSE levels as appropriate to the pupils following the course, with
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the exception of the PACE courses introduced during the project. These
courses are 'Plants and Animals', 'House and Home', 'Science at Work',
'Local Studies', 'Information Today' and 'Individual Studies'. They are
internally certificated (non examination) courses, allegedly available
to all fourth and fifth year pupils, and were all devised as part of
the schools participation in LAPP. Part of the revised plans made for
the project pupils in the 1light of the survey was the provision of
flexibility, as wellbas shelter and help for those in need of this,

through the individual studies programme.

Initial thoughts were of modules of work with supplies of suitable
materials, well thought out teacher produced assignments, and a series
of short frequent module tests structured for success, which could be
used in some way to produce a certificate of individual competencies.
The school was requiring these pupils to join this course. They had no
choice. The teacher was in control of all that was to be learned and
how and when it was to be assessed. It was time to re-examine the
assumptions being made by the teacher. How could this style of course
re-motivate the pupils and create the desired autonomy? Individual and
group contracts, as proposed by Weber (1980), had been found to produce
some increase in motivation with the general studies pupils and it was

thought that these could be modified to be used with the IS pupils.

The Individual Studies course was to be a "NEW IMPROVED" general
studies course without the label. It was to assist pupils who needed
extra help and support with their school work and encourage them to
take increasing responsibility for their own learning. Each pupil would
be working on an individual time table discussed and devised with the

IS tutor.
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The opportunity to replace one or more option choices by an individual
studies programme is available to pupils with special educational
needs. Upper school IS at Holgate school takes place during the option
time of the fourth and fifth year. Students, who show some or all of
the problems mentioned earlier, are identified in the 3rd year by their
teachers and tutors in the Lower School and they are 'advised' by the
staff to choose a number of IS options to replace other option choices.
The number of choices may vary, between one and three options out of a
total of 5 options, depending on the needs of the pupil. IS pupils have
therefore a limited choice of options and no real choice about joining

IS, unless their parents specifically object.

Individual Studies is only mentioned briefly in the option booklet
issued to the third year, where it is described as "a course designed
to assist pupils who need extra support with their school work." The
teachers feel that they have to do a special selling of IS, convincing
the pupils of the merits of joining. Potential pupils are therefore
addressed as a group about the Individual Studies course and how it
differs from the Lower School work in which they have been involved.
Students from the Fifth Year are encouraged to join in  this
introductory talk and have shown slides and videos of their work.
Individual students are then seen by the tutor from the fourth year to
discuss option choices, individual studies and particular problems they
might be encountering in making these choices. Parents are informed of
the recommendation to join the individual studies course by letter and
are invited to attend the parents' evening, option evening, and make

appointments with IS staff to discuss the recommendations made.
In the first year of the project all except one of. the students had
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reading ages at least two years below their chronological age as shown
by 'The Gapadol Test' (Mcleod and Anderson 1973), 63% scored below 50
on 'The Mathematics Profile' (France 1979), and 88% scored below 90 on
'The Non-verbal Reasoning Test' (Calvert 1970). None howeéver were
'statemented' as having special needs. The present pupils, although
they have not been tested in the same way, display similar
characteristics. Some tend to be apathetic whilst others have
difficulties in concentrating and show disruptive tendencies. Some
students show signs of insecurity, have problems with attendance, and
were present less than 60% of the required time in their third year
classes.

Range of Provision in IS

Number of options attended 1 2 3
Number of boys 3 11 4
Number of girls 3 5 0
Total Number of Students 6 16 4
Overall Number of Students - 26

Table 3.3

As the IS course operates over 4 options during the week, the student
personnel varies from option to option. The maximum size of group in
any one option is 15 students. The IS course is staffed by two male
teachers one being the‘tutor to the fourth year the other the fifth
year tutor. The IS tutor also teaches one of the fifth year bottom sets
for English and mathematics as it is here that IS pupils wusually find
themselves for these subjects. Thus IS, Maths and English along with
timetabled counselling periods specifically to see the IS pupils make

up the bulk of the IS tutor's time table.

The IS course was developed and modified as time progressed, the
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contracting procedure being the area most modified. The modifications
were made after making mutual observations of contracting, each tutor
observing the other, checking against a ten point list of our own
devising but based upon the work of Davies (1978), attempting to answer
the question - Was what the teacher thought should be happening during
contracting actually happening? Cradually during this initial
development phase it was realised that pupils' self recording through
the 'Record of Personal Experience' (Stansbury 1986) was not a
sufficient record and that some form of teacher pupil evaluation and

assessment procedure was required.

At about this time members of the team were asked to make contributions
to the site study of PACE being prepared by Sheffield City Polytechnic.
The IS teachers felt that they had a contribution to make. The work on
the project was now being considered as action research and the
contribution made by the Individual Studies department (Froggatt 1986)
contained a review of the following areas:

IS Areas reviewed in the Site Study

® Analysis of pupil attendance,

# Topics undertaken and the style of end product.

m Pupil capabilities and their comments from certificates.

m Staff opinion sampling through informal and formal meetings
including the changing role of the teacher.

" Pupil opinion sampling through peer interviewing and through
the use of Nominal Group Technique.

m Hypotheses that might be tested.

»  Changes thét had been planned.

®m The essentials of the IS programme.

Table 3.4
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Having now had time to assimilate the Notts LEA submission it was felt
that our aims were coming closer to those of the submission and they
were finally written down in a formal way as follows:

The Aims of the Individual Studies Course

# To allow each individual to develop to his or her full
potential.

®» To give success, to build on that success, giving more
confidence and a sense of personal achievement.

¥ To increase motivation to learn amongst 1low achieving
students. .

¥ To provide for its students time to balance their general
education.

# To help every student to acquire the relevant knowledge,
skills and experience to exist in modern society.

®» To provide shelter and help for some students who could not
cope with the full range of option choices or examination
subjects.

m To provide practical approaches to learning including the use
of local resources that are not school based.

m To provide opportunities for students to use their powers of
thinking, reasoning, and communication to develop independence
from teachers.

¥ To enable students to develop personal interests including the
creative use of time and leisure.

8 To give students the opportunity to make choices, plan, carry

out and evaluate the tasks which they feel are relevant.

Table 3.5
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Negotiated contracts were now seen to provide the framework in which
these aims could be practised. Students were asked to identify their
particular support needs, to choose projects and select problem solving
activities. Negotiation then took place with the tutor prior to the
completion of a learning contract for the individual student. The work
was chosen, designed, organised, carried out and evaluated by the
students with discussion, guidance and counselling of their tutors.
This process had become known as 'negotiated learning'. The essentials
of the individual studies programme were found to be:

The Essentials of the IS Programme

m The use of pupil planning and negotiation.

m  The use of counselling periods.

m  The development of pupil skills.

m The written contract.

m Practical experiential approaches to learning.

m The use of pupil self evaluation and assessment.

Table 3.6

3.3.6 LAPP Revisited

There was a diversity of approach among the LAPP projects (Weston
1986), but independently many projects had included attempts at
negotiation with the pupils (Schofield 1983, NFER 1984, Cockett 1985,
HMI 1986, Froggatt 1986, 1988, Manchester City Council 1986,
Northamptonshire County Council 1986). It was thought that pupils who
were treated in a more adult fashion and included in the decision
making process were likely to behave in avmore adult and responsible
manner (Cockett 1985). The approach is exemplified through activities
which try to involve pupils in the planning and decision making

sequence; defining the questions or problem, generating alternative

Fore-Understanding Page 49



solutions, evaluating them and reaching a decision (Weston 1986). The
Oxfordshire Skills Programme put it another way in that it sought to
achieve its aims by encouraging talk and negotiation, providing a
structure for problem solving and decision making. (Oxfordshire County
Council 1986) Many projects are explicitly trying to develop skills
such as the ability to argue a case and listen to others. Others
however feel that 'negotiation is the key to the realisation of the
alternative curriculum which is relevant to the pupils' (Schofield
1983). The LAPP schools felt they had stumbled across a process which
helped them to fulfil the aims of the programme but the reporting HMI,
as mentioned earlier, felt that the method was promoting 'laissez

faire' attitudes.

3.3.7 The Essence of the Research Situation

Teachers in general were in a situation where reform was being called
for particularly in the education of the least able pupils. Their
education being seen as not merely the acquisition of academic
qualifications but of a more wide ranging nature. LAPP was offered to
some of the teachers who took up the challenge to reform and attempted
a variety of solutions to the problems of educating the lower attaining
pupil. Many of these involved attempts at negotiation with pupils. The
HMI, however, having observed the negotiations, felt that they did not

match their own ideals and seemed to be little understood.

On the other hand within one of the LAPP schools where this so-called
negotiation was said to take place there was a situation where a
dissemination exercise was about to commence. There was some time,
money and support available to help teachers to produce case studies of

the practices that had been introduced during LAPP. There was also a
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teacher caught up in the mesh of negotiation and dissemination
apparently at a stage of personal development capable of providing a

study which could deepen the understanding of classroom negotiation.

Part 2 THE SEDIMENTATION OF THE SITUATION OF OTHER PRACTITIONERS

3.4 Negotiation in the Sociological Literature

It would seem hardly surprising that teachers do not fully understand
negotiation or how to carry it out in the classroom. The theory of
negotiation behaviour is a relatively new study for even the social
psychologists - the pioneering work being started as recently as 1964
(Druckman 1977). Yet some writers feel that ours is the age of
negotiation, where it has replaced the rights of higher authority to
make decisions without any consultation (Zartman 1976, Pruitt 1981) and
it has become part of everyday life, especially of those involved in
professional occupations (Sisson 1977, Kennedy et Al 1987, Fowler
1986). In his article on the teaching of negotiating skills to
managers, Bennett notes, that such tasks as forward planning, control,
organisation, counselling and guidance, relationships with customers
and other workers would be impossible without negotiations (Bennett
1986). Even the writers of ‘Manifesto for Change' in education
recognise that we are past the days when the young will accept

authoritarian edicts on trust as a basis for their lives. (TES 1981)

3.4.1 Some Definitions of Negotiation
The root of the word negotiation lies in the Latin:
neg - meaning not and otium - meaning leisure or ease,

Literally then negotiation means not idleness - not at ease with a
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situation. Dictionary definitions tell us that negotiation is a course
of treating with another to bring about some result. To negotiate is to
confer with another for the purpose of arranging some matter by mutual
agreement (Oxford dictionary). Social scientists had converted the
words confer and treating into a 'form of interaction' and in an early

dictionary of social sciences negotiation had become:

A form of interaction through which (parties) ... try to arrange
... @ new combination of some of their common and conflicting
interests.
(Ikle 1968)
Those self same conflicting interests however appear to have divided
the negotiation theorists into three different yet inter-connected
camps. Dean Pruitt expresses the three differing stand points as three
functions of negotiation which he sees as;
m The mediation of social change.
m The development of longer term policies about roles, obligations
and privileges.
® And thé development of specific agreements.

(Pruitt 1981)

3.4.2 Three Differing Conceptions of Negotiation

Much of the previous work has been carried out by sociologists (Schutz
1962,1964,1972, Blumer 1969,1971, Goffman 1969,1970) and social
psychologists (Young 1975, Borden and Stones 1976, Zartman
1976,1978,1988, Druckman 1977, Pruitt 1981) as well as those involved
in industrial/commercial settings (Bartos 1976, Sissons 1977). From
this work the sphere of negotiation can be represented as holding apart

the poles of three inter-related continuua.
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The Sphere of Negotiation

Social Order

Decision by Authority

Conformity

Figure 3.2

The first of these conceptualisations sees negotiation as an essential
process of everyday social interaction, filling the divide between
individual action and disorder at the one extreme and accord and social
order at the other. Next there is the conflict model where negotiation
separates confrontation from acceptance and conformity. Finally there
are those who hold that negotiation is on the continuum between
decision by authority and the truly 1laissez faire situation where

everyone makes individual decisions without reference to others.

Each of the three different views of negotiation has its own use of the
word. The symbolic interactionist perspective often attributed to
Blumer, but having its foundations in the work of G.H.Mead, describes
negotiation as:
One of the important processes by which soqial action is
constantly being constructed, modified , checked and recommenced
in everyday life. (Blumer 1969)
Other workers who have viewed negotiation as a form of conflict

management have defined it as:
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A form of conflict ( where one party tries to influence the other

and the other resists ) or conflict resolution because as the

negotiation proceeds the opposing parties examine and rectify the

causes of the conflict. (Pruitt 1981)
Finally negotiation has been described as:

A form of decision making in which two or more parties talk

together in an effort to resolve their opposing interests.

(Pruitt 1981)

Whilst 'Much of the theory appears to be confusing and some what
contradictory' (Bennet 1986) often it has been derived from 1laboratory
studies of game situations and is described in quasi-mathematical
formulae (Young 1975, Wall 1985), which are of 1little use to the

practitioner.

3.4.3 More Recent Literature of Negotiation
Zartman however in a recent attempt to rationalise the common elements
and remove some of the confusion of this conflicting theory, suggests
that behind the analytical diversity there lies a single phenomenon
which he redefines in simple terms.

Negotiation is a process of combining conflicting positions into

a common outcome by joint decision. (Zartman 1988)
The recent literature of negotiation has sprung from studies within
commerce and industrial management situations. Many of these works take
the form of 'How To Do It Guides' (Bartos 1976, Fisher and Ury 1982,
Sparks 1982, Kennedy 1984, Guder 1985, Karrass 1986, Kennedy et al
1987, Le Poole 1987, Calero and Oskam 1988, Lunn 1990). Others
emphasise the skills and abilities of the negotiator (Bacharach and
Lawler 1981, Scott 1981, Raiffa 1982, Nyerges 1987, Davies 1988, Moores

1989). All appear to be stressing the problem solving-decision making
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process involved in coming to an acceptable working agreement.

Some theorists suggest that the common elements which make up
negotiation are 'bargaining, debating and influencing' (Druckman 1977,

Wall 1985).

®m Bargaining takes place when parties attempt to agree on an
accepted outcome although they hold differing preferences.
®m Debate is characterised by discussion, explication, posturing and
persuasive appeals. Debate can act as part of the influencing
technique or it can help to resolve problems, explaining
differences and similarities of understanding or the differences
of personal value.
® Influencing is usually performed by persuasive means, which can
be hard (by threats) or soft (by promises), but occasionally the
influencing may take the form of a show of power or coercion.
Other social scientists however, who consider negotiation to be part of
decision making, suggest that it consists of two phases. The first of
these is problem solving, in order to establish alternative solutions
and define the 'pay offs' of these solutions. This could equate to the
debate phase of Druckman's work. The second is a form of bargaining in
order to isolate one set of these possible solutions to be the solution
(Bartos 1976). This would equate to a joint bargaining and influencing

phase as suggested by Druckman.

Fowler, modifying the earlier work of Strauss (1978), has provided some
further points to help us towards a more detailed analysis of the
hidden concepts of negotiation. These are taken up again in Chapter 7,

but are essentially as follows:
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® Negotiation involves two or more people or parties.

» The process is one of face to face interaction between people.

® The parties need each 6ther's involvement in achieving something.
» Parties consider negotiation the best way of working.

m Parties start with differences.

» A party must consider that it can change the other's position.

m A party hopes for an outcome that it can accept.

m Each party has some degree of power over the other.

» The process itself and the outcomes reached are influenced by

human attitudes and emotions. (Fowler 1986)

3.5 Negotiation in the Educational Literature

In the educational context negotiation as a concept which occurs in a
classroom would at first glance appear to be less studied than it has
been by the social-psychologists. Negotiation in the classroom has not
yet reached the important stature of being included in the current
ERIC. Thesaurus. The only type of negotiation mentioned here being that
of bargaining between teachers and their paymasters. There is as yet
little British 1literature or research directly relating to studies of
negotiation taking place within the classroom. There are no reported
British theses on negotiation in the British Educational Theses in the

years 1952-1983 inclusive.

3.5.1 The Rise of the Usage of Negotiation in Educational Literature

There has however, since the mid nineteen seventies been an increasing
usage of the word negotiation in the educational literature, mirroring
the rise in publishing of text relating to negotiation from the world

of sociology, psychology, politics, business and industry.
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Many of the earlier educational uses of the word negotiation appear to
follow the interactionist perspective proposed by Blumer. These earlier
uses also reflect the division amongst the negotiation theorists.
Negotiation on the one hand being used to describe a natural form of
on-going interaction between the teacher and pupil (Delamont 1976), a
way of developing attitudes and the processes of social order within
the classroom (Martin 1976, Weston 1979, Hammersley 1979, Ball 1980,
Denscombe 1980, Pollard 1980). The term negotiation here is being used
as a probing for common ground and is seen as containing all the
elements described by Druckman - bargaining, debate and influencing. It

recognises a willingness by the parties involved to come to agreement.

On the other hand there are those who have followed the second
description of negotiation, who see it as a form of conflict management
which can be used as part of the survival strategies of both the
teacher and the pupil in the classroom (Woods 1978, 1979, 1980a, 1980b,
Reynolds 1976, Hargreaves 1979) and 'adopted when normative methods
fail' (Cohen and Manion 1981). Negotiation here is seen as a form of
bargaining ‘'based on the principle of exchange' (Cohen and Manion
1981). The differing positions do, however, define some of the
concepts of classroom negotiation. As well as re-iterating the concepts
noted by Strauss, negotiation is seen as an essential part of the
social system and as a mechanism for realising the curriculum. Indeed
Martin concluding his book states that:

Negotiation must be seen as a natural state of human activity,

even in the schoolroom. Hence, it is not to be stamped out but

harnessed for the good of the aims of education.

(Martin 1976)
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Interesting and informative though these works are in describing the
informal negotiations which no doubt do take place within the
classroom, both to provide a social order and to manage the conflicts
which arise, they are not the concern of this work. We are concerned
here with the way in which decisions are made during the negotiated
management of learning and as such we must examine more closely this

element of negotiation theory.

3.5.2 Negotiation as Part of Classroom Decision Making

The third continuum of the educational writers is that of negotiation
as a decision making process. At one end of this spectrum would be a
truly anarchic, 'laissez faire' situation where the teacher and
probably the school itself becomes redundant, the pupil making all the
decisions with regard to 'his own unique curriculum, where he asks and
seeks answers to the questions raised by his own experience.' (Truefitt
and Nevell 1973) The other extreme would appear to be the traditional,
autocratic, transmission model of teaching, where the teacher knows
best about all that is to be learnt. This is based upon a mandatory
curriculum set by either public examination systems or the government
(Hargreaves 1988). There are those who see this non-negotiable
curriculum as the only way to give pupils a broad balanced education.

(White 1973, Barrow 1985, Naismith 1987, Makin 1988)

The early studies of negotiation mentioned above, which took place
mainly in the "closed classroom", where the teacher controls what is
learned, indicate that negotiation of the curriculum will still go on
in spite of its mandatory nature. Between these extremes lies planned
negotiation of the curriculum. The 1link between negotiation and

classroom decision making was made over twenty years ago by Mosston
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(1966) and also later by Hammersley (1979), but the part played by the

negotiation process was never openly discussed in their work.

3.5.3 Negotiation as a Tool to Aid Learning
If one changes certain rules within the classroom and takes the
principles of democracy as the basis for the interaction, (Hunter 1980)
then there is a need for ‘'planned negotiation' as the teacher and
learner become partners. They are dependent upon each other in reaching
a common interest and in that there must be some degree of voluntary
concession. In talking of the 'openness' of the classroom Weston points
out that the negotiating system has to change. The rules about what and
how things are to be learned have to be revised in the 1light of
experience (Weston 1979). Thus it is in the 'open classroom' where
'planned negotiation' will take place. This is when organised groups
get around the table to discuss and decide what is to be learned by
mutual agreement. Negotiation becomes a deliberate part of the
organisation of 1learning, a tool to help teacher and pupils plan
learning outcomes. Open education as defined in the ERIC Thesaurus
emphasizes the right of students to make decisions - the teacher
becomes a facilitator of 1learning rather than a transmitter of
knowledge. Talmage discussing open education says that:
Implicit in the approach is a view of the child as a significant
decision maker in determining the direction, scope, means, and
pace of his education. Open education differs from
teacher-centred, child-centred, and programmed, textbook, or
other materials-centred approaches in both the teacher and the

child determine learning goals, materials and activities.

(Talmage 1975)
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According to some writers the teachers who take on this open style of
education are making decisions about how the power within their
classroom will be used. They are using the legal authority structure of
the school to 'Empower' (Boomer 1982, Brandes and Ginnis 1986 1990,
O'Hagan 1986, Brown and Hawkins 1988) the students in their charge.
They would say that they are adjusting the balance of power to exercise

it in a more healthy way.

Boomer, summarising action research projects concerned with negotiation
of the curriculum in Australia, suggests that the very essence of the
power within classrooms should be brought out and fully aired during

the negotiations with students.

There will always be inequalities of power in both schools and
society, and the harmful effects of power will be offset only if
those in power make quite explicit the values, assumptions, and
criteria upon which they base their action. In this way others
will have a better chance to defend themselves, more opportunity
to question and more chance of negotiation.

(Boomer 1982)

The style of working with pupils, that includes the pupil as a
significant decision maker, is not new and indeed there are many labels
that have been attached to the type of learning that ensues. All of the
styles are pupil centred and imply the wuse of negotiation in the
classroom. Some of the styles are shown in the table below which also

indicates their main proposer:
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Educational Terms Which Imply the Use of Negotiation

= Inquiry Socrates
®  Experiential Learning Dewey
»  Humanistic Weinstein
] Confluent Brown
®  Student Centred Learning Rogers
] Andragogy Knowles
®  Progressive Bennett
®  Active Tutorial Button
n Participatory Learning Brandes and Ginnis
] Enterprise Skills Approach Johnson et al
m  Self Directed Learning Leach and Raybould
L Individualised Learning Talbert and Frase
= Negotiated Learning Boomer
n Democratic Learning Smith
Adapted from Brandes and Ginnis 1986

Table 3.7

3.5.4 The Changing Relationship in the Classroom

The relationship in the classroom has moved from the superordinate -
subordinate to one where both adult and child have certain
responsibilities. It is assumed that the child has the competence to
make decisions and the teacher has a responsibility to help him (Barth
1972). Education is being seen as a partnership (Dean 1985) of
negotiation, where there may well be an interchange of role between

teacher and learner (Glynn 1985).

Hall and Kelves stress the importance of this role change and feel

that:
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Teachers must change from commander to collaborator in helping
students devise their own course of action, eliciting from the
students the interests and motivations best implemented in an
individually designed academic programme. (Hall and Kelves 1982)
Many other writers reiterate this change of role (Skager 1979,1984,
Hunter 1980, TES 1981, Coleman and Coleman 1984, Jones 1984, Martin
1984, Froggatt 1986, Gray and Chanoff 1986, Boland 1987) to the
democratic relationship. It is terrifying to some (Jones 1984) and to
others it 1is unworkable seeming 1like an abdication of their duties
(Cockett 1985). The locus of control of learning has moved from the
teacher and the academic acquisition of facts and knowledge to one
where the teacher and pupil participate in planning the developmental
change (Chickering 1976, Leach and Raybould 1977, Cant and Spackman
1985), which is now seen as important in the learning process and will
include setting goals (Dean 1985, Punnett 1986) and reviewing progress

towards those goals (Pearce et al 1981, Boud et al 1986).

This style of relationship being participatory, is according to Becket
derived from:

m The beliefs of the Humanistic school of social psychology which
has as postulates that the ideal relationship between people is
where each values the other and that each person is responsible
for his own life.

m The work of those concerned with the introduction of the concept
of democracy to all levels of society.

m The ideals of the participatory left, whose task is to reduce
alienation and increase motivation.

m Different perceptions of the approach to management particularly

in industry. (Becket 1986)
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Although this movement towards participatory learning may have been
influenced initially by the 'open education' movement and those
concerned with the Humanistic school of psychology etc., it can now be
detected in many more recent initiatives, which according to Collins
have come in to being:
Partly as a result of social pressure, such as the recession,
increased awareness of minority culture, new attitudes to
physical and mental impairment, the impact of equal opportunities
policies, the rapid growth of information technology and changes
in attitude towards the rights and responsibilities of young

adults. (Collins 1986)

3.5.5 The Different Settings for Classroom Negotiation

How these changes have come about are of little importance here. What
is important is that since the mid nineteen seventies there has been a
plethora of educationalists suggesting the use of negotiation in many
different settings. Negotiation in educational terms has become a part

of:

m A particular style of personal and social education in which the
stress is placed upon developing student autonomy and
responsibility through guidance and counselling ( Knowles 1975,
Pratt 1980, Boud 1981, Pearce et al 1981, Pring 1984a,b, Jones
1984, Hamblin 1985, CCDU 1984, SED 1985, Davies 1987).

» A way of giving students control and responsibility for their own
learning (Denscombe 1980, Boomer 1982, Salmon and Claire 1984,
Cockett 1985, Dean 1985, Paget 1985, Thomas and Harri-Augstein
1985, Brandes and Ginnis 1986 1990, Collins 1986, Millar et al

1986, Punnett 1986, Pelissier 1987 Meighan 1988).

Fore-Understanding Page 63



A device for helping students with project work and in the
supported self study programme (Wray 1985, Rainbow 1987, Coates
1987, Harris 1988, Jones 1988, Waterhouse 1988).

The planning and individualising of learning experiences (Homme
1969, Berte 1975, Weston 1979,1986, Artingstall 1982, CAST 1986,
Stevenson and Trowbridge 1986, Bos and Cross 1987).

A form of management of the classroom and of conflict situations
(Wheldall and Merrett 1985 ,Croker and Brooker 1986, Roderick 1987,
Mooney and Jones 1988, St. John-Brooks 1988, Polan 1989).

A vehicle for modifying pupil ideas and learning strategies (Clegg
1986, Nisbet and Shucksmith 1986).

Many of the curriculum initiatives based on vocational education
(FEU 1981, 1982a,1982b,1985, Bennett 1986, NRMC 1986, Crompton
1987, Johnson et al 1987, TRIST 1987, BEMBAGS 1988, Gale 1989).
Modern assessment techniques and a part of government policy on
records of achievement (Burgess and Adams 1985, DES 1986, EMRAP
1986, Broadfoot 1987, Hargreaves 1987, Training Agency 1990,

Employment Department Group 1991).

3.5.6 Some Complications Caused by Classroom Negotiation

Some educationalists (Martin 1976, Cook 1982) view the negotiations

which they conduct, as being similar to those in politics or industry

where:

All the parties in an operation come together, bringing with them
their own points of view, needs, and wants, and together they
work for the outcomes most satisfactory to all concerned.

(Cook 1982)

Others see negotiation as a matter of developing a repertoire of
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teaching and learning strategies involving choice, decision, commitment
and action (Campbell 1982). Cook adds to this statement that 'the focus
is on bringing about the best possible learning for the learners'. He
is moving us once more to the development of learning. In a more recent
definition Collins points out that in educational terms negotiation has
become defined as:

The process whereby two or more people develop a learning

contract which is mutually agreeable. {(Collins 1986)

Collins feels that it will normally imply a climate of mutual respect
and understanding rather than an atmosphere of disagreement - and
competition. In opposition to this however Denscombe maintains that the
blurred boundaries between having a chat and 'proper' work could be
exploited in the negotiation of work and that pupils were more
concerned with exploiting this than making work more relevant and
interesting. (Denscombe 1980) Cockett seems to echo this feeling
stating that:

The pupils found that they could use the negotiation as a weapon,

or a means of avoiding lessons or teachers that they could not

get on with. (Cockett 1985)
- He feels however that this was due to the inexperience of both teachers
and pupils who were lacking the necessary skills to carry out
negotiation. However, during his research, Martin, observed three
different attitudes which pupils exhibited. He labelled these, the
'continuous negotiator', who will always carry out negotiations, the
"intermittent negotiatbr' who will negotiate on occasions and the ‘'non
negotiators, pupils, who will never negotiate with the teacher (Martin
1976). The pupil types described could depend upon the inexperience of

the pupil or their attitude to the negotiation process, but other
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writers have attributed the problems to:

» The person/environment fit - does the student prefer more or less
openness? (Morstain 1974, Fraser and Fisher 1983).

®» The readiness of such learners for self direction (Guglielmino
1977, Long and Agyekum 1983, Long 1987).

® The characteristics of the environment which either support or

negate independent learning (Glynn 1985).

3.5.7 The Use of Contracts in Negotiation

To overcome some of the problems mentioned above contracts have been
used (Homme 1969, Barth 1972, Stephens 1974, Berte 1975, Knowles 1975,
Davies 1978, Weber 1980, Boud 1981, Hopson and Scally 1981, Bell 1983,
Waterhouse 1983, Stevenson and Trowbridge 1986). Contracts can take
many forms from verbal agreements between teacher and pupil to formal
documents signed by both. The contract need not be between the teacher
and individual pupils - groups of pupils, parents, employers, etc. may
be included. They are not new, but were introduced in +the 1920's
(Stephens 1974). Nor are they always developed through negotiation.
Homme describes teacher directed contracts, a spectrum of teacher/pupil
planned ones and the student planned contracts of self directed
learners (Homme 1969). The so called ‘contingency' contracts (Cantrell
et al 1969, Englemann et al 1975, Macdonald et al 1970, Stuart and Lott
1972, Gobell 1984) are based on 'behaviour modification' principles,

rewarding prescribed steps when they take place.

The 'learning contracts' which concern us here, are those which are
designed to enable pupils to take a greater control and responsibility

for the planning and organisation of programmes of work which they are
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to carry out. Such contracts, which are usually written documents, have
been defined by Davies as:
A means of assigning more responsibility to individual students
or small groups by agreeing with them that they should try to
achieve certain goals or cover certain areas of work in a

specified period of time. (Davies 1978)

The contract in this case requires the student to take initiative and
responsibility for setting goals as well as attempting to reach those
goals. The agreements made will be achieved by the processes of
negotiation with both the teacher and the pupil contributing to the
learning goals set. The value of the contract has been discussed by
several writers (Berte 1975, Weber 1980, Hopson and Scally 1981) and
can be summarised as follows:

The Value of Contracts

They show the growth from childhood to independence.
] They invite student initiation and participation.
] They combine freedom and responsibility.

] They are likely to produce more student commitment.

L] They send messages of shared responsibility for learning.
L] They promote mutual agreement.

L] They teach the skills of negotiation and persuasion.

n They are a focus for the teacher/pupil negotiation.

n They list the things to be done.

L They make specific the objectives chosen.
L] They set goals and give an organised structure.
] They provide a reference point for future assessments.

Table 3.8
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Valuable, as they no doubt are, the contracts which have been described
are still not without their pitfalls and problems as shown below:

Pitfalls and Problems of Contracting

" Can the contract be achieved by this student?

" Does this pupil prefer prescribed learning experiences?

n Is the pupil ready to assume an active role in learning?

L] Can the pupil handle information, sorting relevant from

irrelevant material?

] Does the teacher foresee difficulties the pupil may meet?
] Can the teacher cope with the negotiation requiréd?
n Can the teacher monitor pupil progress?

" Can the teacher recognise pupils with problems and help

them?

Table 3.9

3.5.8 Models of Classroom Negotiation Proposed in the Literature
Some writers have developed models of teaching and learning which see
the contracting phase as the only part of the learning process
involving negotiation. Thus a contract has become defined as:
The agreement between two parties emerging from a negotiation
process. (Johnson et al 1987)
In surveying the work on classroom negotiation, however, there appears
to be a spread of its use from negotiation taking place only in the
contracting phase to negotiation surrounding the whole process.
The first of these given different names, by different authors, but
essentially embodying the same processes, the ‘'exploratory' (Rowland
1984,1988) or the 'loose ended approach' (Lea 1986) see figure 3.3,
uses negotiation as a basis for deciding upon the aims of the activity

and as such is only important at the beginning of the learning process.
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The 'Loose Ended Approach'

Student Teacher

\ a negotiated basis of
student needs and

lmtial stinmlus

responds
responds observes
responds observes

\ v
~— observes
\ v
evaluates, marks,
corrects

negotiates over next task

Figure 3.3

If the learning steps were small and the teacher evaluations and
observations produced reinforcement, this process could equate to the

behaviour modification contracts mentioned earlier.

In a further model, the 'interpretive' (Rowland 1984,1988) or
'interactive' model (Lea 1986), there is a hint that negotiation may
also be involved, where the teacher is acting as a reflective agent,
which would appear to be a type of repeating and redefining process
prior to a renegotiation of the next course of action, for as Rowland
states:

Both student and teacher are engaged in a two way process of

expressing what it is they are trying to formulate.

(Rowland 1988)
Indeed Boomer has proposed his own model of 'negotiated learning',
which appears to take these actions into account, by the use of what he

calls negotiable intent this is shown in figure 3.4.
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Negotiated Learning
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Figure 3.4

Having collaboratively made a fairly tightly structured unit in which
'the groups, each child and the teacherv all contract to make
contributions' (Boomer 1982), then the groups are still allowed to make
any re-negotiations and the necessary reflection to move the project
forward. The process makes it clear that 'the unit is tightly
constrained but open to negotiation at all points by either teacher or
children' (Boomer 1982). Thus, Boomer is hinting at a way of working
that allows a renegotiation during the exploration phase and the

contract is not sacrosanct.

In a contemporary work to that of Boomer, Cook proposes that

negotiation becomes the process helper (Figure 3.5) in what he calls
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the 'optimum learning process', suggesting that negotiation occurs at

every stage of the process.

Negotiation as the Process Helper

Engageaent - Exploration »= Reflection
Negotiation Negotiation Negotiation
o Between teachers and learners to engage « Among learners and « Between learners and .
and mesh intentions. teachers as together 7 teachers as learners
. Arong learners to ensure cooperative learning. they struggle to make strive to clarify
. To detersine the what, why, how and for whom new meanings for themselves. and show what they
of learning. have learnt.
. To develop ownership in learners.
. With both teacher and learner recognising
constraints and understanding them.

Figure 3.5

There is negotiation of intent, negotiation during the exploratory:
stage and negotiation whilst reflection is taking place, but as yet
there has been no suggestion of negotiation during assessment, which
the present writer sees as a different process from reflective

evaluation and is discussed in Chapter 4.

We have been discussing what Martin (1976) would call the content of
the negotiation, what is negotiable. For some it is the stimulus, for
others both the contract and the review of work, whilst still other
workers see the whole process as involving negotiation. However, all
would agree that the negotiations in the classroom are all taking place
so as to develop learning on the part of the pupil. What has not yet
been considered are the processes that take place between the teacher

and pupil in order to carry out the negotiations.
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3.5.9 The Negotiation Process in the Classroom
A few educationalists have suggested models for the internal workings
of these negotiations. Martin suggests an eight part process which he

sees as occurring in the following stages:

1 Communicating the goals of the interaction.

2 Defining and redefining the situation.

3 Attempting to put the other on the defensive by drawing attention
to new materials and or using persuasive tactics.

4 Displaying ones bargaining counters and evaluating those of
others.

5 Evaluating positions.

6 Repeating the processes 1-5.

7 Reaching a working agreement concerning the issues negotiated.

8 Solemnizing the agreement

(Martin 1976)

This process although originally concerned with the negotiation of
social order and only briefly mentioning the use of negotiation as a
tool for planning the curriculum, may still be steeped in the older
conceptions of negotiation where negotiation is seen as winning and
losing. The modern conception according to Zartman and many other
writers 1is 'away from conceding and winning, instead to a positive sum

process where everybody wins' (Zartman 1988).

We are moving towards the participatory decision making process
proposed by Richardson, which contains six elements and although
concerned with social policy making, all of the elements seem to be

relevant to the educational negotiation process. These are:
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s Defining the issues for consideration.

» Amassing appropriate information about the consequences of
alternative courses of action.

m The establishment of collective priorities or goals..

I‘The adopting of a particular position.

» Appointing some one to oversee the implementation .

» The assessment of the results.

(Richardson 1983)

Indeed similar processes are suggested by Waterhouse who sees
negotiation as a disciplined approach to decision making' (Waterhouse
1988). To him negotiation of the contracts, necessary for supported
self study, takes place through a four step process:
m Collecting together all the facts likely to be relevant to the
decision in question.
®m Listening and getting the perceptions of the other people in the
group.
® Identifying the problem areas and decide what needs to be
resolved.
m Getting an agreed statement which all have a hand in shaping.

(Waterhouse 1988)

Collins on the other hand, discussing negotiation as part of the new
teaching skills sees the teacher's role as one of facilitator and
negotiation as a part of the 1learning relationship within the
classroom. He suggests an approach to the negotiation process, which he
claims has 'proved' itself in the school context. He calls this the
'exploratory/ affirmative' approach (Collins 1986), and outlines it as

follows:
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s The teacher and student explore issues and interests across the
broad scope of the programme. No agreement is sought at this
stage.

® The teacher's role is to listen carefully, translate and clarify,
summarise and recapitulate, and avoid criticism and invalidation.

» At some point the discussion must focus on what has been decided,
what issues remain unsolved and what predilections have been
acknowledged.

s These can be summarised, without commitment, on paper.

m If the negotiation has been successful so far the actual contract
will evolve...which gives the student clear guidelines for action
but leaves open the possibility of amendment to the programme.

(Collins 1986)

To some extent Collins appears to be following the decision making
model of participation. Thus he is defining the issues and amassing
information about the consequences of alternative courses of action. He
is establishing priorities but it is felt here that these are not
collective priorities for it would appear that the teacher's role is
not that of full participant. He is a mirror reflecting and clarifying
the pupil ideas, but he is not being allowed to share his full stock of
knowledge, his ideas or his greater experience with the pupil, allowing
them the opportunity to accept or reject these on the way to adopting
their own particular position. The implementation and assessment phases
are mentioned as parts which could come under separate negotiation

rather than integral parts of the process.

Having considered the few process descriptions it is now possible to

summarise the classroom negotiation process as outlined in literature.
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Summary of Neqgotiation Processes Outlined

Richardson

Waterhouse

Collins

Define the Issues
Amass information

look at consequences

Collect relevant

facts

Explore issues

and interests

Listen to perception
of others

recapitulate

Listen, translate

clarify, summarise

Establish collective

priorities & goals

Identify problems
& areas to be

resolved

Acknowledge issues
unresolved and

pupil preferences

Adoption of a
position
Oversee

implementation

Get an agreed

statement

Summarise and
contract

Use contract to
act

Amendment possible

Assess results

Table 3.10
In looking at the suggested processes of negotiation in the classroom,
we appear to have reverted to earlier statements that negotiation
mainly takes place during the contracting phase with some possibility
of contract amendment, through, it is assumed, a re-negotiation. It
must however be admitted that Waterhouse does include, in what he calls
1988),

the 'management cycle' for 'supported self study' (Waterhouse

reqular tutorials. These contain a review and assessment of work
completed as well as a re-briefing for new work to be tackled, but by
the very nature of supported self study negotiations are” not possible
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when the pupils are working on assignments.

Through the present description it becomes apparent that, in certain
circumstances, the nature of the role of the teacher in the qlassroom
is changing. The emphasis is away from being a 'teacher' to being the
provider and enabler of learning for the pupil. Learning is seen as an
internal negotiation process that a person has to go through in order
to create his or her own understandings of the experiences and
activities undertaken - Weston calls this process ‘'conceptual
negotiation' (Weston 1979). The teacher's role then is to facilitate
this learning process. What skills do the educational writers see a
teacher needing to carry out the negotiations taking place in the

classroom?

3.5.10 The Qualities of a Skilled Classroom Negotiator

As mentioned previously many writers concerned with negotiations in
industry and commerce have produced extensive skill lists and how-to-do
-it guides for the aspiring negotiator. In educational terms however
little appears to have been written with regard to the qualities that

make a good negotiator.

We have to turn once more to the work of Nigel Collins (1986) for such
a description. There are also a limited number of works from the field
of further education both in England and Scotland providing other

sources (FEU 1982b, SED 1985, CAST 1986).

The qualities depicted in the four works may be summarised as being

visible in a person if they have the ability to:
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Qualities Shown by the Skilled Classroom Negotiator

®» Use negotiation as a two way process.

» Be flexible, forward looking and adaptable.

® Accept the views of pupils.

¥ Be sensitive to what the pupil will accept.

» Act with positive attitudes, showing trust and encouragement.

m Be optimistic about the abilities of pupils.

m Believe that the negotiation will get things done.

m Accept that there will be set backs but also has the will to
move things forward.

w Differentiate between the different phases of a negotiation.

m Move the pupils through the phases of a negotiation.

» Listen and attend to the meanings being proffered.

m Observe and respond to these meanings.

® Question and probe behind statements and gestures

m Clarify and translate where there is obscurity.

¥ See alternatives and analyse the consequences of these.

x Identify themes and set targets.

» Paraphrase, reflect back, recapitulate and summarise.

» Manage the timing and pace of the negotiations.

® Manage silences that occur during the negotiations.

®» Use reason and not pressure.

» Acknowledge and deal with conflict and emotion.

Table 3.11

Negotiation in the classroom would appear to be more than 'a matter of

developing a repertoire of teaching strategies' as suggested earlier by
Campbell (1982). Nor are the qualities that a skilled classroom

negotiator would employ ‘'identical to those of the good lecturer or
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organiser' (Collins 1986). Classroom negotiation would appear to
require many of the skills and aptitudes that we use in our day to day
dealings with others, but also includes some special capabilities
allied to those of guidance and counselling, such that the teacher is
able to bring about the development of learning for which the

negotiation is intended.

Through this prolonged and extensive search of the literature it can be
seen that several models of how the process of negotiation impinges
upon the development of learning outcomes have emerged. It has also
been shown that some initial approach has been made towards describing
the actual processes involved in the way in which these negotiations
take place and in the skills required by the teacher to carry out
negotiation. It has therefore been established in the 1literature that
the phenomenon called ‘negotiation' and indeed 'negotiated learning'
can exist in the classroom and that this involves talk and interaction
between the teacher and the individual pupil or groups of pupils. It is
to the observation of the classroom, in particular, to the study of the

negotiations taking place there that the following chapter will turn.
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Chapter 4

PRACTITIONER OBSERVATION

The Signpost to Chapter 4
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Fig 4.1
The study of the literature has shown that the phenomena called
'negotiation’ and 'negotiated learning' can exist in the classroom and

that these clearly involve interactions between the teacher and the

pupils. The following study is designed to look <closely at
'negotiation' and 'negotiated learning', record the interactions that
take place, expose the framework in which they are taking place and

provide the teacher's description of what they mean.

4.1 The Meshing of Participant Observation, Case Study and Reflection

The research presented here 1is an wunusual form of 'participant
observation', which is usually described as 'a commitment to adopt the
perspective of those studied by sharing their day to day experience'
(Denzin 1978). The teacher-researcher in the present research cannot

avoid sharing the day to day experience for it is his experience. He
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has become both researcher and researched - both observer and observed.
The research could also be seen as a different form of case study, for
although it typically studies one unit, a classroom, it is unusual in
that it attempts observations of both a qualitative and quantitative
nature side by side. As can be seen from the overall methodology
summarised at the head of this chapter practitioner observation has
been divided into two sections both of which could be called either
participant observation or case study. It would appear that this is the
combination of ethnographic and interaction analysis research called

for by Hamilton and Delamont (1974).

4.1.1 Techniques Defined

A choice has been made. What is called case study here is the section
of the observations where an attempt has been made to act almost as a
non -~ participant. The teacher is taking on the role of researcher,
making use of video recordings and a set of observational categories to
provide an analysis of negotiation in the classroom. On fhe other hand,
the participaht observations described here are those observations
where it is accepted that the teacher is a participant and would appear
to be using all the techniques suggested by Denzin of interviewing,
direct participation and observation, and introspection (Denzin 1978).
The interviewing is a kind of self interviewing. Asking such gquestions
as ~ What does this section of the tape mean? What do you.observe
happening here? What, on reflection, do you feel you are assuming or

taking for granted here?
This section of the research presents a description of practice based
upon systematic observation and analysis carried ‘out by the

practitioner. It will provide a description of the 'raw experience' of
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negotiation and the analysis that is incorporated into practitioner
observation will also outline the issues involved and state some of the

problems aroused by classroom negotiation.

Had this work been an attempt at a mere descriptive account of what was
meant by negotiation in the classroom then, either a case study
approach or a participant observer record may well have sufficed.
However from the outset, there has been the element of suspicion
mentioned in Chapter 2. Even the earliest proposal for the present work
mentions two types of observation. There is the desire to 1look at
events from several different vantage points. Thus a case study
recording deliberate, systematic observations, with analysis from
different angles, has been placed alongside a set of descriptions of
events in the classroom and assumptions made there from the point of
view of the teacher. This phase of the researcher's project places the
techniques of qualitative and quantitative fields side by side. This
use of multiple methods could also be viewed as a form of
'triangulation', (see Chapter Five for a further discussion of
triangulation) designed to raise this sociological work 'above the

personalistic biases that stem from single methodologies (Denzin 1978).

4.1.2 Dilemmas Faced When Observing Classroom Processes

Having chosen to observe in the classroom, the Teacher/Researcher (TR)
ié faced with many more decisional dilemmas. How will the observations
be made, and who will make them? Choices made here will either be
determined by the biography of the researcher and his expectations ,£ for
the future or they may be decided by circumstances beyond his or her
control. No method chosen can be without this biographical bias and the

circumstantial decisions must be clearly explained.
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Diagram of Dilemmas Faced When Making Observations In the Classroom

The continuous line shovs the progress of the case study material via acceptance of particular solutions.
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The previous diagram reviews and summarises some of the dilemmas faced
and solutions examined, by the researcher at different stages of

observing and analysing the classroom situation.

4.1.3 Recording Data in the Classroom

There was little negotiation required to get the case study under way,
the researcher being in his own school and classroom and having the
backing of the Headteacher. It was decided that the Fourth Year
Individual Studies pupils should be involved in the study, as they had
become fairly skilled in what the experience of this teacher called
negotiation. The pupils were also used to other teachers coming into
the room and it being an 'open' classroom in more ways than one;
teachers from the department often coming in for advice on computer
faults, resources, and numerous visitors to the school who came to look
at the work of the PACE project. The pupils were also used to the video
camera being in the classroom, when, for example, it was being used by

groups of pupils to record topic material.

The pupils readily accepted the explanation which was given by both the
teacher and the video operator that it was the teacher who was being
recorded so that he could improve the way in which he talked to and
helped pupils. Without knowing it the researcher and video operator
were using a similar stance to that taken by Stenhouse, that 'the
teacher in the 'open' classroom can become an observer researcher,
provided he makes it clear that the reason he is playing the role of
researcher is to improve hiskteaching and make things better for them'

(Stenhouse 1975).
The original proposal for the research stated that an external observer
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would make the observations in the classroom recording the frequency
and type of interaction, together with tape recordings of the lessons
which could subsequently be used by the teacher concerned to make
observations. By the time the case study got under way video recording
had been chosen as the method of recording the teacher-pupil
interactions. The practicalities of finding another teacher willing to
give up time to video the lessons were not insurmountable, but to ask
them to learn to use an interaction schedule and then spend time using
it in the classroom was an impossibility. The other circumstantial
problem was the fact that the only analysis schedule which attempted to
describe negotiation was from the world of politics (see page 98) and
not immediately suitable for use in the classroom. The researcher had
to modify the schedule. The only way to do this was to have video
materials to observe to help make the modifications and try out adapted

schedules.

Video recording of lessons was chosen because of the fairly permanent
nature of the record and the ease with which the tapes can be played
and replayed during the analysis stage which had to take place at a
later date. Adams and Biddle (1970) and Middleton (1981) have reported
the advantages of video recording, the main ones for this research
being that the 'classroom is shown in a natural and realistic way' and
that 'the participants themselves rather than observers, can select the
significant events of their lessons', and reflect upon them. One other
advantage would seem to be that one could obtain a record of both
verbal and non-verbal interaction on the same tape. This was found to
be wuntrue in a classroom where there was a large amount of movement,
practical work involving sawing and hammering and teacher pupil

interactions which on occasions took place quietly in the distant
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corners of the room.

A portable hand held camera or the attachment of a radio microphone as
in the OU recording (see page 86) might have overcome these problems.
The hand held camera may have introduced further bias by its intrusion
into the negotiations, whereas the camera placed in the middle of the
room was quickly forgotten and normal interactions soon resumed. A
further advantage of the video material seemed to be that it could be
used in the dialogue between the researcher and other teachers working
in the areas of negotiation. It would also form a vital part of the
case data, becoming a part of the ‘'archive of descriptive
material'(Adelman 1980, Rudduck 1985) which is available to

re-interpretation by other researchers.

The first attempt at video recording was virtually unusable, due to the
internal microphone attached to the camera picking up too much of the
extraneous noise in the room and not the interaction between teacher
and pupils. It was decided the teacher should carry a small, hand held,
battery operated portable tape recorder with a built in microphone, as
there was no radio microphone in the resource centres available to the
researcher. The small recorder was carried by the teécher and placed
close to the interacting groups. Even this method of recording was not
without its problems, which included; the tape time being shorter than
the lesson time, the tape stopping in mid interaction, and the
batteries failing. The teacher did have to keep an eye on the recorder
to check if it was still in operation, but this did not appear to
affect the quality of the negotiation taking place. Four usable
videotapes were made using the techniques outlined above and they

covered one lesson of each of the four option periods in which IS
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occurred. A visiting OU production team, collecting material for a
teaching package called 'Frameworks for Teaching' provided another
professionally produced tape. Another teacher was kind enough to allow
the OU video of his lesson to be analysed to give a comparison between
one teaching style and another. This recording showed some of the same
IS pupils and other non examination fourth year pupils being taught in

a different (more teacher directed) situation.

4.2 Participant Observation

According to Spradley the participant observer has two purposes. The
first is 'to engage in activities', the second is 'to observe
activities' (Spradley 1980). In this research participant observation
must appear prior to any discussion of the case study, for the
constant playing and replaying of the video tapes in order to modify
and revise the analysis schedule forces the observer to form
descriptions of different areas of the activity. In making the
observations the participant tries 'to become explicitly aware of
things usually blocked out to avoid overload' (Spradley 1980). The
observer is constantly asking of him or herself 'contrast questions'
(Spradley 1980). What makes that different from that action? Thus the
'domains’ (Spradley 1980) of the research will be set by the

participants.

Firstly in this case we are looking for instances of negotiation. How
is negotiation different from other activities in the classroom?
Secondly, it is necessary to look through the domains of negotiation to
provide more focussed observations of what is included in each domain.
What things are included in negotiation because they are stages in the

negotiation process? Once again the focus must move from similarities
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to differences. Although these items are all included in negotiation,
what differences exist between them? Participant observation is
gradually moving the focus of observation from the general to the
specific. Having found specific instances of negotiation, the
participant can now use his or her powers of introspection and
reflection to add to the description of the practice. This process of
reflection will be held back in this case for not only can the
refle;tion take place upon the participant observations but it can

cover the observations of the case study as well.

4.2.1 Observations of the Layout of the Classroom.
The IS classroom is in many ways similar to most -other rooms in the
Holgate School, being of a similar size and decor etc. It differs in

that:

Differences between the IS room and other rooms at Holgate school

® It contains no blackboard.

®m Chairs and tables do not face any particular focus.

» It has practical and study areas.

It is not subject focussed.

¥ It has computers permanently in place.

® Most equipment is stored in cupboards in the corridor outside.
® Book shelves are down the centre of the room.

# Much of the wall space is covered with student display

s Each studeﬁt has a shelf to store books, topic work etc.

(cf. Waterhouse 1983)

Table 4.1
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Diagram of the IS Room
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Figure 4.3

4.2.2 Observations éf the Lessons

As noted earlier the IS pupils have more or less individual timetables
and they attend for different numbers of periods. Thus the clientele
appearing on the videos do vary to some extent but as noted earlier all
four of the option periods have been included in the observations. Each
option contains a pair of lessons per subject and each leéson lasts for
seventy minutes. The teacher and the pupils and the ways in which
pupils attend individual studies have already been described in Chapter

3 as a part of the fore-understanding of the research.

Where do the interactions occur?
The observation of where the interactions occur has been recorded by
observing the movement about the room by the teacher. These are shown

below in Figure 4.4:
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Movement analysis in the IS Room
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Figure 4.4

The movement analysis was recorded by playing the video and noting on a
plan where the teacher started in the room and subsequently recording
where the teacher stopped for particular sets of interaction. The
pupils he was interacting with were also noted. The teacher in this
room moves from group to group to make interaction and pupils requiring
extra interaction move to the teacher 1in an attempt to gain his

attention.

How long do these interactions take?

By timing the interactions with different pupils or small groups of
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pupils it was also possible to calculate the amount of time that
certain pupils had the attention of the teacher. This is shown in the
table below for the one lesson which was fully analysed.

Time spent interacting with pupils on 31st March

Pupil 3 36.6 %
Pupil 7 27.9 %
Pupils 8+10 10.6 %
Pupils 1+2 6.4 %
Pupil 9 1.1 %
82.6 %

Table 4.2

It will be noted that, One pupil Q{L a girl sitting in one of the
further most places in the room, (see the movement analysis figure 4.4
page 89) never interacts with the teacher at all during the lesson,
even though he passes behind her to get to a filing cabinet. Three
others, pupils 4, 5 and 6, are only seen for the very briefest of
interaction, about half a minute, during periods of class organisation
etc, occupying 0.8 % each of the total interactions during the lesson.
Two other individuals take up over half of the interaction time of the

teacher.

What type of interactions are there?

A form of content analysis, a variant of what Spradley calls 'domain
analysis' (Spradley 1980) has been used here. One of the videos in
particular (31st March) was viewed several times and incidents of
different teacher behaviour or domains were identified. This was done
by noting the boundaries between discrete sets of the interactions,

which were recorded by noting the reading on the counter on the video
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recorder. The interactions between the boundaries were then classified
under a general heading for that particular domain the classification

is shown in table 4.3:

Classification of Teacher Behaviour in the IS Classroom

®» Teaching, where the teacher is actually giving direct instrucfion
to one or more pupils quite often at a computer.

® Negotiation, where teacher and pupil are exchanging views prior
to making a decision about developing the work in hand.

® Resourcing, the teacher is looking for or collecting resources.

®» Answering queries, answering direct questions put to the teacher

by a pupil.

» Talking to other teachers who come into the classroom for advice,

resources etc.

m Class organisation, preventing disruption, checking that pupils

are present, reading notices etc.

® Looking at work, 1looking at work the pupils have produced but

not making suggestions about changes or giving instructions.

Table 4.3

How long is spent on each domain?

The domain analysis was used to calculate the percentage time that
these behaviours were exhibited by the teacher during the lesson. The
domains that had been identified were timed using a stopwatch with a
split lap timer, which allowed the film to carry on running whilst the
times were recorded. Times for each batch of interactions were recorded
and these were grouped and totalled to give percentages. The results of

the domain analysis is shown over the page in table 4.4
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Time spent on different classroom behaviours by the IS teacher

Teaching 39.8 %
Negotiations 38.7 %
Resourcing 13.1 %
Other Teachers 3.7 %
Class organisation 2.2 %
Answering Queries 1.3 %
Looking at Work 1.2 §

100.0 ¢

Table 4.4

It has been possible for the T/R to separate periods of negotiation
from other classroom activities, negotiations taking up a considerable
proportion of the time in this classroom. Teaching and negotiation

take up almost equal amounts of time - about two fifths of a lesson.

Is all the negotiation the same?

During the observations it was noted that teacher/pupil interactions
sometimes used sheets or documents, whereas at other times no such
documents were visible. Pupils starting a new set of work, for example,
are given a planning sheet (Appendix 1) upon which they are asked to
put down their plans for the next topic, their work with which they
need most help and the type of problem solving which they will
undertake.They will move away from the teacher to consider these three

areas. This is the preparation phase.
Having completed the planning sheet the pupil or group of pupils will
again approach the teacher or the teacher will approach the pupils. The

sheet will form the basis of a type of negotiation where the plans are
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discussed and modified before decisions are made about what will be
included on the next document - the Contract Sheet (Appendix 2). During
the completion of this sheet decisions will be finalised as to what
work will be undertaken by the pupil, the ordér that it will follow
and the length of time that the contact will last. This is the

contracting stage of negotiation.

The decisions having been made, the pupil can now start to work én the
problems, remedial work and topics. It is during this stage that other
working negotiations take place. These negotiations are not documented
but they are concerned with joint decisions that are being made in the
classroom. It may be a renegotiation of part of the project that is not
going to plan. It may be a negotiation of resources. It may be a
negotiation by the teacher attempting to make subtle differences to the
direction of the work. They are different to the teaching behaviour
described earlier as they are not giving direct instructions. They are

providing initiations which could be agreed upon or not.

When the contracted work is drawing to a close, or maybe when the
length of time for the contract has expired, an evaluation sheet is
presented to the pupil (Appendix 3). This will usually be filled in by
the pupil away from - and independently of - the teacher. The sheet
guides the pupil through the process of evaluation. The completed sheet
will once more be discussed with the teacher before final decisions are
made about what has gone right or wrong with the contracted work - the
evaluation stage. This sheet is also used in the final phase of the
negotiation - the assessment phase. This stage takes place at a
computer, where the teacher and pupil make decisions about where the

pupil's work fits against a set of objectives or descriptors. The set
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of descriptors used are contained in a school devised computer program

( Appendix 4/5).

By asking certain critical questions it has been possible to show
similarities between the parts of the negotiation process used in 1IS.
These are shown in table 4.5 below:

Similarities and Differences in the IS Negotiation Process

Critical question

Part of negotiation process

Preparation

Contracting

Working

Evaluation

Assessment

Is it really
negotiation?

Could be pupil -
pupil

Yes

Yes

Yes

Yes

Who's involved?

Pupil alone or
Groups 2 to 3
Pupils

Pupil & Teacher
Group & Teacher
Maybe 2 Teachers

Pupil & Teacher
Group & Teacher

Pupil alcne
Pupil & Teacher
Haybe group &

Pupil & Teacher

Pupil & Teacher

Teacher
Where? Sit at table Sit at table Anywhere in room |Sit at table Sit at computer
Teacher beside standing or -sitting| Teacher beside Teacher beside
pupil pupil pupil
Is a Document Spider diagram Spider diagram May use contract |Evaluation sheet |Evaluation sheet
used? "Contract sheet compare with Computer program
contract sheet
Time taken? Short 5-10 mins | Long could be Usually short Short 5-15 mins | Medium
60 - 70 mins 1 - 10 nins ’ 15 - 30 mins
What are they Thinking Looking at plan - | Maybe looking at |Thinking Looking at
doing Writing Thinking work or contract |Writing evaluation
Talking Thinking Looking at sheet | Thinking
Writing Talking Thinking Talking
Signing contract Talking Using computer
Why? Collecting Finalising ideas | Revising decisions |Comparing decisions Checking on process
pupil ideas into firm decision| New decisions about]At start with skills.
about stages of | developments final product -  |Making decisions
work resources etc. making decision on }about skill levels |
value '
Who makes pupil Pupil & Teacher | Pupil & Teacher  |Initially the pupil| Pupil & Teacher }
the decisions? followed by

Observation
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4.3 Case Study

The processes of case study usefully follow a convention outlined by
several workers (McDonald and Walker 1973, Cohen and Manion 1980,
Walker 1980, Bell 1985 and Rudduck 1985). The overall aim of case study
is to develop insight into 'existing realities' (McDonald and Walker
1973). The first stage builds up the case data. This involves making
and recording observations and analysing and comparing the data
collected. The second phase produces the case record, which is a
lightly edited, ordered, indexed and explained version 6f the case
data. The case study itself is a critical report making clear the
features of the educational practice studied. This report is made
available to the judgement of other interested practitioners because
the main strategy of validation is 'cross-checking'(McDonald and Walker

1973).

This case study is typical of case study method in that it observes the
characteristics of a single unit, in this instance the IS programme as
operated in the collaborating school. In particular, it records the
interactions between the teacher and pupils in this classroom, with a
view to identifying the incidence of negotiation and its main
components. It is in essence a short term, single site, 'insider',
exploratory study. The researcher being involved in the teaching in
this classroom becomes once more an observer and feels that this will
generate a more natural and realistic description of the practice in

the classroom, than would a study made by an outside observer.
Verbatim transcripts, as suggested by Stenhouse (1975), of selected
sections of combined video and audio materials were made. The selection

being that only those interactions which contained sections of
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negotiation behaviour as outlined by the participant observation were
included. To these transcripts of the verbal interaction have been
added the non verbal behaviour as 'stage directions' to the main plot.
The transcripts have been used in two ways. First to help carry out the
case study analysis i.e. the transcript has been used side by side with
the analysis schedule to aid analysis. Second, the transcripts have
also provided the examples of negotiation used during the teacher

reflection section 4.4 of this chapter and in Chapter 7.

4.3.1 The Search for an Interaction Analysis Schedule

The main case study analysis has taken place using a modified and
tested version of the Bargaining Process Analysis (BPA). The BPA is but
one of a large number of interaction analysis techniques which have
grown from the early work of Bales (1950). The Fianders Interaction
Analysis Categories (FIAC) (Flanders 1970) is the most publicised and
best known of this type of coding system for the study of classroom
interaction. However as Walker and Adelman (1975) point out the FIAC is
of little use in the 'open' type classroom in which the talk is not of
the teacher dominated instructional type but is of a more intimate
nature between the teacher and an individual or a small group of
pupils. The same problem was found by the researcher when consulting
the thirty anélysis scales recorded in 'British Mirrors' (Galton 1978).
Although the work of Bates (1970) was considered, as this seemed to
provide a means by which teachers could examine their own work
critically prior to making decisions about change, the categories did
not appear to help analyse negotiation. There was no British analysis
schedule which appeared to analyse negotiation and it was also found
that such analysis schedules produced for other purposes had their

critics.
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4.3.2 Critique of Interaction Analysis
Hamilton and Delamont have summarised the criticisms of the use of
interaction analysis as being restricted in that although they can
indicate the norms of teacher and pupil behaviour they suggest that
most interaction analysis systems fail in the following ways:
m They ignore the context in which the data are collected.
» They make no provision for data concerning, for example, the
lay-out of the classroom or the equipment being used.
m  They are usually concerned only with overt behaviour.
m They take no account of the intentions which 1lie behind such
behaviour.
m They are expressly concerned with 'what can be categorised and
measured ',
m The system may well obscure, distort, or ignore the qualitative
features they claim to be investigating.
» They focus on 'small bits of action or behaviour rather than
global concepts'.
® They generate a super abundance of data. Yet to interpret such
data it has to be 1linked to a set of descriptive concepts-
typically the categories themselves - or to a small number of
global concepts built up from the categories.
m They utilize pre-specified categories.
m If the systems are intended to assist explanations, then the
explanations may be tautologous.
m By placing firm boundaries on continuous phenomena, the systems
create a bias from which it is hard to escape.
m Reality -frozen in this way - is often difficult to liberate from
its static representation.

(Hamilton and Delamont 1974)
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The research reported here has used an analysis schedule despite these
criticisms for it is felt that the research has attempted to overcome
some of these difficulties by including the qualitative alongside the
quantitative analyses of the same video materials. The physical lay out
of the room has been clearly shown and the background contexts to the
negotiations have been indicated clearly in the transcript material and
the teacher description following the case study. The intentions or at
least the assumptions being made in this classroom by the teacher have
also been clearly stated. However those of the pupil are ignored. By
placing the personal reflections and descriptions of the teacher
alongside the descriptions from the observations and analysis
materials, a more comprehensive picture has been developed and the
global concepts of negotiation can be compared with the categories
measured. Indeed an attempt has been made to show the multiple truths
of the situation for 'it is implicit in the notion of case study that
there is no one true definition of the situation' (Walker 1980).
Transcripts of the tapes- and the inclusion of the video material in the
case data do allow forvthe reading of qualitative features of the
research by other interested practitioners if they so wish and the
composite video mentioned later has been shown to teachers in the
triangulation phase of the work. The search continued for an instrument
that would measure the interactions which might be considered as
negotiations and the researcher turned to the study of politics, where
such negotiations as.arms reduction and military base concessions have

been studied.
4.3.3 The Development of a Negotiation Analysis Schedule
The instrument which was tested was the Bargaining Process Analysis

(BPA) (Walcott and Hopmann 1975). This consisted of thirteen variables
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which were contained in five general categories of behaviour;

General Cateqory Headings of the Bargain Process Bnalysis

» Substantive behaviour: Behaviour directly associated with the

subject matter of the negotiation.

® Strateqgic behaviour: Behaviour designed to affect the behaviour

of others in the negotiation, but not implying a substantive
change of position on the part of the initiator.

§ Task behaviour: Behaviour primarily designed to promote

business-like discussion and the clarification of issues.

s Affective behaviour: Behaviour in which the negotiators express

their feelings or emotions towards one another or the situation.

® Procedural Behaviour: Behaviour designed to move the discussion

along but which does not fit any of the above categories.

Table 4.6

Four of the general categories were retained, but procedural behaviour
was not used. After small scale trials many of the definitions included
in the BPA did not appear to fit the classroom setting. There also
seemed to be many interactions in the classroom negotiation which were
not accounted for by the BPA. It was at this stage that the strategies
suggested by the work of Martin (1976) were added. A further strategic
behaviour, that of movement, other specific classroom task behaviours
and an expansion of the category questions into four separate types of
question were also added and the title of the category 'Commitment' was
changed to 'Stance' during this +trial period. The definitions of
categories are shown in table 4.7. Those taken from the work of Walcott
and Hopmann and transposed for use in the classroom are indicated * and

those adapted from the work of Martin are marked & .
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The Negotiation Analysis Categories

Substantive Behaviour: Behaviour that is directly associated with the subject of the negotiation

% Initiations  The teacher or pupil proposes new ideas, suggestions or put forward action plans etc.
% Accomsodation Concedes to the other party or gives in when facing of resistance.
% Retraction Retracts or modifies a previously stated point.

Strategic Behaviour: Designed to affect the Behaviour of others taking part in the negotiation but not
changing the substance of the negotiation.

* Stance The teacher or pupil takes a position that is clearly non-negotiable ( will you take your
coats off please? )

t Yhreat The teacher or pupil predicts negative consequences if the other does not behave in the
stated manner.

t Promise Teacher or pupil offers positive consequences as the result of certain actions.

# Comparison  Comparing the behaviour of one individual or group with that of others.
% Playing off  Playing off one individual or group against another by withbolding or only declaring part
of the information that you hold about them or their actioms.
% Group pressure Using an individual or group to exert pressure on others within the class to follow a
course of action.
Movement Actual ovement about the classroom in order to perform different activities and interact
with different pupils.

Task Behaviour:  Designed to create a working atmosphere within the classroom.

% Agreceent Teacher and pupil agree with each other.
% Disagreesent The rejection of the others ideas proposals or facts.
% Questions 1  Requests for inforsation about the content ideas or intentions.
Questions 2  Requests for clarification of feelings , values, reactions etc. What do you think?

Do you feel ready to ....? How did you get on with...?

Questions 3  Those questions offering a choice. Which would you choose?

(Questions 4  Those to do with resources Where is the...? Have you got ? Did you take the....%tc.

* Answers Teacher or pupil supplies information clarifies a previous position.

Repeating Teacher or pupil repeats what has been previously said.

Listing Teacher or the pupil makes a written list or verbally lists the items previously
discussed.

Choosing A person makes a choice from alternatives that have been discussed.

Teaching Giving direct instruction to amother or a group, showing or telling someome how to

perforn a task.
Resourcing  Collecting and returning resource material for self or amother.
Practising  Practising a task which bas been shown or explained.

Affective Behaviour: Where the teacher or pupil express their feelings or emotions towards one another or
towards the sitvation.

% Positive Teacher or pupil jokes, relieve temsion express approval or satisfaction.
t Negative Ooe or other becomes irritable, shows tension, expresses disapproval or dissatisfaction.

Table 4.7
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This revised negotiation analysis was tested using parts of the poor
quality video tape and although the analysis was at first painfully
slow it appeared to be possible to use the definitions and categories
for analysis of the tapes. The tapes for the 31st March were then
analysed using the schedule and the interaction being recorded on
specially prepared coding forms. The coding forms of the Negotiation
Analysis Categories (NAC), two different versions, can be found in
Appendix 6. The analysis of later tapes was assisted by the transcripts
mentioned earlier. These were used alongside the video material to
assist the understanding of the verbal interaction and cut down the
constant play and replay of the video in order to gain understanding of
a particular interaction. The later analyses were therefore subjected
to the selection process, referred to above, which had been used to
select the transcript material. Thus, only material from the tape

deemed to contain negotiation by T/R was analysed.

4.3.4 The Reliability Study

It was - at this stage that two forms of reliability study were
introduced. Inter-observer reliability - could other teachers use the
analysis schedule and analyse the same events as the same code ?
Intra-observer reliability - could the researcher analyse the same

event on different occasions and record the same variable for this?

Two teacher volunteer coders were given a very short introduction to
the negotiation analysis: a fifty minute training session using a typed
copy of the definitions of the variables of the schedule with the March
31st video and the first page of the transcript for that tape.
Categories that occufred during that first page of transcript were

explained and discussed and the coders were instructed in the use of
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the coding form. The coders were then asked to analyse as much of the
video and transcript material as they could in two separate one hour
sessions. The first of these took place a few minutes after the
training session and the second one week later. They worked in the same
room at their own pace and were able to play and replay the video as
required. The researcher did not return to the room until the end of
the session so that no collaboration with him could take place. The
codings from the forms of the coders and those generated by the
researcher's recoding have been added to the transcript of this tape

and appear in Appendix 7

The intra observer reliability was carried out by f£filing away the
analysis of the 31st March tape carried out without the use of the
transcript and then the whole of the tape was re-analysed using both
transcript and video material onto a new set of coding forms some four
weeks later. Comparison of the intra and inter observer reliability
studies weére made using two dimensional matrices as follows. If
observer 1 records an interaction as, for example, ‘'answer' and the
researcher records the same interaction as an 'initiation', then a
tally is placed at the intersection of observer column answer and
researcher row initiation. This process was repeated until all of the

interactions had been recorded on the matrix.

The two matrices below show (a) the results of the comparison of the
reliability of observer 1 versus the researcher - the inter observer
reliability and (b) the researcher record 1 compared with record 2 -
the intra observer reliability. Appendix 8 shows all the matrices for

the reliability study.
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Inter Observer Reliability

OBSERVER 1 YS RESEARCHES RECORD 2

OBSERVER 1
Ho.In.Q1.02.03.04.2n.Re.Li.Ch.Te.Rs.Pr.Ag.Po.Ne.Ac.Rt.Di.5t.Th.Pn.Co.P1.Gp NoR.

RESEARCHES 2

tovenent "1 2
Initiation \ 1 1
Question 1 Iy i2 1
Question 2

Question 3 3}1 1

Question A 1 \

Answers 11 2 2
Repeating 1 2

Listing \

Choosing \

Teaching 1 12 1

Resourcing N1

Practising

Agreement 1 12 2 2
Positive N5

Negative "2

Accoaodation 1
Retraction Total on the
Disagreeaent \ Diagonal

Stance 3 49 1
Threat \ 1
Proaise

Coiparison Total in the \. 1
Playing off square 72 1
Group pressure \

Ho record 131 11 1 162 41 1 1

Table 4.8

The figures above show the total numbers of interactions reported by
two observers. The matched interactions fall within the square. Some
interactions however were reported by one observer but not the other
and vice versa. These are then placed in the 'No record' intersections.
Interactions of absolute agreement are shown in the diagonal across the
table. The table also shows where the matched interactions do not
appear to agree, i.e. where 'initiations' for example correspond on six
out of seven occasions but on another occasion is recorded as an answer

by observer 1. Such discrepancies have been termed 'misplaced codings'.
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Intra Observer Reliability

RESEARCHER RECORD 1 VS RESEARCHER RECORD 2

SECOND ANALYSIS

FIRST ANALYSIS

Mo. In.Q1.02.03.04. An. Re. Li.Ch. Te. Rs. Pr. Ag. Po. Ne. Ac. Rt. Di. 5t. Th. Pa. Co. PL. Gp| NoR.

Bovesent
Initiation
Question 1
Question 2
Question 3
Question 4
Ansvers
Repeating
Listing
Choosing
Teaching
Resourcing
Practising
Agreesent
Positive
Negative
Acconodation
Retraction
Disagreesent
Stance
Threat
Prowise
Comparison
Playing off
Group pressure

M Total on the
‘2\ Diagonal

5 148

Total in the 2\
square 163 1

—— ey o

- )

No record

Table 4.9

The total number of all the 'misplaced codings' on all four of the

inter-observer reliability sheets is shown in Table 4.10 over the page.
The largest percentage of these misplaced codings is in the area of
questions. There are 11% of these in total but 10% of them are recorded

as other types of question. Had questions not been divided into four

types then there would have been an increased agreement overall.
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Misplaced Codings on all Four Inter Observer Reliability Sheets

«In.Q1.02.03.Q4. An. Re. Te. Ag. Po. Ne. 5t.Gp
Hovesent 2
Initiation { i 11
Question § 2 12612 1
Question 2 8 2
Question 3 4 2 2
Question 4 13
Ansvers 31 6
Repeating 1 2
Teaching 5 45 1
Agreesent 5 35 3
Accomodation 1
Threat 22
Comparison 2
Playing off 2

1814 5 4 61215 1 9 4 2 & 5 =99 nisplaced codings~

270 total codings in
Saisplaced 75222 460432122 the four squares
interactions 1i% of reliability
Table 4.10

The category causing the greatest discrepancy would appear to be that
of 'initiation' (correlation coefficient 0.57). Indeed, this echoes
Walcott and Hopmann's (1975) findings. They recorded inter coder
correlations for initiation as 0.65, this being the 1lowest in their

study, which uses a much larger quantity of data.

Summary figures for all the reliability tests are shown in the Table
4.11. The intra-observer analysis of the same tape, on different
occasions, by the researcher produced 91% agreement. It can be seen
that the inter-observer reliability between the observers and the
researcher however was greater, in both cases, when using the second
analysis of the researcher, increasing from 58 to 68% and 60 to 67%.
The second analysis, it will be recalled, was carried out by the T/R

with the assistance of the transcript material.

Observation Page 105



Summary of Inter and Intra Observer Reliability Study

PERCENTAGE PERCENTAGE OF EXTRA REPORTING
AGREENENT
IN MATCHED TASK RELATIONSHIP
INTER-
ACTIONS Total largest categaries Total  Largest categories
2 Initiation
Researcher | 5% 1% Agreement ]
91%
4% [nitiation . 2% Positive Affect
Researcher 2 122 3% Repeating 5% X Negative Affect
4% Initiation 11% Positive Affect
Observer | 12 2% Agreement 199 3% Stance
56%
3 Question | 1% Positive Affect
Researcher { 9% 3% Ansvers B!
3% Initiation 16% Positive Affect
Observer 2 It} 2 Movement 26% A% Stance
' 6%
3 Question 1 1% Neg 1% Comp
Researcher | 6% 1% Ans 1% Repeat 1% Stan 1% Play
3% Initiation 6% Positive Affect
Observer 1 )] 3% Question mixed 16% i3 Stance
68%
2% MKove 2% Ansver 1% Accomodation
Researcher 2 n 2% Agreement A i3 Thre 1% Stan
: 3% Initiation 1% Positive Affect
Observer 2 8 2 Movesent 21% AY Stance
67%
33 Novesent 1% Neg 1% Threat
Researcher 2 - ) ] 1% Quest 1% Ans 5% 1% Conp 1% Play
2 Agreesent 2 Stance
Observer 1 i 1% Repeat 1% Que 4 A 1% Pos 1% Gro Pre
89%
. 3 Agreesent 6% Positive Aff
Observer 2 L] 2% Repeating ()4 X Negative Affect

Table 4.11

All the records show 'extra reporting', for example, where observer one
reports 3 initiations the researcher does not record. The researcher on

the other hand records 2 answers the observer does not report. These
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have been divided into the two areas: task and relationship behaviour
mentioned later on page 115. Under the task heading the observers both
reported extra initiafions which had not beén picked up by the
researcher. The second analysis by the researcher also notes extra
initiations. The researcher however noted increases in 'questions' and
'answers' on the first analysis and 'answers' and ‘'agreement' on the
second. Looking at the extra reporting of relationship behaviour it is
seen that the observers record a greatly increased number of positive
affective behaviour than the researcher. In one case this is as high as
16%. The other increase in reporting by the observers is in the area of
teacher or pupil taking a ‘'stance' that is non-negotiable. Both
observers report a large percentage of extra relationship behaviour,
26% in one case. The percentage of extra reporting of task behaviour is
about the same proportion as that recorded by the researcher. The
researcher however does report a small increase in the area of negative
affect and also in the areas such as 'playing off', ‘'group pressure'

and 'comparison' which have been added to the analysis schedule.

4.3.5 Discussion of the Reliability Study

Taking into account the small amount of interaction which the
volunteers were able to code, the inter observer reliability would
appear to be a little low, but this may well be due to the 1length of
time spent training the observers. The researcher was already more
familiar with the schedule, being involved in its development, but
Walcott and Hopmann report that 'the training of coders in the use of a
system as complex as the BPA is a relatively demanding task. However it
is possible to obtain fairly impressive results.' The training period
of fifty minutes would appear to be small for the complex nature of the

~

analysis schedule. Other problems which the reliability study seems to
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highlight are:
® Under reporting of positive affective behaviour by the
researcher. Is the researcher taking for granted the relationship
behaviour - particularly the positive affective comments and
non-verbal gestures which occur in his own classroom?
® The observers wanting to introduce other categories for areas
where they felt that they could not find a fit for a particular
interaction. Did they fully appreciate the interaction analysis
which they were wusing or did the schedule still not match the
educational setting in which it was being used?
The researcher does not appear to be concentrating upon tasks to the
detriment of relationships. He appears to be unaware of his own
relationship behaviour. Is the researcher taking these for granted as a

part of the tacit understanding of the classroom?

The observers admitted that they had conferred greatly during the
analysis but remarked how frequently they appeared to agree without
this conference. It would seem that the revised schedule would show
even greater reliability with extra training. This training would be
especially important if the scale was to be used independently in the
classroom to record the interactions. The use of the transcripts by the
researcher does appear to provide extra reliability to the recordings
made as shown by the greater reliability of the second analysis using

these.

4.3.6 Analysis of the Video Material Using the Schedule
It was decided to continue to analyse the video material using the
transcripts to increase the reliability. By using the domain analysis

mentioned earlier it has been possible to compare the interactions
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which occur during the whole of a lesson ( 31st March ). Periods of
teaching and of negotiation chosen from the video material using the
domains previously identified have been subjected to analysis. For this
lesson therefore it is possible to compare the results of the

Negotiation BAnalysis for these different types of behaviour. See Table

4.12 below.

Comparison of Interactions between Teaching and Negotiation

Whole lesson Teaching Negotiation
Teacher Pupil Teacher Pupil Teacher Pupil
Substantive Behaviour
Initiation 3.5 4.4 2.2 0 6.5 5.9
Accommodation 0.3 0.3 0 1.1 0.6 0
Retraction 0 0 0 0 0 0
Total % 3.8 4,7 2.2 1.1 , 7.1 5.9
Strategic Behaviour
Stance 2.5. 0.3~ 1.1 0 2.9 0.6
Threat 0.3 0 0 0 0.6 0
Promise 0 0 o 0 0 0
Comparison 0.3 0.6 0 0 0.6 0.6
Playing off 0 0.3 0 0 0.6 0
Group pressure 0.3 0 0 0 0 0
Hovement 2.8 3.5 1.1 4.4 1.2 1.2
Total % 6.2 4,7 2.2 4,4 5.9 2.4
Task Behaviour
Agreement 5.4 2.5 2.2 2.2 8.8 8.2
Disagreement 0.3 0.6 0 0 0.6 0.6
Questions. 18.6 5.0 22.0 3.3 20.6 2.4
Answers 4.1 13.2 1.1 18.7 2.3 - 15.3
Repeating 0 0 0 0 2.3 1.8
Listing 0 0 0 0 0] o
Choasing 0 0.3 0 0 0 0
Teaching 17.86 0 26.3 0 6.5 0
Resourcing 2.2 0 2.2 0 3.5 0
Practising 0 4,4 0 7.7 0 0.6
Total % 48,2 26.0 53.8 31.9 44.6 28.9
Aftective Behaviour
Positive 5.4 0 4.4 0. 3.5 (o]
Negative " 0.3 0 1.1 0 1.8 0
Total % 5.7 0 5.5 0 5.3 0
% Interactlons 63.9 35.4 63.7 . 37.4 | 62.9 37.2
Table 4.12
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The comparison of teaching and negotiation
In order that comparison can be made with the results obtained by

Walcott and Hopmann the category of questions which appears here has

not been divided into the four separate areas.

It must be noted that this set of interactions has been analysed from a
lesson containing 'working negotiation' as outlined earlier on page 93,
where there is both teaching and negotiation taking place at different
times during the 1lesson. How then is the negotiation different from

teaching?

It is seen that during negotiation, teaching - in the sense of giving
direct instruction or explanation - actually decreases. This is
replaced by initiation and agreement made by both the pupil and the
teacher in almost similar amounts. Behaviour related to tasks decreases
whilst the substance of the negotiation is moved along by the
initiations, but other substantive behaviours such as accommodation and
retraction however appear only to play a very minor role in the
negotiation within this classroom. The negotiative strategies which are
used appear to include taking a stance, threat, comparison and playing
off one pupil against another, whereas 'promises' and group pressure 4o
not appear to be used. Behaviours which are used in similar amounts
during both teaching and negotiation in this classroom are question and
answer techniques and both positive and negative affect. The two areas
which appear to be present more when teaching as opposed to negotiating
are those of practising what has been taught and movement to the

teacher to be instructed - both being made by the pupil.

Using the OU tape made available it has been possible to compare the
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lesson of the researcher and that of another teacher - see table 4.13

below.

Comparison of Different Classroom Styles using NA

Researcher's lesson Another Teacher's Lesson
Teacher Pupil Teacher Pupil
Substantive Behaviour ’
Initiation 3.5 4.4 2.1 0
Accommodation 0.3 0.3 0 1.1
fketraction 0 0 . 0 0
Total % 3.8 4,7 2.1 1.1
Strategic Behaviour
Stance 2.5 0.3 7.5 0
Threat 0.3 0 0 0
Promise 0 0 0 0
Comparison 0.3 0.6 0 0
Playing off 0 0.3 0 0
Group pressure 0.3 0 0 0
Hovement 2.8 3.5 1.6 0
Total % 6.2 4.7 ‘ 9.1 0
Task Behaviour
Agreement 5.4 2.5 0 1.6
Disagreement 0.3 0.6 2.7 0
Questions 18.6 5.0 18.2 1.6
Answers 4,1 13.2 3.7 9.6
‘Repeating, 0 0 9.6 0
Listing 0 0 0 0
Choosing 0 0.3 0 0
Teaching 17.6 0 32.6 0
Resourcing 2.2 0 0
Practising 0 4.4 0 2.7
Total % 48,2 26.0 66.8 16.5
Affective Behaviour
Positive 5.4 0 5.3 0
Negative 0.3 0 0 0
Total % 5.7 0 : 5.3 0
% Interactions 63.9  35.4 . 83.4 16.6
Table 4.13

A comparison of different classroom styles

The most striking difference between the two classroom styles is the
nunber of interactions made by the teacher, taking up 83% in one
classroom and 64% in the other. Initiations in the other observed
lesson are all made by the teacher, whereas in the TR lesson

initiations are made by both teacher and pupil in almost equal amounts.

Observation Page 111



The one 1lesson we might term more teacher-directed (t/d), the other
more pupil-centered (p/c). The main strategic behaviours observed are
those of the teacher taking a non-negotiable stance and moving about
the room. In the t/d class however the pupils do not move, whereas in
the p/c room the pupils in fact move to negotiate more than the
teacher. Classroom negotiations appear to elicit agreements and
disagreement from both parties whereas the analysis indicates that the
teacher using the more t/d style attempts to ensure that the pupils
agree with his proposals whereas it is he who disagrees with their
interactions. Around 20% of the interactions in both classrooms are
questions delivered mainly by the teacher. The questions vary in
intent. In the t/d classroom the majority are of content whereas other
types are used by both pupil and teacher in the classroom using
negotiation. Both teacher styles use the technique of repeating as a
means of making clear the tasks involved. The teacher using negotiation

also uses 'listing' as a technique to help clarify the pupil's ideas.

One teacher it would appear is attempting to tfénsfer a body of
"knowledge and skills that are subject related to his pupils. Teaching
behaviour, giving instructions, explaining etc. is almost doubled. The
other is trying to allow the pupils to take control of their own
learning at least to some extent and teaching behaviour is lower and

pupil interactions are increased.

The video material has been subjected to selective analysis using the
domains outlined earlier. The tapes for different days containing all
of the phases of negotiation - preparation, contracting, working
negotiations, evaluation and assessment - the whole negotiation process

outlined has been analysed. The results are shown in Table 4.14.
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Analysis of the Different Domains of Negotiation

18th 25th 3ist 6th 12th 12th
Harch Harch Harch April Hay Hay
Contract t vorking ——# Evaluatn Assessmt
Tea  Pup Tea Pup Tea Pup Tea Pup Tea Pup Tea  Pup
Substantive Behaviour
Initiation 11.9 11.2 9.6 7.3 6.5 5.9 9.0 6.6 15.5 0 3.5 0.5
Accommodation 0.7 0 0 (1] 0.6 © 0 0 0 0 0 0
ketraction V] 1.1 0 0.8 0 0 0 0 (V] 0 0.5 0
Total % 12.6 12.3 9.6 6.7 7.1 5.9 9.0 6.6 |15.5 O 4.5 0.5
Strategic Behaviour
Stance 4.0 0 3.3 0 2.9 0.6 0 0.5 0.9 0 4.9 0
Threat 0 0 0 0 0.6 0 0 0 0 [} 0 0
Promise 0o (o] ] 0 0 4] 0 0 o] 0 (3] 0
Comparison 0 0 0.4 0 0.6 0.6 0 1.4 0 0 1.0 0.5
Playing ofrf 0.4 0 ] 0 0.6 0 0 0 0 1] V] 0
Group pressure (4] 0 0.4 0 0 0 0 0 0 0 0 0
HMovement 0.4 0 0.8 0.8 1.2 1.2 0.5 0 2.7 0.8 1.5 0.5
Total % 4.8 0 4,9 0.8 5.9 2.4 0.5 1.9 3.6 0.9 7.4 1.0
Task Behaviour
Agreement 6.1 10.8 4,2 12,1 8.8 8.2 2.8 3.3 2.7 2.7 3.9 3.0
Uisagreement 0.a 0 1.7 2.5 0.6 0.6 0.5 3.3 0 4] 0.5 0.5
Question | 12.2 1.1 11.7 2.t (10.0 1.2 [10.9 0.9 |21.8 0.9 10.8 1.5
Question 2 0.4 0.4 2.1 0.a 1.8 0 6.6 0.5 7.3 0 5.9 0.5
Question 3 3.0 0.7 1.7 0.a 3.5 0 1.4 0 0 0 4.4 0
Question & 1.a 0 4.2 1.7 5.3 1.2 7.1 2.4 3.6 0 0.5 0
Answvers 1.4 9.3 1.2 11.7 2.3 15.3 1.4 19.0 0 22.7 2.0 11.8
Repeating 7.2 0.7 3.7 2.1 2.3 1.8 3.8 0.5 4.5 0 14.3 0.5
Listing 7.5 1.4 0 0 0 [} 0. -0.9 0 0.5 0
Choosing 0 0 1] (4] 0 [} 0 0.9 0 0 [+} 3.9
Teaching 1.4 0 2.9 0 6.5 0 7.1 0 0.9 o0 5.9 0
kesourcing 0.8 0 2.1 0.a 3.5 0 5 0 0 0 0 0.5
Practising 1] 0 [} 0 0 0.6 0.9 0 0 0 2.5
Total % 42.4 24.4 35.5 33.4 |44.6 28.9|42.1 31.7 |41.7 26.3 |48.7 24.7
Affective Behaviour
Fositive 2.9 0.7 7.0 0 3.5 0 2.4 0 7.2 1.8 | 9.8 1.5
Hegative 0 [} ‘0 0 1.8 0 0.5 5.2 0 0 0 1.0
Total % 2.9 0.7 7.1 0 5.3 0 2.9 5.2 7.2 1.8 9.8 2.5
uncodeable 1.0
Total % -
Interaction 82.7 37.4 57.1 42.9 162.9 37.2 |54.5 45.4 | 68.0 29.0 | 70.4 28.7
Table 4.14

The behaviour patterns of classroom negotiation

Negotiation in the classroom, as would be expected, has different
behaviour patterns from those of the Arms Control Negotiations studied
by Walcott and Hopmann, where both parties have equal power bases.
Disagreements between teacher and pupil occur much less frequently.

This raises the question about the power in the classroom. Dare the
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pupils disagree? Agreement does take place for about the same amount of
interactions. Both teacher and pupil do however take up non negotiable
stances, although it is the teacher who is most prone to this
behaviour. Positive affective behaviour by the teacher, and in some
instances the pupil, occurs in somewhat similar amounts to that found
elsewhere. Questions are used in very similar amounts throughout
teaching, classroom negotiations and arms negotiations. It seems
however that some of these questions are never answered for answers do
not compare equally in the classroom situation. Initiations by the
pupil and the teacher appear to be the most distinguishing feature of
classroom negotiation, where there is a twofold increase compared with
teaching and the analysis of arms negotiations. (Is the total of all
teacher and pupil initiations about double those of arms negotiations

because initiation within the classroom is potentially less harmful?)

Walcott and Hopmann discuss the use of several ratios. The ratio of
soft to hard bargaining is calculated by finding the total interactions
of soft bargaining (initiations, promises and accommodations) and
dividing by those of hard bargaining (threat, stance and retraction).
It is reported that this ratio is very low when the negotiators'
attitudes towards one another are more negative. In most instances
negotiations in the classrooonperate under soft bargaining conditions
the ratio being higher than that produced by teaching 12:3 in the same
classroom. The teacher directed classroom however appears to operate on
the principles of hard bargaining (ratio 0.4). The ratio of agreement
to disagreement is also higher in negotiation than in both other forms
of teaching. The ratio of positive to negative affective behaviour is
higher during negotiation than during teaching. These ratios are both

reported as 'positively related to the production of agreements at the
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conclusion of the negotiation' (Walcott and Hopmann 1975). The
frequency of one party or another taking a stance however is
'negatively related to the production of agreements at the conclusion
of the negotiation' (Walcott and Hopmann 1975). The average of the
stance taking behaviour during negotiation in the classroom is 2.9,
which is not greatly different from the 3.5 fouod by Walcott and

Hopmann.

A comparison of relationship and task behaviour
It was at this stage that a comparison of relationship and task
behaviours was undertaken using the same coded information. The ratio
of task to affective behaviour in Walcott and Hopmann's terms shows
negotiation as lower when compared with teaching in the same classroom
and teaching by another teacher (12:17:28). Affective behaviour,in most
instances positive, appears to play a vital role in negotiations
whereas in teaching the task becomes the more important area. If the
criteria are re-classified under either task or relationship headings,
as suggested by the work of Fisher and Ury (1982), then a re-allocation
of categories can be made as follows:
Task Movement, Initiation, Questions, Answers, Repeating,
Listing, Choosing, Teaching, Resourcing, and Agreement.
Relationship Positive and Negative Affect, Accommodation,
Retraction, Disagreement, Stance, Threat, Promise,
Comparison, Playing off and Group pressure.
It would appear from Table 4.15 that the task is the prime concern of
the classroom. Relationship behaviour, can be seen from the table, as
reaching its height during the negotiated assessments. It would appear
however that the pupil does get a greater share of the task

interactions in the classroom of the T/R than in the other classroom

Observation Page 115



investigated. Walcott and Hopmann figures when re-allocated to task and
relationship headings are 64% task and 36% relationship whereas in

classroom negotiation the figures are 85% and 14% respectively.

Comparison of Task to Relationship Behaviour for Different Activities

Type Full Contract} VWork { | Work 2 ¥ork 3 Eval Assess Teaching} Another
Date 3ist 18th 25th st 6th 12th 12th 3ist Teacher
Person Te Pu{Te Pu|Te Pu|{Te Pu|/Te PulTe Pu|Te Pu|Te PujTe Pu
Task 58 36|54 36|44 4949 35|51 35|60 27|53 25]54 33[68 16

Relationship 3 1} 8 .2)13 |11 2|3 19{8 2)17 Af{te 2116 1

Overall percentage during negotiation Task 85%- Relationship 14%

Table 4.15
Is it as Fisher and Ury (1982) suggest that the negotiators in a
win-win situation concentrate upon the problem and not the people' or
could it be that the teacher and the pupil use mainly task behaviour
because of the unequal power sharing in the classroom? The teacher
could be perceived as holding the legal and legitimate power and
therefore it may be that the relationship behaviour of the pupil must
be diminished for he or she can rarely if ever have an equal say in
what goes on in the classroom. What is happening in the classroom of
the T/R where the pupil interacts on over twice as many occasions than

in that of the other teacher?

An analysis of the starting and ending of negotiations

A further analysis wusing the boundaries between the negotiations
identified by the content analysis and the interaction analysis
schedule has been possible. This shows the interactions used at the
start and end of negotiations and has been carried out by recording the

first and last six interactions of each negotiation see figure 4.16.
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The Analysis of the Starting and Ending of Negotiations

STARTING Number of ENDING
First six interactions pupils Last six interactions
Mo Po QI In St 2 in Rt In st
Mo Q2 [An] Ag 1 [Ag] A¢ Po a4 [Ag] Rs
Q1 Rs Qi Ag 1 UE{AE%:E In Rs Rs Te
[Q1] [in] Mo a1 [an] Q1] 2 Q3 [An] [Q4] Ag In Po
o] [In] € an [in] ag 1 Te 04 An Rs Re In
al Po Qs QL Re 2 Ac St In St
to [Tn] a1 [an] In 01 1 in [Ag] Li st [ag] Re
Ag Po L raren An Te Q3 St In
Contract
Mo [IE] Q2 Po Ag 2 ' in [In] Re Ag Te Fo
Mo In Q1 [An] [Po] a1 2 Te [QL] An Po
Mo a1 Qi [An] Qi [an] 1 Qs [Ag] Po [Tn] In In
Mo Q1 [in] Re 2 sth Te In Q4 Te In
a1 [n] Re a1 Te s ULy Ag
o] a2 [an] [Ne] [an] [Ne] 2 02 [An] az [an] [In] @
Mo Q2 [An] Q1 Q1 [An] 1 In Te [Ag] Te [Ag] Po
Mo Q4 ar Q3 1 Co Q4 Qi In Q4 Rs
Te DI In 1 H:f:: 02 [Ag] In in Te
Mo Qi St [Ag] Po [in] 2 [0i] [in] in [In] Ag Po
Mo a2 [An] @1 Po [An] 2 . a1 [an] [In] [Rs] st Po
Mo Q1 St Po In 1 12th . Q2 Po Te St In St
Mo In St Po [a1] Te L hesessat Re Po Te Po In
Pupil interactions are Teacher interactions are (1

The code letters are the initial letters from the Analysis categories Table 4.7 page 100.

Table 4.16
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It

can be seen that the teacher is the person responsible for t

starting and ending of the negotiations. The teacher:

Making 60% of the first six interactions and 70% of the last six.
Making the first interaction 76% and the last interaction 90% of
the time.

Moving starts 62% of the negotiations whist movement by the pupil
only accounts for 19% of the initial interactions.

Asking questions (57%) is the most common first verbal
interaction. Whereas the pupil makes an initiation as the first
verbal interaction.

Asking questions is 24% of all starting interactions and the
majority of these are questions of content. The pupil asks only
7% questions in the total starting interactions.

Poses a question during the starting of 86% of all the
negotiations whereas only 29% of the negotiations contain a pupil
question.

Uses positive affective behaviour in the first six interactions
of 38% of the negotiations recorded, whilst the pupil uses this
behaviour in only 5% of the negotiations.

Agrees with the pupil at the start of 24% of the negotiations and
the pupil agrees with the teacher in 14% of the negotiations.
Takes a stance in 19% of the starting and 29% of the ending of
negotiation.

Closes the negotiation with positive affect on 29% of occasions.

It would appear to be the pupil who provides answers in the initi

stages and agrees with the teacher in the final stages of t

negotiations, although initiations are made by the pupil in 38%

negotiations.
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4.3.7 The Production of Flow Diagrams
A final analysis of the data has been made using an analysis of paired
interactions similar to that proposed by Flanders (1970). By examining
the way in which pairs of interactions follow each other it is
according to Flanders possible to produce 'flow diagrams' giving some
indication of how the whole process works. If a sequence of interaction
is examined the transcript shows for example:

Teacher "John what are you sitting on a table for?"
Which is analysed in the T/R second observation as follows:

Movement/ Question type2/ Negative affect/ Stance.
The following pairs can be extracted from this:

Movement followed by Question type 2

Question type 2 followed by Negative affect

Negative affect followed by Stance
These pairs were then recorded in the corresponding cell of a twenty
five by twenty five matrix as shown below, where the rows represent the
first interaction in the pair and the columns show the next interaction
(See the work of Flanders 1970 for a full description). Indeed the
pairs shown above are subsumed within those sﬁown on the matrix for
working negotiations Table 4.17 below. The full set of pairs analyses
are shown in Appendix 9. Movement followed by Question type 2 is among
the three records along the Movement row under the Question type 2

column as highlighted.

The matrix can be read as it stands, for example it can be seen that,
as one would expect, a question is followed by an answer. However
looking further along the answer row it can be seen that answers lead
to further questions. Almost equally an answer could be followed by a

repeat of what has been said or an agreement with the statement by the
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second party.

Matrix Showing Pairs of Interactions which Follow Each Other

The Recording of Pairs of Interactions
Vorking Negotiation- Combined Totals for Three Analyses

« .Ho. In.Q1.02.Q3.04. An. Re. Li.Ch.Te.Rs.Pr. Ag.Po. Ne. Ac. Rt . Di. St. Th. Pa. Ca.P1.Gp.
Hovesent 1 43 1 | !
Initiation 19961854 5 232 1173
Question 1 96 47 3 21 24 1 2
Question 2 2 1 111 i 412 i
Question 3 i1 117 1 1 1
Question 4 331142 1 6 i1
Ansvers 21226 3 26 714 28121548 51 i
Repeating 178 1 41 11 52
Listing :
Choosing 2
Teaching 710 171 & 4 { {
Resourcing 131 2 2 2 1
Practising 1 1 1 '
Agreement 119 854526 91171811 2
Pasitive 355 38 21 1 1
Negative 324 2 1 1 13
Accomodation 1
Retraction 2 1
Disagreesent 511 3 212 131
Stance 211 1 1 33 i
Threat i
Promise
Comparison 2 2 | i
Playing off 1 '
Group pressure i

Table 4.17

In the production of flow diagrams from such a matrix Flanders outlines
two 'ground rules':
First - You should choose some minimum number which is the
lowest frequency that you will mark.
Second - All cells with this frequency or above must have entry
or exit arrows.

Using the first rule actually allows a simplified matrix to be produced
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as shown below in figure 4.18, where the lowest cell frequency marked
is eight. The area of question has again been reduced to one category
for this analysis to simplify the matrix further.

Simplified Pairs Matrix for Working Negotiation

Simplified Matrix with five transitions marked
Vorking Negotiation

In. Q. An. Re. Te. Ag. Po. Ne.
Hovement
Initiation 9 @
Guestion @ 13
Ansvers 12 4 14 8 15 8
Repeating
Teaching 17
Agreement 19 22 9 10
Positive 8 8
Negative 6

Table 4.18

On this simplified matrix the first five parts of the flow diagram have
been marked in the following way. The highest cell frequency is the
starting point of the diagram. In this case, questién followed by
answer occurred 86 times out of a total of 629 interaction pairs, about
(14%). Therefore the chances are about one in seven of a teacher or
pupil asking a question 'should a visitor inadvertently walk in the
room' (Flanders 1970) during a period of working negotiation. This cell
is marked with a circle. The next step is to look along the row which
contains the second half of the pair - in this case the answer row. The
highest cell frequency here 31 turns out to be answer followed by
question which is again marked and then joined to the earlier marked
cell by a curling arrow. The question row is returned to and the

highest wunmarked frequency 23 found, marked and joined to the

previously marked cell. The next highest unmarked frequency 15 is found
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- question followed by initiation - initiation is followed by agreement
24 - agreement followed by more questions 22 etc. The same procedure is

followed until the whole of the series of interactions is marked.

Simplified Matrix with All the Transitions Marked

Simplified Matrix with All the transitions marked
Working Negotiation

In. Q. An. Re. Te. Ag. Po. Ne.

Hovement
Initiation
Question
Ansvers
Repeating
Teaching
Agreement
Positive
Negative

Table 4.19

It is now possible to look at the whole series of most likely cycles of
interaction wusing the pairs analysis to provide a reading of the
events. The start of the working negotiation cycle appeérs to consist
of large amounts of question and answer (g/a). Following on from these
there are initiations, suggestions and ideas being presented, which
again feed back into further g/a. Initiation however can also set up
small scale cycles of its own which bring forth agreements from both
the teacher and the pupil. These agreements can return us to the g/a or
can feed back into the initiation of ideas. The g/a cycles can also
elicit agreement leading to positive affect usually from the teacher
but in some cases from the pupil. The positive affect returns events
once more to the g/a cycle. Answers are quite often repeated by both
the teacher and the pupil leading back once more to the g/a cycle.

Answers once again can bring forth teaching, giving explanation and
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instruction by the teacher and this once more feeds the g/a cycle.
Agreements made may also lead to teaching. The g/a cycle it appears may
also bring negative affect to the surface with both teacher and pupils
showing this type of behaviour, which once more leads back to the g/a
cycle. The only interaction not yet engaged in the transitions is
movement, which would appear to feed the whole system. The process can

be summarised diagrammatically:

Flow Diagram for Working Negotiation

Question Answer

Movement

Repeating

Suggestion
Ideas etc.
Agreement

Positive

Explanation and
Instruction etc.

Negative

Figure 4.5
The flow diagrams which follow have been produced in the same way as
Figure 4.5. Appendix 9 shows the full matrices, simplified matrices,

with the transitions marked, alongside the flow diagrams.

The analysis of teaching produces much simpler flow diagrams than the

one for working negotiation shown above. In the IS classroom it appears
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that the process starts once more by the gq/a cycles which are followed

by teaching, which either leads to further g/a or

it can 1lead to

practise of what has been instructed on the part of the pupil. Practise

leads the interactions back into the g/a cycle.

Flow Diagram for Teaching in the IS Classroom

Question

:> Answvers

*

!

Explanation and
Instruction

etc.

J

Practise

Figure 4.6

In the other teacher's classroom examined somewhat similar techniques

appear to be used.

Flow Diagram for Teaching in Another Classroom

Question

<

Answver

1

l

Repeating

—>

Explanation and
Instruction etc..

—

]

Stance

Figure 4.7

The g/a cycle leads into repeating, to be followed by explanation and

instruction,

Observation

which
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teacher taking a stance about the way things are to be done.

As is shown in Figures 4.8-4.10 the other domains of negotiation all

start with the gq/a cycle, but each appears to have its own special

features.
Flow Diagram for Contract Negotiation
Question %:7 Ai) Ansver
1 2 3 4
4
Suggestion
—_—epp| .
Ideas etc. Repeating
4 R " —
Listing ¢ Stance
L—— Agreement ‘——J

Figure 4.8
Contract negotiation as shown above contains cycles of initiation
leading to 1listing or agreements being made. Stance taking by the
teacher appears here as a special feature, where the teacher is laying
out the non negotiable areas of the contract to the student.

Flow Diaqram for Negotiated Evaluation

Question <:7 '! Ansver

Suggestion
Ideas etc.

Repeating l¢—

Positive jg—0u]

Figure 4.9
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During negotiated evaluation repeating answers and positive affect by
both the teacher and the pupil appear to be the special features, with
suggestions and ideas being made by the teacher. These are apparently
not followed by other interactions apart from other initiations. Here
we have highlighted a problem caused by the small number of
interactions and also the first ground rule. The interactions that
follow initiation aré spread so thinly across different areas that they
do not reach the minimum number chosen for marking on this matrix.
Small numbers of initiations can in fact lead back to the g/a cycle.

Flow Diagram for Neqgotiated Assessment

{

[l
Question J.) Answer
! v v
1 2 3 4 :

Choosing

Repeating |¢| ¢————

!

Positive

— 1P

—

h

L——1 Agreement f"“_—'—"‘

Figure 4.10
The special features of negotiated assessment appear to be cycles of
repeating answers followed by positive affect mainly by the teacher

and the pupil making choices prior to agreements beind made.

4.3.8 Discussion of the Flow Diagrams

Both 'negotiation' and 'teaching' .in the classrooms examined, start
with the teacher firing questions which the pupils are expected to
answer. The apparent difference is that during teaching the teacher is
likely to know the answers, whereas in negotiation the teacher is

hoping that the pupil will generate at least part of the answer for him

Observation Page 126



or herself by giving suggestions and ideas. In every stage the teacher
repeats statements made by the pupil. Is this to give himself time to
think or to help the pupil clarify the ideas which have been put
forward? Agreements do follow from slightly different cycles of
interactions in every phase of the negotiation process, although they
are not apparent during evaluation due to the small number of
interactions analysed. They do in fact follow from initiations and
answers. The agreements do not just come from the pupil. On some
occasions teacher and pupil make an almost equal number of agreements,
whereas on other occasions it is the pupil who agrees with the teacher.
The taking of a non negotiable stance by the teacher does take place at
every stage of negotiation but it is most prevalent during contracting
and assessment. It is only during the negotiation of a contract that
stance taking by the teacher appears to impinge upon the cycles of
interactions leading to agreement. The teacher takes up non-negotiable
stance about certain parts of the contract, with which the pupil, it

appears, is expected to comply.

4.3.9 Review of the Analyses

The forms of analysis performed thus far have allowed us to determine
several pertinent features of the negotiations taking place in this
classroom. The first of these is that negotiation is not a constant
feature, indeed teaching appears to take place more of the time.
Content analysis showed that on the particular 1lesson analysed fully

the following interactions took place:

n Teaching 40% of a lesson.
n Negotiation 39% of a lesson.
u Resourcing pupils 13% of a lesson.

Observation Page 127



The timing of interactions has showed that not all pupils are
necessarily taught or negotiated with during a particular lesson.
® Some pupils interact with the teacher for about a third of a
lesson.
®m Others are not involved in interaction with the teacher at all.
The negotiation analysis schedule has allowed comparisons of two
classrooms showing different styles of interaction in the IS classroom

the pupils are more likely to:

] Be involved in interactions.

L] Move around the classroom.

L] Initiate suggestions and ideas of their own.
n Ask questions of the teacher.

The analysis has shown that the IS classroom is a place where

negotiation can take place and where the teacher:

L] Makes about 60% of all the interactionms.

n Gives less direct instruction and explanation.
n Begins and closes the negotiations.

u Makes more initiations and suggestions.

[ Asks large numbers of questions.

u Agrees with the pupil on more occasions.

Participant observations by the T/R have shown that:
m Pupils prepare for negotiations with the teacher.
m Teacher and pupil negotiate a contract of work.
m Working negotiation takes place, to overcome difficulties, plan
visits and manage resources, whilst the contract is fulfilled.
m Teacher and pupil review and evaluate work.

m Teacher and pupil feed the computer with negotiated skill levels.
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A comparison of the different types of negotiation and the preparation
of the flow diagrams from these analyses has shown that there are

cyclical processes involved where it can be seen that:

L] The teacher uses different types of question during
different phases of the negotiation process.

n The teacher and pupil are involved in making
suggestions and generating ideas.

n The teacher is prepared to take up a non-negotiable
stance particularly during contracting.

n The teacher and the pupil do make agreements but it is
the pupil who is more likely to agree.

n The teacher increases the use of positive affective
behaviour as negotiations move from contracting to
assessment.

n The teacher uses the technique of listing items during
the contracting phase.

n The teacher repeats pupil statements during contracting

and assessment.

Negotiation in this classroom would appear to be practised using
certain techniques which are not necessarily the same as those required
by the teacher who is attempting to pass on a body of knowledge to the

pupils in his or her charge.

Some of the techniques highlighted in this study are summarised in the

following table
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A Summary of the Techniques being used in IS Negotiation

® Listening -

s Soft bargaining -

® Questioning -

8 Summarising -

® Agreeing -

Accepting attitudes- The teacher and pupil are able to accept each

other as negotiators and each is prepared to
consider the suggestions put forward by the
other.

Teacher and pupil listeﬁ to what is being
said rather than dismissing the ideas of the
other outright.

The use of ideas, suggestions and initiation
to stimulate discussion and persuasion rather
than working through shows of power, threats
and disagreements.

The use of question and answer to clarify the
full meaning and content of the suggestions,
including questioning the resources being
used, questioning the feelings of
participants, and allowing questions of
choice.

Using repeating and listing to summarize what
has been discussed.

Agreement by both teacher and pupil on what

has been summarised and decided.

m Affective behaviour - The use of mostly positive suggestions,

praise etc. by the teacher to encourage the

pupils to consider new possibilities.

Observation

Table 4.20

Page 130




DX C’]\:Hr éé : Page count | L)"é 2

Batch number 630

Comments:

INSTITUTION COPY

Institution C-NAH GH EFFAELD C\T‘( POL\(TECHM\QB

Thesis by FrRoqanTT. B

We have assigned this thesis the number given at the top of this
sheet.

CNAA hasbeen notified,and will pass the information on toASLIB
on your behalf so that it can be published with the relevant abstract
in their Index to Theses with Abstracts.

THE BRITISH LIBRARY
DOCUMENT SUPPLY CENTRE

British Thesis Acquisitions

T3-16B



4.4 Reflection on the Lessons.Analysed

The final analysis is more 'traditional' to the educational case study
method whereby the participant observer reflects upon and describes
what is occurring in the classroom. This 'reflective analysis' was
built up over a fairly long period of time because of the other
analyses mentioned earlier. The description includes further
clarification of the type of negotiation taking place in the room using
material gleaned from the earlier analyses and a collection of the
assumptions which the teacher feels are being made. It is here that
this researcher is able to combine the qualitative, participant
observations with the quantitative case study data. It is an explicit
statement of the revised fore- understanding which has settled as a new

layer of sediment upon the biography bf the researcher.

Throughout the following discussion the T/R has numbered a series of
assumptions which appear to be being made by both teacher and or pupil.
(The numbered assumptions shown bold are reported later page 143.)

To cast some suspicion at this stage it might be necessary to ask - why
the pupils have not been asked what they assume is happening? Some

pupil descriptions can be found in an earlier report. (Froggatt 1986)

4.4.1 The IS Negotiation Process

It would appear that in IS there are rather elaborate procedures in
place to give the pupils back the choice (1) that they have lost
through the enforced placement in the IS group. A major part of the
aims of the programme have been described as motivational (Open
University 1988&) - allowing success in small steps (2). The successes
are monitored and recorded as quickly as possible after the event so

that the motivation gained might be used to further aid the planning
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for development of individual skill deficitsby the pupil (3). As
outlined earlier the negotiation process in IS isconsidered to take
place in the distinct phases shown below:

B An Induction Course feeds pupils into the negotiation process.

B Pupils prepare for negotiations with the teacher.

B Teacher and pupil negotiate a contract of work.

B Working negotiation takes place, to overcome difficulties, to plan

visits and to manage resources, whilst the contract is fulfilled.
B Teacher and pupil review and evaluate work.
B Pupils negotiate skill levels with the teacher and feed them into

the computer to be printed later.

As a result of working through the analyses the T/R would now describe

the negotiations in IS as a cyclical process (cf. Pearce et al 1981,

Harris 1988) which surroundsnegotiated learning. It has Ilpeen shown

diagrammatically in the Individual Studies programme guide as follows:
The IS Negotiation Process

INDUCTION

PREPARATION FOR
NEGOTIATION

NEGOTIATED
ASSESSMENT

NEGOTIATED LEARNING.

CONTRACT
NEGOTIATION

NEGOTIATED
EVALUATION

WORKING
NEGOTIATION

Figure 4.11
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4.4.2 Induction

This is a phase which has not yet been studied in this project, but was
briefly examined during the early part of the PACE initiative, and
which is revised annually. Induction is seen as an important part of
the whole IS negotiation process. The pupils from the Third Year who
have been invited to join the IS programme attend this induction. They
are those experiencing the problems mentioned earlier in the
practitioner fore-understanding section. The course entails the pupils
being withdrawn from two of their normal third year lessons during the
last part of the Summer Term. The course is led by the tutor who will
' be taking the group in the fourth year and includes work of a problem
solving nature as well as instruction in the use of computer programs

needed in Upper school IS.

4.4.3 Preparation for Negotiation

This phase is not a negotiation, in the terms set out earlier, but it
is considered by the IS teachers as essential. In it the pupils are
given time to consider the following three questions (4): "What work do
I need help with?" (5) "What problem solving work will I undertake?"
(6) "What topic would I most like to learn about?" (7) The answers,
written out by the pupil or pupils onto a prepared planning sheet
(Appendix 1), form the basis of the next phase of the negotiation. It
is also expected that the ideas forming the topic of study will have
developed into a spider diagram showing all the items pupils feel
important about the topic chosen. (8) The only restrictions on the
choice of topic according to the teacher are: that it must be legal and
that it must be something that they could tell their parents about.
Pupils are allowed to work in small groups, but the permitted maximum

is three pupils (9). If the pupils are working in a group, then
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negotiation will take place within the group during the formulation of
the plan but this negotiation has not been monitored in the study (10).
The group or individual will now negotiate the prepared ideas into a

contract of work with the teacher.

4.4.4 Contract Negotiation

This phase of the negotiation produces the contract (11) - the agreed
set of work which the pupil will then carry out. The aims of the
Holgate contract have been summarised elsewhere (Froggatt 1986).
Several of the aims to do with planning impinge upon the negotiable
content of the contract.

The Negotiable Areas of the Holgate Contract

What might be learnt.

" How it might be learnt.

] Where it might be learnt.
" When it might be learnt.

] For how long it might be learnt.

L] What form the end product of the learning might take,

Table 4.21

The ideas and plans that the students bring to the negotiating table
can be visualised as lying somewhere along a continuum between doing no
project at all and doing the perfect project. The teacher will also
have ideas about what students can achieve. These ideas will no doubt
lie at a different place on this continuum. Negotiation is seen as the
process that will bring the two sets of ideals somewhat closér together
to produce the final plan of the work. Quite often the pypils in IS
underestimate their abilities and such a continuum is shown in figure

4.12 over the page.
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The project planning continuum type 1

N\~
No pupil ((Afinal M teacher's perfect
project plans C: contract ) ideals project
k_,\,\/g/
‘K\\\\\yegotiation ,///j{
to close the gap
Figure 4.12

On the other hand it may be that the teacher has such low expectations

of the pupil that it is the pupil plan which is closer to the ideal or

a further possibility is possible where the pupil aspirations far

outweigh actual capabilities of carrying out such a project - either

way the teacher ideals and pupil plans are exchanged as shown in Figure

4.13 below:

The project planning continuum type 2

No

project

N\
—~
teacher's (’ final/\\~\ pupil

ideals ( contract ) plans
"\.ﬂ\/“/

perfect

- project

\\\\\ negotiation ,///)’

to close the gap

Figure 4,13

The teacher and pupil or pupils will use the planning sheet to discuss

the ideas generated (12) and much of the early negotiation takes

the

form of clarification. The teacher using question and answer cycles to

Observation
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create an expansion and development of these ideas as the following

extract from the transcripts shows.

Clarification Through Question and Answer Techniques

1. Now what are you doing then? Are you comparing trains busses
lorries planes? Are you going to do some sort of comparison on
those or? (Looking from one to the other)

P1. Yeah,

P4. Do something like that.

T, So what about the different ways for instance that trains nmight
work? '

P4, They go on rails and that.

T. They go on the rails but what makes them go?

P1. Engines.

T, So perhaps that's something that you need to look at. What

different ways trains might work from for instance busses?

Transcript 1
(It must be noted that all transcripts used in this report are verbatim
and as such may not be grammatically correct. Spellings used for some
words not found in normal writing are phonetic in an attempt to record

what was actually said. The convention used is shown in appendix 10)

Initiations - suggestions, ideas and action plans - abound (23%),
coming almost equally from the pupil and the teacher. (13) These are
closely followed by questions relating to the content of the topic
(13%3), coming mainly from the teacher answers being supplied by the
pupil. In many instances the teacher will act as the scribe (14),
listing (8%) many of the suggestions and repeating much of what is
discussed (7%) in an attempt to gain agreement over what is acceptable
for this project. The pupils will suggest an end product. The teacher
will put forward ways of combining the project ideas with the suggested
end product, often bringing in the help of other pupils or other
teachers (15). During contracting the teacher will often take a

non-negotiable stance - repeating the instruction that a contract must
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contain, besides the project, some form of problem solving, as well as
some remedial work (16). This is illustrated below:

The Teacher Taking a Non Negotiable Stance

T. Right but you also need to think about you're problem solving one.
P4, We could do some LEGO or som'at sir.

T. You could do a LEGO one yeah.

P1. We could do a model of a ....

T. Come on there's a problem coming here I can see. Model of a thing

or sommat what's that mean Graham?

P4, We could do a LEGO thing to show how a thing works.

T, What showing how the engine works? Somebody's already tried that
and found it very difficult. That's one. Come on Graham what were
you thinking of?

P1. 'Bout doing a model of a train or something.

T. Yeah.

P1. Oh that won't be a problem.

T. It wouldn't be a problem really ..No. Well Its another little
thing for you to think about in the next few minutes.

T. There's no need to come out with that instantly. And the other

thing we need to decide on is what work you're gonna try and
improve on in your sort of school work. What help work are you
qonna have a qo at. OK.

(Assumptions 17 and 18 appear to be hidden here!) Transcript 2

The stages that the project will pass through to reach the end product
suggested by the pupil will also be discussed, with the teacher
introducing ideas and suggestions which have been successful in the
past. The length of time that the project will take as mentioned
earlier is another negotiable item but often it is the teacher who
makes the final decision (19). The planning stage closes with the
recording of the decisions onto the prepared contract sheeg (Appendix
2), which it is felt may also give guidance in the planning of stages
of the work. (20,21) The recording is wusually done by the pupil,
sometimes from a copy which the teacher prepares. The document is then

signed by the teacher and the pupil. (22)

The contracting stage of the negotiation would appear to be teacher
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directed, for 63% of the interactions are made by the teacher. About
67% of the interactions concentrate the discourse on the task in hand,
with only 5% of the behaviour being of a strategic nature. The pupil is
encouraged by the feacher who uses positive affect rather than
dismissive attitudes and negative feelings. Having formulated a plan of
work to be done, being guided by the teacher, the pupil can now start

to carry it out.

4.4.5 Working Negotiations

It is in this phase that negotiation and re-negotiation of the tasks
which are included in the contract will take place. How is this working
negotiation different from teaching? Teaching is seen by the teachers
of IS as the imparting of knowledge, explaining or giving direct
instructions to the pupil. Working negotiation is an attempt to get the
pupils to come up with suggestions, ideas, new plans (23) or it may be
the proposal of several suggestions from which the pupil may make a

choice (24), rather than giving them bald statements of fact.

During working negotiation the teacher and pupil make deliberate
interactions with each other. The teacher as shown in the participant
observation (page 89), is involved in a great deal of movement around
the room. Moving to different pupils or groups (25) to the teacher will
check and monitor progress, support and develop flagging interest, (26)
help surmount problems and generally guide pupils to develop the
contract which they are carrying out (27). The pupils will move to the
teacher (28) as they require help and assistance, instruction, and
knowledge of the boundaries (29) of this particular project. The
movement analysis and the timing of interactions with different pupils

have highlighted some problems with the quiet unassuming pupil and
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those who tend to dominate the teacher's attention.

It is here that the interactions proposed by Martin (1976) would appear
to become enmeshed with the negotiation process. Giving and seeking
advice, bargaining, general discussion, question and answer, explicit
directives and pupils abandoning their roles would all appear to be
part of this negotiation process. 1In giving advice the teacher might
suggest trying or developing the ideas that have brought success to
other pupils past or present (30). This is shown by Transcript 3 below:

Using the Ideas of Other Pupils

T. He actually drew stuff like that. (Looking through the sheets)
P2. Unn.
. I mean if you want to use his pictures. Is that any good?

P2, Yeah,

T, It's showing you float fishing i'n't it? Following the stream
down,

P2, Unn,

T. I mean that'll photocopy cos it's nice and dark. So if you want
to borrow that one as well.

............................... Interruption....ovvvvivneviniinnninnnns

T. Knots! (Holding out a sheet for the pupil to see)

Showing you how to do four different knots I don't know
whether he drew those or I've done those. Ah. That's the thing he
did look. Now he's not stuck them on very well. But that's the

Idea. :
.............................. Interruption..oovvviviiinriniinrnennnines
T, 0K,

P2, Unm.,
. So that's an idea worth trying.
P2. Yeah.

I mean you could improve on that cos that's you know a start but
you could make that better than that couldn't you.

d
Transcript 3

Preparing or even persuading pupils (31) to work and negotiate with
other adults both within and outside school would appear to be enabling
pupils to abandon their normal role (32). The teacher supports the
pupil in small steps through what might be felt by the pupils to be
risk taking situations. (33) This persuasion and support is shown in

transcript 4.
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Negotiations to Overcome Risk

T. So he's actually in room fourteen. Do you want to nip down and go
down and see him. '
P3. We will do...

T. Take a couple of you're posters? Ask him if you could have a word
with him outside, so you don't get too embarrassed in the roon.
P4, Come on Loretta, your thinking, you said room fourteen.

T. What do you think to that idea?

P3. I daren't go.

T. So what would you say then Loretta?

P3. I don't know?

P5. She not go and Loretta not.

P4 I know she makes me do all the work.

T. Come on then what would you say to him?

Transcript 4

Working negotiation still contains large cycles of question and answer
techniques by the teacher, but it would appear to be slightly less
teacher directed than the contract negotiation, the pupil mak}ng 42% of
the interactions here. Almost three quarters of the interacgtions made
concentrate on task behaviour and the interactions made by the teacher
include teaching - giving explanation and instruction to the pupil,
although there is the possibility of negative affect being introduced.
Having worked throuéh a contract and possibly made changes to the
original proposals the pupil will move to the evaluation and assessment

stages.

4.4.6 The Negotiation of Assessment

This part of the negotiation process involves two stages - evaluation
and assessment. To the teachers in IS evaluation is the clarification
of the differences between what was planned, (the goals or intentions)
and what was actually done or achieved. In this classroom again a
printed evaluation sheet (Appendix 3) is used, where a series of

questions gquides the student through evaluation (34) of the contract.
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The teacher will discuss the questions (35) with the pupil.

This stage of the process is once again more teacher directed in that
the teacher made over 70% of the interactions. The main cycles of
interaction involve large amounts of questioning - 33% in total with
the pupil again supplying the answers (23%). The type of questions
asked are: questions of interests-involving requests for information
regarding content (22%), those involving questions of fee}ings and
reactions (7%), and those involving resources (4%). There are no
questions of choice in this type of negotiation. The teacher may well
have to make suggestions etc...(16%) to remind the pupil of parts of

his contract (36) which have been completed successfully.

This particular negotiation was quite favoured with positive affective
behaviour, (9%) both teacher and pupil expressing satisfaction and
approval. The pupil had carried out the contract well, making many
improvements to the original and even including planning a mini bus
trip to a local country park. This pleased both the teacher and the
pupil. Evaluation with other students may well evoke disapproval or
dissatisfaction. Although strategic behaviour appears here
approximately as 5% of all interactions this appears tq be caused
predominantly by the movement of teacher and pupil and uncovers a
possible weakness in the coding system. Movement by the teacher and
pupil can indeed be a strategic behaviour but here appears, from the

video, to be movement to find space to work.

Assessment, is used here to mean the checking of the position of the
student in relation to a set of objectives or descriptors. The set of

sixteen descriptors which are used are contained, as mentioned
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previously, in a school devised computer program (37), where they come
under two categories: a) Personal and Social skills and b) Topic or
Activity skills (38) (Appendix 4 and 5). The assessment which was made
during the case study was of the topic or activity skills variety. The
pupil is asked to decide which of the four statements offered (39) on
the screen are most applicable to their skill level. This is once again

done by negotiation with the teacher. (40)

Negotiated assessment is also teacher dominated (70% of interactions by
the teacher) and involves a great deal of questioning (22%). The
questions are of all four types included in the schedule: content
questions (11%), questions of feelings (6%), questions of chqice (4%),
questions of resources (1%). The teacher once again asked the questions
with the pupil providing answers. Repeating the items which appear on
the computer screen also make an impact (14%) although this may be
influenced by the fact that the student involved is a poor reader (41).
Positive affective behaviour (11%) is again in evidence from both
teacher and pupil along with a small amount of dissatisfaction (1%)
with his work from the pupil. The teacher once again took a
non-negotiable stance (5%) over some of the issues (42). The pupil was
making choices (4%) in reply to questions of choice. Suggestions and
ideas play a much smaller part in assessing than they appeared to do in

the evaluation process.

Having completed the assessment process the pupil may now move on to
preparation of the next contract (43). The pupils have been involved in
and hopefully internalised a process whereby they can plan and carry

out work for the development of interests and skills.
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4.4.7 A Summary of the Assumptions Made By the Teacher
The assumptions gathered from section 4.4 are recorded in Table 4.22.

The Assumptions Made by the IS Teachers

. Pupil choice is important.
. Motivation of these pupils is important.
. Pupils can plan for skill development.
. Pupils have a right to make decisions in the classroom.
. Pupils can diagnose their own remedial needs.
. Solving problems is an important and worthwhile activity.
. Pupils know what it is that they want to learn but teachers can manipulate these
areas to what the pupils should learn.
8. Pupils feelings are important.
9. Group size is important. Large groups can cause problems.
10, Inter-group negotiation is not as important as are teacher-pupil negotiations.
11. Contract documents focus the planning and performance of the work of pupils
12. Pupils want to negotiate with teachers.
13. Teacher and pupil have an equal say in planning the work.
14, The teacher feels that some pupils have poor writing skills and may not get every
thing down in time.
15. Teachers do not know all the answers.
16. This is not negotiable. It will contain remedidl work, problem solving and a topic.
17. Topic work is different to ordinary school work.
18. It doesn't matter how long the planning takes.
19, The teacher is often the best judge of the time a topic will last.
20. Pupils are capable of splitting work up into manageable sections for a contract.
21. Pupils will use the contract sheet to help them decide when to carry out the work.
22. Once committed to the work, through the contract, pupils ought to carry it all out.
23, Pupils are capable of making different suggestions, ideas etc.. in order to improve
and change their work.
24. Pupils are capable of making choices which will help to improve their work.
25. Movement around the room has an important function in this classroom.
26. Pupils need an extra motivational push from time to time,
27. The contract is a plan that can be modified as work progresses.
28. Pupil movement in the room is not restricted.
29. The boundaries can be moved as the contract progresses.
30. Records of projects are kept to be used by other students as a basis for development
of their own project.
31, It is good for pupils to abandon their normal role in school.
32. Pupils want to abandon their normal role in school.
33, Using others in the community is a worth while part of the curriculum.
34, Self evaluation is a worthwhile educational aim.
35. Pupils need help through discussion to carry out evaluation.
36. Pupils can forget or under value the work that they have done.
37. Computers can be used for recording of assessments.
38. Certain skills are important in this classroom.
39. Four statements is enough to provide valid descriptor levels.
40. Negotiated assessments are important and desirable.
41, Teachers will read the words for the poor reader.
42. The teacher can take up non-negotiable stances over certain areas within assessments.
43, Pupils will move onto another contract - they have no choice!

-~ ON O e LD DO

Table 4.22
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DO THE PUPILS SHARE THESE ASSUMPTIONS ?
4.4.8 The IS Teacher's Summary of the Skills Required for Negotiation.
The skills which appear to be required in order to carry out successful
negotiation were summarised as followed by the teachers in I§:

The IS Teacher's Skill List for Negotiation

®  Using Questions and answers to clarify needs, content and
feelings.

n Listening to both what is said and what is left unsaid.

m Having patience to allow the other party time to consider.

¥ Coping with the silence that waiting for answers brings.

®»  Having a wide repertoire of alternative suggestions and ideas.

; Using praise and encouragement to draw ideas from the pupil.

" Being able accept and use the ideas of past and present pupils.

= Getting pupils to report on what they have done.

» Helping pupils over disappointments.

®  Lurking by the pupils... to gain the attention of the teacher.

Table 4.23

4.4.9 Some Questions Raised By the Practitioner Observations

In all forms of negotiation questions play the most wvital part, on
average 22% of the interactions involving the teacher. The pupil, on
the other hand, requires to know how to answer those question for. this
makes wup 14% of his interactions. The present schedule only considers
four types of question whereas Hunkins (1976) considers that there are
at least ten types of question involving both the affectiye and the
cognitive domain. Perhaps the teacher should consider widening the
range of questioning behaviour that is used in the negotiation process?
Related to this must be an unmeasurable quantity, that of 1listening,

which must be wvital to the teacher's understanding of what has been
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said and perhaps even what has not been said. Coping with the silence
which can occur after the posing of a question is another hidden skill.
Can teachers cope with this? In this study the longest silence was
found to be of seven seconds duration and it was always filled by the
teacher. Pupils in another study have noted the differences between
teachers and personnel officers where 'teachers would not have allowed
the silence but bolstered us up' (Boland 1987) Do teachers have the
required skills of asking the right questions at the right time,

allowing pupils time to answer and listening to the answers?

A behaviour which both teacher and pupil use in almost equal quantities
is that of initiation - proposing new ideas, suggestions and action
plans. Does the teacher have a sufficiently wide repertoire of
alternative suggestions that can develop and improve topics, moving
them away from the 'laissez faire' to a process based education, and
how can this repertoire be improved? The teacher must also be able to
draw out the initiations from the pupil. Using the techniques of
positive affective behaviour may well be an area that enables this to
occur. Can teachers improve their skills at relieving tension,

expressing approval or satisfaction about what pupils do or say?

What are the attitudes of the teacher and the pupil towards the
negotiation process? Can they negotiate together or do their
personalities make negotiation impossible? The three types of pupil
personality which Martin (1976) suggests are important here. The quiet
and passive pupil has been noted earlier, but the undisciplined who

will not respond to suggestion, has not.

Physical movement around the classroom by both teacher and pupil
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appears to be part of the negotiative strategies employed. Movement may
be akin to the 'adjournment' (Fowler 1986) which occurs in industrial
negotiation situations. Here it is suggested that the adjournment gives
each side time to reconsider its position and prepare for the next

tactical move.

Some pupils have developed well a technique which might be called
'lurking', where the pupil moves to a position close :to the teacher
whilst the teacher is involved with other pupils and awaits an
opportunity to be noticed. Can we teach the quiet unassuming pupils the
skills of 'lurking' or other ways of gaining the atténtion of the

teacher?

Repeating and listing seem to be skills which this teacher uses as part
of the repertoire of task behaviours. The use of listing may be
compared to the periodic summary discussed by Fowler as a means of
reviewing progress. The use of the ideas of other students would appear
to be an adaptation of the wuse of hypothetical suggestion - an
approach which gets new ideas into the discussion without the different

parties taking a stance to ‘defend or oppose the idea.

The physical position of the teacher in relation to the pupil would
also be an important strategy in negotiation. In contract planning the
teacher sat between or at the side of the students. In working
negotiation the teacher and student may well stand, sit close to each
other or face each other from opposite sides of the table. 1In
negotiated assessment the teacher will nearly always sit beside the
pupil so they can both 1look at evaluation sheets or the computef

screen.
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Shared rather than confrontational relationships would appear to exist
between the teacher and the pupil in the classroom where negotiated
learning is taking place. The type of pupil who is a continuous
negotiator (see page 65) makes use of this atmosphere to develop skills

and use the processes of negotiated learning.

What of the other pupil types? Are we forcing them into situations
where the assumptions made by the teacher conflict greatly with the
assumptions which they themselves are making?

Summary of Questions Posed by the Practitioner Observation

a) Can teachers improve their skills of questioning to develop negotiations

b) Are teachers trained to listen?

c)‘Can teachers cope with silence?

d) How do the skills of repeating and listing fit into the process of negotiation?

e) Can teachers widen their repertoire of ideas, suggestions and action plans?

f) Can teachers improve the skills of affect management for both themselves and their pupils?
g) How can teachers make sure they interact with all the pupils in the groupf

h) What are the attitudes of the teacher towards this pupil in this particular negotiation?
i} Can teacher improve the skills of the non negotiator and the intermittent negotiator?

j) Can the quiet passive pupil get the help that they need in this type of classroom?

k) Can the teacher and the pupil manage the movement about the classroom?

1) Can the passive pupil be taught the skills of gaining the teacher's attention?

n) Can teachers make reviewing a standard practice in the formation of contracts?

n) Can teachers help pupils record the basic ideas of projects for use by other pupils?

o) Do teachers use the best positional strategies in their negotiations with pupils?

Table 4.24
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The Practitioner observations contained in this chapter have been
changed very little during the writing of this final report. There has
been an editing and correction process and some re-organisatjon of the
material but it remains largely as it originally appeared galong side
five other evaluation studies as part of "Holgate PACE: Phase 2.
Evaluation Studies" in March 1988. It was felt that no major change or
critique, nor the casting of suspicion, should be included here as they

are to follow during Chapter 8.

The 'Phase 2 Evaluation Studies' generated little response from other
teachers and it was at this stage that the researcher decided to use
vignettes from the video material to produce a filmed attempt to show
the negotiation process. This film has been used with teachers in two
ways - it was used during an in-service training event at the
collaborating school and was shown to selected teachers with a view to
validating and refining the model of the negotiation process which had
been ‘developed by the researcher. It was also hoped that it could be
used in discussion with teachers to generate issues and problems which
might be acted upon in the Intervention phase of the inquiry. The
discussion of the validation processes involving other teachers is the

subject of Chapter 5 - The practitioner interaction.
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Chapter 5

PRACTITIONER INTERACTION

The Signpost to Chapter 5

Field Interviews - Peer Validation 1

Postal Survey Peer Validation 2

Fig 5.1

During this phase of the research, as shown above, the T/R is seeking
the views of other practitioners. Moving away from the case study and
individual reflective analyses of the 'practitioner observation'
towards the critical sharing of the practitioner views as they have
crystallised so far. A start is being made at the untangling of the
meaning from the descriptions made in the previous chapter. Suspicion
is being used to cast doubt upon the description made by the lone
practitioner. Asking the question - How do other practitioners view the
research situation? Seeking the views of other interested practitioners

in this way would appear to be using a form of triangulation.

5.1 Triangqulation
In this research triangulation has been used to add credence to the
practitioner observations made at a single site. The triangulation in a

participant observation, similar to the one described earlier, 1is seen

by Denzin as:
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combining survey interviewing, document analysis, direct

observation and observer participation. (Denzin 1978)

Cohen and Manion using the work of Denzin and others as a base have
defined triangulation as:
The use of two or more methods of data collection in the study of
some aspect of human behaviour, attempting to describe it more
fully by studying it from more than one standpoint.

(Cohen and Manion 1980)

Indeed Denzin goes on to describe six different types of triangulation,

two of which would appear to be relevant here in a modified form:

®  Space triangulation - which attempts to overcome the parochialism
of some studies by researching across different cultures or
countries.

m  Methodological triangulation - which use‘either the samg method
on different occasions or different methods on the same object of
study.

(Adapted from Cohen and Manion 1980)

It would appear that this research has included several types of
methodological triangulation already, as briefly mentioned in the
previous chapter. Different methods were used to look at the same case
- negotiation in the IS classroom. Greater validity however is now
being sought by the use of space triangulation through the techniques

of the survey, in this case a 'Delphi Survey' (Guglielmino 1977).

The survey has been described as 'a sociological technique requiring

systematic collection of data from populations or samples through the
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use of interview or self administered questionnaire' (Denziq 1978). In
this study both methods have been combined and the whole of the

validation process is allied to that of the 'Delphi' technique.

5.2 The Delphi Survey

Delphi technique has been used in many disciplines including defence,
public health and educational planning. It has also been recommended
(Judd 1972) as a way of obtaining agreement on the characteristics of a
good teacher and for finding consensus about educational values.
Guglielmino sees the method as 'a tool for obtaininé the most reliable
opinion consensus of a group' (Guglielmino 1977) and it is suggested
that 'Delphi' can be used wherever action has to be based upon informed
judgement. It would appear to be an essential part of action inquiry -
used, as it is here, as the link between 'practitioner observation' and
'practitioner intervention'. In this project it forms the 'practitioner

interaction' phase of the inquiry.

The usual procedure is to produce a series of questionnaires:

# The first offering one or more open ended questions concerning
some central problem.

® The second includes a summary of the responses obtgined and
directs the respondents to evaluate the list on some criterion.

# The third includes the revised list after analysis and a summary
of the distribution of the responses, which respondents are again
asked to rate.

m A fourth communication allows respondents to consider thq choices
once more and revise them after seeing an adjusted list from the
third survey.

(Based upon Guglielmino 1977)
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During the action inquiry described, the technique has been modified
somewhat. The initial open ended questions were presented not by
questionnaire, but by face to face interview with other practitioners
(as described below). The interview, it was thought, would allow the
possibility of opening up and probing into issues in greater depth than
the postal questionnaire alone could allow. The summary of the
interview responses was presented in the form of a self administered
questionnaire which respondents were asked to rate against set crite;ia
(described 1later page 174). A third questionnaire was contemplated but

several problems prevented this taking place (see page 194).

In order to widen the net of opinion encompassed in this rqgearch it
was felt that different groups of practitioners shouyld become
involved. They have included:
» Teachers known to the researcher and using the techniques of
negotiation in the classroom.
® Another group of teachers and Further Education lecturers
reported to be using negotiation in the classroom.
m A group who were not presently teachers themselves, but showed a

more academic interest in negotiation.

The field interviews and the small scale postal survey, comprising the
Delphi survey, are an attempt by the researcher to gain triangulation
on the description of negotiation provided in the previous chapter and
the following assumptions have been made in the collection of data:
® That the respondents had, in some way, experienced negotiation in
the classroom.

» That the panels of respondents participated thoughtfully.

m That their responses were truthful
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5.3 Field Interviews...Peer Validation 1

The research interview has been described as 'a two person conversation
initiated by the interviewer for the specific purpose of obtaining
research-relevant information' and three uses of such interviews have
been recorded (Cohen and Manion 1980).

s That they may be used as a primary means of gathering information.

s That they may be used to test hypotheses or suggest new anes.

m That they may be used with other methods to validate results or to

follow up the unexpected.

(Based on Cohen and Manion 1980)

The interviews in this project are primarily aimed at collecting and
recording the meanings and descriptions which other teachers place upon
the act of classroom negotiation, so that these may be compared with
the description of negotiation provided by the researcher. Thus a
particular model of negotiation is being critically tested and
validated with the provision also of new information being generated

which may be used during the action research phase of the inquiry.

5.3.1 The Focussed Interview

Denzin in a comprehensive review of the different types of sociological
interview suggests that if 'the criterion of ascertaining the
respondents' meanings and definitions' is what is considered important
then 'less structured interviews are more suitable' (Denzin 1978). The
interviews in this research are not therefore of a highly structured
nature, but follow, more closely, those known as 'focussed interviews'
(Merton and Kendall 1946). Focussed interviews are described as

differing from other types of research interview in the following ways:

Interaction Page 153



® The interviewees are known to have been involved in a particular
situation.

B A set of meanings in that situation have already been identified
by the researcher.

® Using the areas already identified the researcher constructs an
interview guide.

® The interview is focussed on the experiences of the interviewee

in order to test validity and collect unanticipated responses.

The interview panel in this research consisted of ten people who had
been involved with PACE and were known by the T/R. Two were teachers
from Holgate school, seven others taught in Nottinghamshire and the
tenth member was a local inspector who had oversight of the four PACE
schools. All had shown an interest in the IS programme, visiting the
school to see it in action. The interviewees had also been involved in
negotiation and negotiated learning with pupils, although not
necessarily to the same depth that occurs in IS. In two schools the
teachers were interviewed in pairs. The other six interviews were

conducted on an individual basis.

The focussing in the interviews carried out in the present research was
made even more stark by the showing of the composite video mentioned at
the end of the last chapter. Thus the set of meanings described by the
researcher in the video tape were used to focus the thoughts of the
interviewees onto the negotiation process. They were being provided
with the conceptual framework of the negotiation process as it occurred
in IS to compare with the framework that they themselves hold of their
own practice. This is similar to the written description of assumptions

presented to the panel of survey respondents by Guglielmino (1977).
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5.3.2 The Interview Procedure
All of the interviews were divided into two parts but designed to
collect information on the following three areas:
® Other teachers' opinions about the skills required for
successful negotiation.
® Other teachers' opinions of the problems and issues which face
those attempting to carry out classroom negotiation.
¥ Other teachers' opinions about the negotiation process shown
and their own alternative meanings about the process.
As a general introduction to the interview it was explained that the
purpose was to help with a research project designed to describe and
improve classroom negotiation. It was also explained to the
interviewees that a report of the findings from the interviews would be -
made available to them and their permission to tape record the

interview was also sought at this stage. None refused permission.

After initial exchanges of a friendly nature the interviews were all
started using the following schedule as a guide and presenting the

interviewees with the list showing the IS negotiation process.

Part one
1 "You know I have been carrying out research into classroom
negotiation. This is negotiation as I see it in my classroom:
a Induction
b Preparation
c Contracting
d Working Negotiation
e Evaluation

f Assessment

Interaction Page 155



2 You are going to watch a video recording of what I feel are
some examples of this process and how it seems to be carried
out. Whilst the video is playing I would like you to think
about the way in which you work in your own classroom and to
comment on the process I have outlined in the video. I would
like you to make particular note of:

What you feel is adequately described?

What you feel has been missed from the description?

3 We will now look at the video and I would like you to have in
mind your thoughts on the process and your own ways of

negotiating."

After the viewing of the video tape the first part of the informal
interview was recorded, with the interviewer attempting to solicit
answers to the question of difference in the negotiating process as
seen and as practised by the interviewee. Is the description of the

process adequate? Has anything been missed?

As the interview proceeded and it became apparent that information for
the first part of the interview had become exhausted part two was
introduced. The respondents were shown a list of skills which had been
noted by the researcher from the observations of the.classroom and the

interview proceeded using the following schedule as a guide.
Part Two
4 "These are the skills required for successful negotiation as I

see them:
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a Using question and answer to clarify needs, content and
feelings.

b Listening to both what is said and what is left unsaid.

¢ Having patience to allow the other party time to consider.

d Coping with the silence that waiting for answers brings.

f Having a wide repertoire of alternative suggestions and ideas.

g Using praise and encouragement to draw ideas from the pupil.

h Being able to accept and use the ideas of past and present
pupils.

I Getting pupils to report on what they have done.

j Helping pupils over disappointments.

k Lurking by the pupils... to gain the attention of the teacher.

5 Would you like to look at the video again to view it in terms
of the skills necessary for negotiation.
What skills do you feel are needed?

What skills have been missed from my list?

6 What do you see as the major problems and issues facing

teachers attempting to carry out classroom negotiation?"

The interviewees all declined when asked if they wished to view the
video again to see the skills. The interviewer then proceeded to

inquire about the skills required for successful negotiation.
As the skills topic became exhausted the front was again moved to the

third area under investigation - the problems and issues which face

teachers attempting to carry out classroom negotiation.
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5.3.3 The Analysis of the Interviews

During the first two interviews the researcher made notes whilst the
interview was proceeding but this was found to be unnecessary when the
tapes had been listened to after the interviews. The tapes of all of
the interviews were listened to and the following areas of
interpretation were expanded from the initial areas of the interview
schedule. They appeared to accommodate much of the significant

information:

1 Teacher skills, attitudes and abilities required for successful
negotiation.

2 Problems and issues related to pupil skills, attitudes and
abilities.

3 Problems and issues inherent in the principle of negotiation.

4 Problems and issues inherent in the practice of negotiation.

5 Alternative practice used to carry out negotiation.

Having decided upon the criteria for analysis the interviews were then
analysed by listening closely to the tapes several times and recording
significant phrases or quotations against their relevant interpretation

using a three column method as shown in Table 5.1 below.

(It must be noted that the statements reported in the remainder of the
Delphi survey are used as recorded in this way. There has been little
alteration to the wording used by the teachers and punctuation may be a
little scant - they are 'untouched statements'. There has, however,
been some amalgamation of similar statements as outlined m page 159.
The full analysis using the three column method is shown in appendix

11)
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Part of the Analysis of an Interview Using the Three Column Method

Tape Significant phrases or quotes  Interpretation
counter

(48 You make the children aware that it is negotiated - These are processes

they are going to go through - Whereas we don't make our kids Difference in practice
aware of it formally.

059 We don't have the three questions - Don't sit formally at the end - Asking | Difference in practice
What have you learnt? Have you answered the questions you set for yourself

071 You've got to be able to judge - How much input from the teacher - which Skills of the teacher
will vary from kid to kid.

0n Some need more teacher input to begin with. How do you gauge how much Skills of the teacher
to drop the teacher input back as skills of the child increase? Problens of practice
083 It's easy as teachers to organise it for them. Problems of practice

090 How do you assess which kids can cope with the type of process we are using?| Problems of practice

096 If you leave it too much to the kids they can't cope - They're not going to | Problem of principle
to do so well so they're not going to get any positive feed-back from it.

Table 5.1

The analysis of each of the taped interviews gained in this way, was
photocopied and cut up into individual significant quotes. These
clippings were then grouped under the relevant area of interpretation,
being glued onto large sheets of paper. Appropriate sub-headings were
generated by the researcher as the necessity for these emerged during
the grouping and analysis process. The 1large number of statements
generated in this way was thinned down by the amalgamation and joining

of statements with similar meanings.
The areas of interpretation and 'sub-headings generated by the

researcher are shown in Table 5.2 below as are the number of quotations

recorded under each of the different areas of interpretation.

Interaction Page 159



The Number of Quotations Under Different Areas of Interpretation

Number of
Area of‘Intg;pretation Quotes
Teacher skills, attitudes and abilities required for
successful negotiation 33
Problems to do with pupils skills, attitudes and abilities 10
Problems inherent in_the principle of neqotiation Total 30
Divided into these areas:
The background to the negotiation 8
The changing role of the teacher and pupil 10
Pupil choice and responsibility 4
Motivation and attainment 5
Assessment and evaluation _ 3
Problems inherent in the practice of negotiation Total 29
Divided into these areas:
Group composition 4
Starting negotiations 4
Preparing for contracts 1
Making contracts 7
Content of contracts 2
Length of contract 1
Counselling and tutorials 7 2
Involving parenté 1
Resources 1
Group management 3
Assessment and evaluation 3
Alternative practice in carrying out negotiation 11
Table 5.2
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The

initial analysis of the interviews was written up as 'A Collection

of Issues, Hypotheses and Dilemmas Concerning Classroom Negotiation'

which was returned to the participants asking for further comment and

thoughts on the following areas:

Are these the most important issues and dilemmas facing us as
we negotiate with our pupils?

Have any of these hypotheses been tested in your classroom?

Do you have any evidence of a particular hypothesis working?
Are there any interventions that we could make in our

classrooms to make these hypotheses work?

Examples of the Hypotheses, Issues and Dilemmas

Dilemma

The difference between teachers and tutors is that teachers direct
and tutors are non-directive. People assume that because you are a
good teacher you are a good tutor and the two don't always
coincide.

Issue

How do you move from teacher directed to child-directed learning
and create the overall negotiative atmosphere?

An Hypothesis to do with pupil choice and responsibility

If you attempt to start from where the pupils are and give genuine

choice, then it must improve the learning process.

Table 5.3

This line of inquiry was not followed up as no replies came and doubt

was

felt about some of the so-called hypotheses. It wag felt that

widening the net through the postal survey would gain more meaningful

validation.
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The statements for skills, attitudes and abilities were rgcorded and
used for the follow up questionnaire as they appear below in Table 5.4:

Teacher Skills, Attitudes and Abilities for Successful Negotiation

To carry out successful negotiation it was thought that teachers need

training, and practice to develop many of the skills attitudes and

abilities mentioned below.

1 Having the ability to accept and use the ideas of past and present pupils.

2 Having the ability to be very flexible.

3 Having a lot of things going on in the classroom and still being in control of them.

4 Using question and answer to clarify needs, content and feelings.

5 Being particularly able to ask open ended questions in small steps.

b Using praise and encouragement to draw out the ideas and options available from the pupils
themselves.

T Listening to both what is said and unsaid.

8 Giving undivided attention and showing genuine interest in what the other person is thinking
and feeling,

9 Having the patience to allow the other party time to consider.

10 Waiting, becoming less directive and considering before jumping in with options and feeding
ideas to them.

11 Coping with the silence that waiting for replies creates.

12 Being aware of why the pupil is in the group.

13 Being aware of the feelings of the pupil.

14 Being aware of how much encouragement to give,

15 Being aware of how much input to give, working at about the pupil's pace

16 Knowing when to drop that input as the skills of the pupil increase.

17 Being aware of which kids you will get little back from in the way of ideas and suggestions

18 Being aware when you are taking over and the kid is doing a project that is the teacher's.

19 Being aware of the processes involved in planning, action and reviewing.

20 Being able to act as a consultant.

21 Helping pupils to review, reminding them about the work.

22 Summarising their intentions.

23 Suggesting ways out of problems.

24 Acting as a resource base.

25 Having a wide repertoire of alternative suggestions and ideas.

26 Storing, remembering and recording, what has been done.

27 Being able to assess what is happening in the room by observing the pupil behaviour for clues
as to where they are going and where they need to go next and using the observations to
decide if those pupils who appear to be quietly engrossed in work might be stuck and
undecided what to do next.

28 Being able to persuade kids to have work displayed in public.

29 Helping them report on what they have done.

30 Being able to deviate pupils from some of the things they suggest, because they are
impossible or not easily carried out, without fobbing them off with some thing which teacher
knows more about.

31 Helping pupils over disappointments.

32 Deciding which pupils you can leave to learn from getting stuck and those who will never try
another thing if left to get stuck.

33 Keeping an open mind to learning sitvations, looking at the practice of others and being able
to interpret, adapt and apply it to ones own practice and to new sitvations.

Table 5.4
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5.3.4 A Comparison With the Skills Gleaned From the Literature

The skill, attitudes and abilities list produced by the analysis of the
interview data corroborates, but also adds, to both the list generated
by the practitioner observations and those skills attitudes and
abilities generated by the literature study (see page 77 - Table 3.11).
Three of the skills, attitudes and ability areas reported in the
literature are however not mentioned during the interview under the

skills heading. They are:

m The ability to move pupils through the phases of negotiation.
m The ability to acknowledge and deal with conflict and emotion.

m The belief that negotiation will get things done.

The third of these however, the belief that negotiation will get
things done, appears to be implied in two statements recorded as
problems inherent in the principle of negotiation under the heading of
the role of the teacher (numbers 19 and 20 in Table 5.8, page 168). It
is stated that:
"the teacher has to make a conscious decision to change his
ideas of what a teacher's job is......... whether it's right to
do what we are doing......... If a teacher believes that it's

right then negotiation is a fairly logical commonsense process.”
The interviews have also produced ten skills, attitudes and abilities
which are felt by this group of practitioners to be part of the

negotiating teacher's repertoire.

These are:
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Ten Extra Skills, Attitudes and Abilities Mentioned In Interviews

3 Having a lot of things going on in the classroom and still being in control of them.

8 Giving undivided attention and showing genuine interest im what the other person is thinking
and feeling.

12 Being aware of why the pupil is in the group.

17 Being aware of which kids you will get little back from in the way of ideas and suggestions.

18 Being aware when you are taking over and the kid is doing a project that is the teacher's.

20 Being able to act as a consultant.

21 Helping pupils to review, reminding them about the work.

24 Acting as a resource base.

26 Storing, remembering and recording, what has been done.

27 Being able to assess what is happening in the room by observing the pupil behaviour for clues
as to where they are going and where they need to go next and using the observations to
decide if those pupils who appear to be quietly engrossed in work might be stuck and
undecided what to do next.

28 Being able to persuade kids to have work displayed in public.

Table 5.5
5.3.5 The Problems and Issues Raised By the Interviews
The problems and issues raised by the interviews have been classified
into the general areas shown above (Table 5.2, page 160). The first of
these, problems and issues related to pupil skills, attitudes and
abilities, raised the ten statements shown below:

Problems and Issues Related to Pupil Skills, Attitudes and Apilities

1 Pupils are learning the skills as they go along, from you and from their own
experience,

2 How do you assess which kids can cope with the type of process we are using.
There are kids who you feel that you will never get any ideas back from. It
would be interesting to find some way of distinguishing between those ready to
cope with negotiation and those who are not.

3 If you ask many kids to talk about their work they do not have the skills to
do so.

4 How well do less able kids cope when faced with a written evaluation.

5 If kids are quiet then can it mean that they do not know what they are
supposed to be doing.

6 If you want some pupils to ask for help then they must be taught how to gain
the teacher's attention.

7 Pupils doing interviews need the skills of note taking in order to record the
interview,

8 Pupils began to learn that as long as there is a purpose for them being there
then its alright.

9 If the teacher is constantly talking to small groups of kids within the
classroom will the others have the self discipline to get on with their work.

10 We had contracts but the kids couldn't remember what they had written on them.

Table 5.6
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The skills and issues under question here reflect the teacher worries
about the pupils being able to cope with not only the negotiation
process, but also, the type of classroom atmosphere that negotiation
implies. Will the pupils be able to plan and talk about their work and
carry out evaluations? Which pupils will be able to use the contracts
and get on with the work planned, whilst the teacher talks to other
groups? Are there ways of finding out who is ready to use negotiation

so that the skills of those that are not ready may be developed?

Further problems and issues have been placed under the genergl headings
of 'Problems inherent in the principle of negotiation' and 'Problems .
and issues inherent in the practice of negotiation'. It was here
however that it was found necessary to divide each of these general

sections into several sub sections.

Problems and issues inherent in the principle of negotiation provided

five such sub sections:

®  The background to the negotiation. Table 5.7
»  The changing role of the teacher and the pupil. Table 5.8
®  Pupil choice and responsibility. Table 5.9
® Motivation and attainment. Table 5.9
» Assessment and evaluation. Table 5.9

The first of these, the actual background or framework within which
negotiation takes place, is important to both teacher and pupil alike.
Each school had in fact made decisions of this type - different
negotiatofs providing, for example, different selection criteria for

their pupils. There were those who selected a group of pupils because
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of the lack of academic skill in the pupil to follow ‘'normal’
examination courses. Others hoped that the pupils given some necessary
counselling would select themselves. Some pupils were placed in the
negotiating situation because of their arrival in héspital. A further
group had been difficult in the classes of other teachers and were being

helped to return to a 'normal' situation through the negotiation

process.

With whom to negotiate is an important decision for a school to take and
it will be noticed in the table below that although this set of
interviews took place between June and October 1988 doubts about the
continued viability of classroom negotiation, under the aegis of the

forthcoming 'National Curriculum', were already being expressed.

Problems and Issues Inherent In the Principle of Neqotiation - 1

The backqround to the neqotiation

11 Part of the hidden curriculum of what negotiation is about is the question
"How do pupils get to negotiate with you?'. Do you start by saying that
everyone in every class negotiates about the following? Or do you say because
you are in a special unit you can negotiate your curriculum?

12 If you negotiate in special units then is there a stiqma associated with this.

13 If you have people coming to individual studies with the feeling that they've
been put in there because they are failures or aren't very good at something
then that creates a climate in which negotiation is going to happen.

14 Teachers thinking about negotiating must realise that pupils arrive with
different 'luggage' and have to work through the feelings of why they are
there and how their luggage is different.

15 When you get deeper into negotiation then you have got to work out what is
negotiable, what are the outside constraints and do the pupils understand
these.

16 Do the boundaries and limits of negotiation depend on the pupil being worked
with? what's worked for one won't necessarily work for another.

17 Perhaps not every one should be negotiating. Do you allow certain pupils to do
things when its been shown that they have failed to do these in other areas of
the school?

18 What will happen to the practice of negotiation when the national curriculum
is finally agreed and working?

Table 5.7
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Further teacher worries expressed in this section follow from the
selection of pupils mentioned above. They are concerngd with the
feelings of the pupil being placed in such programmes as IS. Do these
feelings of rejection and failure affect the negotiation process or can
the actual negotiations produce success fairly quickly for the pupils,

so as to build up their self esteem?

Having chosen the path of negotiation the teacher's decisions are not
over, for the boundaries and limits of what is to be negotiaﬁgd must be
clearly established first in the mind of the teacher and then in the
minds of the pupils who will be negotiating with that teacher. The
teacher must also realise that the background of the bupil will also -

affect the negotiation process.

The second sub section that arose from the problems and issugs inherent
in the principle of negotiation was that of the changing role of the

teacher.

This section contained ten statements which the researcher felt raised
issues for those who were about to embark upon negotiation in their
classroom. Question which must be answered by teachers before actually

taking the plunge into a different style of classroom management.
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Problems and Issues Inherent In the Principle of Negotiation - 2

The changing role of the teacher and the pupil

19 To use negotiation in the classroom the teacher has to make a conscious
decision to change his ideas of what a teacher's job is and that a pupil has
the right to be involved, assisting in the planning of his own learning.

20 Whether it's right to do what we are doing? That's a major issue if teachers
firmly believe that it is right then negotiation is a fairly logical
COMMONSEnSe Process.

21 How do you move from teacher directed to child directed learning and create a
situation where negotiation can take place? Does negotiation create a better
atmosphere?

22 Negotiation is something you can only do well if you are genuinely interested
in the person with whom you are negotiating. Teachers normally see their job
as providing information, telling people how and what to do, generally they
are not genuinely interested in people.

23 If negotiation is pretend then a youngster will soon find out negotiation has
to be genuine.

24 If the relationship between teacher and student is to become a working
partnership as opposed to being a presentation from the teacher then the
students have to come to terms with this. If you build up confidence first
then pupils can be persuaded that their point of view matters.

25D0 you need to build up a relationship or is it better to be taught by
somebody new? If the pupils have met the teacher in a different teaching
situation further down the school then will this adversely affect the
relationship needed for negotiation to take place?

26 Can pupils cope with the contradiction of being taught in different styles and
with different teacher expectations or does this affect the negotiation
process?

27 The difference between teachers and tutors is that teachers direct and tutors
are non-directive, people assume that because you are a good teacher you are a
good tutor and the two don't always coincide.

28 If you use negotiation in the classroom then it is very demanding upon you as
a teacher.

Table 5.8

The teachers here appear to be stating certain worries aboyt behaving
differently in their classroom from the class next door. Can pupil and
teacher accept the changing relationship that negotiation needs? What
ways are there of moving from teacher directed to a more pupil directed
- negotiated style? Can they be genuine and work as tutors rather than

information givers in their classrooms?
The three other sub divisions which were generated during the analysis
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of problems and issues inherent in the principle of negotiation were as
follows:

Problems and Issues Inherent In the Principle of Neqgotiation - 3

Pupil choice and responsibility

29 The problem of giving choice is very difficult how do you know what
experiences young people have had. If pupils have not had a wide experience
and have never been asked to think for themselves then quite often they can't
think what to do or they go back to things they have already done.

30 Plans are usually in the teacher's head rather than the pupils. It can only
improve the learning process when we attempt to start from where the pupils
are and give genuine choice.

31 If the formulation of plans moves from the teacher to the child then how do we
get them to take responsibility and stick to the plans they've made.

32 1f pupils are choosing topics then the teacher can worry that they have to be
cross curricular genii knowing all things and having interests every where.

Motivation and attainment
33 How do you address the problems of stretching kids, getting them to set high
standards for themselves, poor and shoddy work, inadequate work, or failure
altogether,
34 1f the child is at the centre and choosing the work then it could
all be at one level.
35 How do you get the vertical progression and lead the pupils to new ideas?

36 Does pupil motivation carry project work through to completion?
37 The negotiation process shows that the content doesn't really matter, it's the
preparation that is absolutely vital.

Assessment and evaluation

38 We talk about skills and concepts but that's not the language of the learner.
There is doubt about the degree of reflection that pupils are asked to do
about skills. Do children recognise complicated skills or should self
assessment be in terms of feelings.

39 Pupils recognise that their achievements are not as good as those of others in
the school. How can we make them feel proud of their work?

40 If youngsters see that there is a difference between two assessment statements
then it doesn't matter about the size of that difference.

Table 5.9

Negotiation offers pupils choice. This raises questions concerning the
pupil experience of setting standards, recognising skills and
achievements, progressing with work and the content that they should
include. With pupil choice being available does the teacher have to know

everything about all things in order to provide help and guidance?
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Under the heading of problems inherent in the practice of negotiation

eight new sub sections were created:

L] Group composition Table 5.10
] Starting Negotiation Table 5.10
] Contracting Table 5.11
" Counselling and Tutorials Table 5.12
] Involving Parents Table 5.12
" Resourcing Table 5.12
] Group Management Table 5.12
" Assessment and evaluation - Table 5.12

In the first of the sets of problems inherent in the practice of
negotiation worries over group composition and the starting of

negotiations surface:

Problems Inherent In the Practice of Neqotiation - 1

Group composition
41 With what optimm size of class can you carry out negotiation?

42 Can the groups with whom you are negotiating include the disaffected kids?

43 ¥ill there be more boys than girls in the groups

44 Boys can be more demanding, and look out for attention, than the girls who
seem more self sufficient.

Starting neqotiation

45 If you negotiate with pupils then it is time consuming and it is not possible
orqanisationally to be negotiating with all the group at the same time. What
do you do with the others, are the contracts staggered so that some work while
others contract with you?

46 If you have some content free stuff that they can work on then they will all
come at slightly different times so that you can talk with individuals and
small groups.

47 If you want to give kids a positive learning experience, building self esteem
and confidence then you have to encourage them be flexible and allow them
fairly easy work at the start.

48 Teachers new to neqotiation will need frequent counselling to help them know
that the responses and advice given to pupil was valid or not.

Table 5.10
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Worries about-who is in the group? How big the group is? The balance of
the sexes? The problems of not being able to negotiate with all the
pupils at once and what you do to over come this? Do you allow - easy
work? - content free material? - staggered contracts? These are all

mentioned by the teachers

The second group which appears to make a natural sub divisjon of the
problems inherent in the practice of negotiation is that of
contracting.

Problems Inherent In the Practice of Negotiation - - 2

Contracting
Preparing for contracts
49 If you know as much as possible about them at the start, like preparing your
self before you do it then you will know what offerings to make to them.

Making contracts
50 If you use some form of negotiated contract then the tramsition from teacher

directed to pupil directed learning can be made.

51 If you use contracts then do you put pressure on pupils to use your wording ,
shared wording or their own words? Do you act as scribe, leaving them free to
do the thinking?

52 What do you do when some one really hasn't got a clue? How long do you keep
giving them options or do you let them flounder?

53 hat do you do when someone is really motivated to start on a project which
you know is too way out and difficult for them?

54 Can written contracts can be built up from very general spider diagrams which
gradually expand into thematic plans? Pupils taking responsibility for writing
the plans in their own handwriting onto contract documents.

55 Unless you keep careful records a child could do the same topics every year.

56 If you have signed a contract with the pupils then do you hold them to it or
do you accept it's got limitations and allow it to be flexible, covering valid
changes in direction.

Content of contracts
57 If pupils are involved in other subjects then they can do work for those
subjects in individual studies time.
58 If you get pupils to produce visible end products, something like a booklet,
or survey etc, then learning is most effective and pupils most
motivated.

Timing of contracts
58 There is an optimun time for kids on contracts there can be too little or too
long.

Table 5.11

Interaction Page 171



The questions raised here appear to be concerned with - the teacher's
preparation - the wording of the contract - the problems of those with

no ideas or aiming too high - and how binding the contract is?

The final areas of problems concerning the practice of negotiation are

those shown below:

Problems Inherent In the Practice of Negotiation - 3

Counselling and tutorials
60 If someone doesn't stick to the contract then do you re-negotiate with another
counselling period.
61 Teachers and pupils can find one to one tutorials very threatening.

Involving parents
62 If you involve parents in the decisions about whether an activity is OK then

you will feel better because you have shared it.

Resourcing
63 Do you allow access to the library, other staff, resources ?

Group management
64 How do you manage groups working on different projects.

65 If pupils seem to be working quietly then how do you know that they are not
stuck or skiving.

66 If you balance the time spent with individuals then the rest of the group will
not feel that the you are doing someone's project for them.

Assessment and evaluation
67 Students seem to need a lot of guidance on the early stages of the evaluation
and assessment then they need to understand that you are talking about skills.
68 If you use criteria for each of the assessment stages then the assessment will
not be subjective.
69 If you disagree about the assessment statements them who's decision is
recorded.

Table 5.12

These seem to require little explanation.

5.3.6 Suggested Alternative Practice

The final section of the analysis provided some suggestions from the
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interviewees about some of the differences between negotiation as they
practise it and negotiation as they saw it shown on the individual
studies video tape. The eleven alternatives are shown in Table 5.13:

Alternative Practice In Carrying Out Negotiation

1 Parental Involvement takes place in some schools and a triangular negotiation
between the pupil, parent and school takes place to build up a public
statement of intent.

2 Others do not follow a formal process and try to foresee and discuss problems
before building up a verbal contract with the pupils.

3 Perhaps in the contracts the tutor's role and jobs should also be stated,
helping the student understand the jobs tutors are prepared to undertake on
their behalf,

4 If you use content free thinking skills exercises then you can help the
students identify areas that they are not very good at.

5 By getting pupils to look at the end products of others and commenting upon
these then you are also offering ideas and suggestions.

6 Asking pupils to identify what the different levels of an assessment might
mean then they will be negotiating their own assessment criteria.

7 Getting pupils to fill in assessment check lists to help them to pin point
skills learnt and deficiencies to over come.

8 Encouraging pupils to become more reflective about the strategies that they
have used and how effective they were.

9 Using negotiation with qroups deciding how parts of GCSE syllabuses can be
done,

10 Slotting pupils back into other groups for a limited period when they reach a
point where someone else is doing the same topic in their classroom.

11 Attending INSET into knowing and recognising good practice in other subject
areas.

Table 5.13

If the content free thinking skill exercises, mentioned in number four
of the alternatives, equates to the problem solving work of the IS
programme then it is clear that this is the only one of the
alternatives which the IS teachers have gone some way towards using. It
is the second part of the practice which is not used - that ofvusing

these exercises to identify skills which the student needs to work at.

Having analysed and whittled down several hours of recording to the one

hundred and thirteen statements above it was time to proceed further.
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5.4 The Postal Survey....Peer Validation 2

As stated earlier, the second phase of the Delphi survey requires a
summary of the results from the open ended questioning to be sent to
respondents so that they can evaluate this summary against some
criteria. The intention of the postal survey was thus to use the
statements generated by the interviews to triangulate and gain a
consensus of opinion between differing groups of people involved in
classroom negotiation. Although different groups may see negotiation

from different stand points, do they share opinions of;

" What are the essential skills required by the teacher?
] What are the problems and issues of negotiated learning?
] What alternative practices may aid negotiation?

After small scale trials, involving a few staff in the participating
school, it was decided to divide the survey into three sections, each
with its own four part semantic differential scale as described by
Guglielmino (1977). The semantic differentials were devised by the T/R
for each of the three areas generated by the peer interviews and it is
assumed that the semantic differentials offer a continuous spectrum of

choice to the respondents.

The headings and number of elements created by the peer review

interviews were as shown below:

n Teacher skills. 33 elements
n Problems and issues. 69 elements
n Alternative practices. 11 elements
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5.4.1 The Sample Surveyed

As already mentioned, the first sample of teachers had been coopted
into helping in the present research by their personal acquaintance
with the T/R during the PACE programme. The other two samples were
chosen in a somewhat different way. The group of secondary and further
education lecturers were identified by a form of 'snowball sampling'

(Cohen and Manion 1980).

Several members of the Nottinghamshire Advisory and Inspection service
were asked to help with the survey and also to recommend people who
would qualify as 'teachers who carry out negotiated learning with their
students'. The remainder of this group, who did not in fact reply, were
colleagues of three of these staff who, the researcher was assured over
the telephone, would take part and fill in questionnaires. The final
group consisted of the three local inspectors mentioned above, three
lecturers in higher education establishments and four writers who had
included the theme of negotiation in their work. The sample size of
thirty contained the minimum number recommended, by Cohen and Manion

(1980), for statistical analysis.

5.4.2 The Semantic Differential Scale

All of the responses from the interviews were compiled into a set of
rating sheets contained under a set of semantic differentials, one for
each heading of the survey. The respondents were asked to rate each of
the statements by choosing one of the four values available on the
semantic differential, which it was assumed were placed at regular

intervals along a continuum.
The spread of values in each of the differentials is:
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Skills..... Essential - Necessary - Desirable - Unnecessary
Problems...Immediate - Pressing - Secondary - Unimportant
Practice...Most helpful- Helpful - Supportive -  Un-helpful
An example of the definitions used in the scales is shown in Table 5.14
and the full survey is shown in Appendix 12.:

The Semantic Differential Used to Rate Teacher Skills

Would you please rate the teacher skills below according to the following four part scale, circling the
appropriate letter.

E Essential A teacher cannot work as a highly successful negotiator in the classroom without this
characteristic.

N Necessary This characteristic would be present in a teacher who makes successful negotiations
with pupils. (about 85% of the time) d

D Desirable Possession of this characteristic would increase the chance of the teacher being a
successful negotiator with pupils, but negotiated learning is possible without it.

U Unnecessary This characteristic probably has little or no relationship to a person's ability to
function as a successful negotiator with children.

Please feel free to add and rate qualities and skills teachers practising negotiation with children
nust possess that you feel have not been mentioned.

1 The teacher is able to accept and use the ideas of past and present pupils. ENDU
2 Having the Ability to be very flexible. ENDU
3 Having a lot of things going on in the classroom and still being in control of them. E N D U
4 Using question and answer to clarify needs, content and feelings _E NDU
5 Being particularly able to ask open ended questions in small steps. ENDU

6 Using praise and encouragement to draw out the ideas and options from the pupils. ENDU

7 Listening to both what is said and unsaid ENDU
8 Giving undividied attention and showing interest in what the other person

is thinking and feeling. ENDU
9 Faving patience to allow the other party time to consider. ENDU

10 Waiting becoming less directive and considering before jumping in with options
and feeding ideas to students ENDU

Table 5.14
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It can be clearly seen that the respondents were also asked to add and
rate skills, problems and alternatives which they felt had been missed

from the original scales - none were added.

The survey was sent by post, with a covering letter and stamped
addressed return ehvelope, to the ten members of the original interview
panel, to the ten Nottinghamshire teachers and further education
lecturers and to the ten 'experts' as described earlier. Early returns
were very low and follow up telephone calls helped a final total of
nineteen replies to be obtained from the thirty issued (63% return).
100% return by the original interview members was not too surprising
considering the interest that they showed in the research by
volunteering to be interviewed. Some of the problems with the returns
from the new group of teachers were caused by the T/R allowing 3
members of the panel to elect to take survey copies away for their
friends or colleagues whom they were 'sure would complete them'. They

never came and were impossible to follow up.

5.4.3 The Analysis of the Results

The results have been subjected to statistical analysis wusing the
Kolmogorov-Smirnov one sample test (Cohen and Holliday 1982) which
allows the examination of the amount of agreement between the observed
distribution of values with theoretical expected set of values. The
null hypothesis H0 for each of the semantic differential scales is that
the participants have no preferences for the statements and will choose
equally amongst the options. The expected values for the null
hypothesis is therefore that each element will contain the same number
of choices. Statistically significant results are those where there is

less than 5% probability of the spread of results having occurred by
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chance. Where the test statistic Dmax exceeds the expected D at the 5%
level and better, comment has been made. In most cases the results are
also significant at the 2% level, where there is a 2% prohability of

the spread of results having occurred by chance.

The tables below show the spread of replies across the semantic
differential, the statistically expected values at the 2% and 5% levels
and the agreement statistic of each significant item. The results
presented are then compared with practitioner observations made earlier
as a form of validation and triangulation of the observations.

Significant Results for Teacher Skills

Elenent Essential Necessary Desirable Ummecessary  D..5% D..2% Dmax
2 Flexibility 13 4 2 0 0.30  0.34 0.4}
4 Using question and answer 8 9 2 0 0.30 0.35 0.3%
T Listening 1 1 1 0 0,30 0.34 0.4
8 Showing genuine interest 9 8 2 0 0.30 0.3 0.3%
9 Having patience 5 1 3 0 0,30 03¢ 034
11 Coping with silence b 10 3 0 0.30 034 0.382
21 Helping review b 10 3 0 0,30 034 0.342
28 Persuading to display work 1 0 10 8 030 0.34 0.447%
31 Helping over disapp<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>