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Abstract

Teachers obviously serve as the medium for causing the result of policy as they carry it into schools, classrooms and deliver it to pupils. They mediate between education policy and practice. Knowledge of the exact nature and effects of this vital role is limited. Drawing on a range of research and evaluation of both national and local policy in practice, carried out by the authors in England, this paper illustrates how teachers mediate policy and the resulting outcomes. Further, it proposes a typology of teacher adaptation to education policy. The paper argues that as yet the appropriate professional role for teachers within policy making and implementation has not been achieved, and outlines what this might be. Finally it outlines some implications for teacher education.

Introduction

The essential didactic aspect of a teacher’s role has remained central throughout history, despite advances in learning materials and technology – the printed book, audio and visual transmission and recording and the computer. At the same time the mediating role [serving as a medium for causing a result] of the teacher between education policy and its delivery has and is changing. In the West institutional teachers were the product of the Church in several senses and, as a consequence, the teacher’s role was prescribed and, indeed, controlled. In Britain as the state took over, in large measure, from the Church in the provision of schooling, teachers took on a much more loosely defined mediating role. This is best illustrated in the period between the Education Acts of 1944 and 1988. At this time both the curriculum and its delivery was to large extent determined by teachers and these displayed not only school on school variation, but also class on class variation. The education reforms of the Conservative governments of the 1980’s and 90’s severely changed the role of teacher, for example, with the introduction of a national curriculum, pupil testing at 7,11,14 and 16, the publication of school league tables, the devolution of school budgets, the weakening of Local Education Authority’s role, the significant change in the preparation of new teachers and their professional development. In essence these changes, which were enthusiastically embraced and continued by the New Labour Governments from 1997 to the present, effectively centralised schooling and apparently curtailed much of the previous professional freedom of teachers. For example, in primary schools the literacy and numeracy hour orders prescribed what was to be taught, how it was to be taught and for how long.

Policy and Practice

As identified by Crossly and Vulliamy [1984, 1997], much of the literature reviewing educational policy into practice appears to have less emphasis on actual practice than on the policies and systems, yet it is obvious that policies are mediated by teachers within their schools, indicating a need for the examination of the mediation [see Bowe, Ball and Gold, 1992 and, for a good example of a study that does the latter, see Vulliamy, et al, 1997]. The present paper sets out to example teacher mediation and to suggest that a proper understanding of it could lead to an appropriate professional role for teachers within policy making and implementation that would enhance schooling.

Governments in England for the past two decades have appeared to work on the assumption that change in education can be brought about by prescriptive policy, with in-built targets and inspections. It is perhaps over-simplistic to make this assumption and indeed research in the field has shown it to be so. For example, Ball and Bowie [1992, p.114] argued that the National Curriculum was ‘not so much being ‘’implemented’’ in schools as being ‘’recreated’’, not so much ‘’reproduced’’ as ‘’produced’’.

Towards a Typology of Teacher Mediation in Policy Implementation.

In essence the central government initiatives in English education of the past two decades can be seen as aimed towards increasing the functional efficiency of teachers and schools. The networked market has simultaneously created pressures towards standardisation and customisation in both schooling and teaching (Reid, Brain and Comerford Boyes, 2004). An end product of this process has been to increasingly reduce the role of teaching to that of a technical deliverer of pre-set pedagogies. This model of teaching mirrors the implicit role of the teacher that is assumed in educational policy. In this model the teacher is simply a technocratic implementer of policy.  Such a model of policy implementation is, in sociological terms and in essence, functionalist. Teachers’ consensus is assumed (or regarded as unproblematic), their task being to fulfil the culturally prescribed roles envisaged in policy. Ironically, this model fails to consider one of the central insights of one of the classic 20th Century proponents of functionalist thought, Robert, K Merton.  In his book Social Theory and Social Structure [1957] Merton demonstrated that individuals or groups differently situated in social systems adopt a range of responses to meeting the goals of those systems. A consequence of this being that social systems ‘designed to produce saints also produce sinners’ [Reid, 1978, p51].

In respect to the mediation of teachers and schools between policy and practice it would seem appropriate to use a modification of Merton’s typology of adaptation to social systems [also used by Reid, 1978 and 1986 in respect to pupils’ and teachers’ responses to the formal culture of schools]. Merton distinguished two theoretically separate elements in culture: Goals – purposes that apply to all members and Means – the ways in which goals should be achieved. He further pointed out that even where goals were widely accepted, access to and willingness to use the means showed variation, leading to the range of adaptations illustrated in Table 1. 

Table 1.  Merton’s Types of Individual Adaptation to Culture.

	Adaptation


	Goals
	Means

	Conformity
	Accepts
	Accepts

	Innovation
	Accepts
	Rejects

	Ritualism
	Rejects
	Accepts

	Retreatism
	Rejects
	Rejects

	Rebellion
	Rejects/

Substitutes
	Rejects/

Substitutes


Reid, 1978, devised from the text in Chapter 5,  Merton, 1957.

In the case to hand, English education policy has increasingly attempted to prescribe both goals [policy] and means [practice. Leaving aside the intrinsic value of any particular policy, policy success can be seen to depend on the extent to which practitioners accept the goals and adopt the means. Alternatively, it could be argued that policy success depends on the strength of its imposition in relation to teachers’ professional strength to resist, or modify, government orders. The examples discussed below suggest both that Merton’s typology is useful in this context and also provide some insight into the reasons for differing adaptation to policy initiatives. The adaptations types are not meant to imply that teachers and schools do not shift across, and between, the adaptations, both in respect to different policies and over time.
Table 2 shows a development of the typology to include types of teacher mediation. Conformity is where both policy and practice are accepted, though we believe that all teachers play something of a mediating role, hence we label these minimalist mediators and such adaptation is characteristic of a technocrat teacher or school. Such teachers are exactly what would appear to be the type that central government wish to inhabit English schools. Innovation, in which policy is accepted but practice rejected involves what we term professional mediation and the innovative teacher or school. Ritualism, is where while policy is rejected the practice is accepted and hence minimalist mediation and technocrat teacher. Retreatism, involving rejection of both policy and practice would result in an anomic teacher, hopefully a not too common adaptation. Rebellion, is perhaps an unfortunate term, since such teachers may be creative in both policy and practice.

Table 2.  A Typology of Teachers’ Adaptations to Education Policy and Practice.

	Adaptation


	Policy
	Practice
	Descriptors

	Conformity
	Accepts
	Accepts
	Policy acceptor

Minimalist mediator

Technocrat teacher

	Innovation
	Accepts
	Rejects
	Policy acceptor

Professional mediator

Innovative teacher

	Ritualism
	Rejects
	Accepts
	Policy rejecter

Minimalist mediator

Technocrat teacher

	Retreatism
	Rejects
	Rejects
	Policy rejecter

Rejecting mediator

Anomic teacher

	Rebellion
	Rejects/

Substitutes
	Rejects/

Substitutes
	Policy creator

Creative mediator

Creative teacher


Devised from Reid, 1978, and the text in Chapter 5,  Merton, 1957.
Partnerships and Networks

As we have argued elsewhere [Reid, Brain and Comerford Boyes, 2004] the New Labour Governments’ Third Way approach to raising educational standards retained and reinforced the core principles of previous Conservative governments’ market-based reforms and added:

· the promotion of collaborative networks and partnerships between schools and between other ‘partners’, in order to raise standards;

· a focus on raising standards in deprived or disadvantaged areas, to ensure ‘excellence for all’, through the promotion of targeted initiatives designed to raise the social capital of individuals, families and communities in deprived areas.   

These two additional principles modified, rather than transformed, the neo-liberal market of the Conservatives by promoting a networked market, in which competition between schools was retained but attempts were made to: 

· encourage collaboration between clusters of schools, in order to promote the development and dissemination of best practice, encourage the sharing of resources and develop common solutions to educational problems; 

· situate the school as a community resource that is at the centre of a learning community providing the social capital – networks, support structures, contacts and relationships – that parents and pupils in deprived areas are assumed to lack;

These involve attempts to create social capital networks that can be exploited to help individuals, families, schools and the wider community, in order to raise levels of achievement. 

Education Action Zones and Parental involvement. Our first case study is set in an Education Action Zone [EAZ]. These were launched in 1998 as ‘the standard bearers in a new crusade uniting business, schools, local education authorities and parents to modernise education in areas of social deprivation’ (DfES, 1998a), They were partnerships of clusters of around 20 schools. Together with local partners they were to 'encourage innovative approaches to tackling disadvantage and raising standards’ (DfES, 1997, p.4). Each EAZ had a legally constituted corporate governance body [an Action Forum], which had responsibility for drawing up and implementing an action plan designed to raise educational standards. This plan had to be approved by the Secretary of State and was reviewed annually by the Department foe Education and Skills, and had to include attainment targets for schools. The DfES provided guidance for the programmes that EAZs were expected to develop.
As the Excellence in Schools White Paper informs readers that, parents are ‘a child’s primary educator’ and parents are ‘key partners’ in the drive to modernise the school system (DfEE, 1997).  Parental involvement is seen as a mechanism for simultaneously raising standards, developing new partnerships between schools and parents in the local community and promoting social inclusion. Brain and Reid [2003] reviewed the implementation of parental involvement in an EAZ that had the development of the interface between school parents and the local community was one of the core goals. Its Director was ‘convinced that the parental involvement programme would radically alter the interface between schools and their communities’.  The basic project consisted of funding for schools to employ a Parental Involvement Officer [PIO] who, after receiving training from the Zone, would develop courses for parents geared towards developing them as co-educators and ease parents’ pathways back into employment. Implementation was left to the individual schools.  Consequently, there was potentially scope in which the programme could be run. In the event, and not surprisingly, the schools tailored their implementation to their own perceived circumstances and needs, and in varying degrees to the Zone’s and/or government policy. Analysis of the outcomes revealed the four discrete models that are displayed in Table 3. It should be noted however that most schools combined elements of more than one model, they tended to be dominated by one.  

Schools choice of model was clearly linked to their contexts. The best resourced primary school in the Zone ran projects along co-education lines, probably because it had its own attendance officers, low rates of absenteeism, strong local parental support and sufficient funding.  The school that developed the model of parents as clients, did not have the same immediate priorities as the other schools to raise attendance and attainment. Similarly a secondary school chose not have a PIO, but used the funds to have parents to promote the school in the community. In most of the other schools, the need to improve standards simply drove out the wider inclusion dimensions of parental involvement, because the social and welfare needs of the pupils were extreme, consequently PIOs were used as a general resource to fill gaps in basic pastoral, attendance and welfare support. 

Table 3:  Models of Parental Involvement in an Education Action Zone

	Model
	Key Characteristics
	Role of Parent

	Parents as police
	· Concerns over individual pupils leads to parental contact so contact is pupil lead

· Rationale is instrumental in that involving parents is seen to promote pupil attainment and moral/legal in that parents are seen as responsible for ensuring attendance and behaviour  

· PIOs work structured around attendance and behaviour. Can be difficult to distinguish from roles such as education social work 

· Tends to be reactive work rather that proactive and lack clear aims and targets
	· Parents involved primarily in their role as regulators of child behaviour and attendance

· Involvement does not extend beyond being contacted or visited by PIO

	Parents as promoters
	· Contact with parents initiated to meet institutional needs of school 

· Rationale is instrumental in that parental involvement is seen as useful in meeting school set goals and needs e.g. developing school profile, developing school resources 

· PIO work structured around promoting the school in the community

· Clear aim but no specific targets
	· Parents involved primarily as additional non-teaching staff 

· Roles such as fund raisers, event organisers and providers of information 

	Parent as     co-educators 
	· Contact with parents is initiated through provision of courses for them

· Rationale is instrumental in that parents acting as co-educators raises pupil achievement but also idealistic in that developing educational opportunities for parents is seen to meet social goals e.g. promote employment

· Tends to be proactive and characterised by clear aims and objectives with easily identifiable outputs 

· Work focuses on developing, promoting and running courses and workshops for parents
	· Parents involved as co-educators of children

· Parents involved as ‘pupils’ in that courses and educational opportunities should be open to them

	Parents as clients
	· Constructs the community as a resource for schools and the school as a resource for the community

· Parents seen as consumers or clients of services and local citizens with entitlements

· School seen as part of community provision 
	· Parents seen as community members with a range of educational and social needs

· Parents roles are as consumers or users of services and participants in schooling 


Autonomous, reflective or prescribed practitioners? A second example comes from the Unit’s association as a partner in a Network Learning Community [NLC], a fuller account of which is to be found in Reid, Brain and Comerford Boyes, 2005. NLCs are matched-funded, collaborative networks of schools together with one or more partners from local education authority, higher or further education, or community groups. The National College for School Leadership [NCSL] was charged with the co-ordination of NLCs, and their advocacy (NCSL, 2002) included the claims that they were:

· changing the way we think about learning at every level of the education system 

· transforming schools into dynamic learning communities where the latent potential within pupils, teacher and leaders  is unlocked 

· ensuring schools and teachers create and exchange knowledge collaboratively, continuously and systematically 

· ensuring that adults learn, that schools learn, and that schools learn from one another, helping all children to become powerful learners 

Despite the fact that the form, content and objectives of teaching were still heavily prescribed by government, teachers were urged to innovate, share best practice and develop a sound evidence base to inform practice by taking responsibility for their own learning, so that they could ‘lead the way in removing barriers to learning and finding solutions to learning challenges’ (DfES, 2003c).  NLCs were seen as a new organisational form that would exploit the benefits of collaboration and avoid the problems of generating school reform from either a top down or bottom up approach.

Initially the NLC reported here was clearly teacher led, quickly established ownership of its activities and resisted what was perceived unwarranted outside influence. However, from the second year onwards a series of NCSL reviews clearly indicated a growth in the central control of activities, and the space for the NLG to develop its own agenda was increasingly narrowed. Under direction the NLC has to complete an audit of activities, produce a portfolio of evidence demonstrating impact.. Failure to comply could result in loss of funding. In effect, the NCSL acts as a disciplinary mechanism to ensure that NLCs follow the objectives of government policy and promote the government’s model of teaching and learning.  
Of course, teachers can and do resist this process as the activities of ‘our’ NLC demonstrate. Real benefits have developed through of collaboration, and not necessarily ones that can be directly measured, or that directly produce rises in pupil attainment.   However, the functioning of the NLC is not only being narrowed from above, by the NCSL and DfES, but also from below, by the network’s schools. Head Teachers in particular are likely to be more interested in NLGs to the extent that they help to meet their school’s objectives, as opposed to providing spaces for teachers to be innovative, share ideas or develop activities which, while interesting, cannot be directly related to pupil attainment.  

Voluntary Networks. While there are other forms of networks based on government initiatives and funding, such as those of Confederations and Excellence in Cities clusters, others are self initiated and funded. One such network is in Bradford, and was set up by primary school Head Teachers whose schools were involved in the Bradford schools’ reorganisation from a three-tier to a two-tier system in 2001. It has remained active following the reorganisation, meeting regularly, sharing information and good practice and acting collaboratively to address local issues. It is currently engaging one of the authors of this paper as a consultant to investigate the appropriateness and fairness of funding in the district for pupils with Special and Additional Educational Needs  [SEN/AEN] and for social inclusion. It has then established itself as a collaborative body that represents common interests and a collective voice which is recognised by the agency that runs schools in Bradford.
More general teacher mediation

Obviously teacher mediation between educational policy and practice is not limited to that within formal or informal networks. This section reviews some examples of teachers’ responses to more general aspects of current government policy. 

Accelerated Learning. There has been some reaction by teachers to the government’s emphasis on raising standards and its prescription of teaching methods to achieve that. One response has been to adopt accelerated learning techniques – which includes a considerable range of techniques that claim to enhance pupils’ learning, including brain gym, mind mapping, emotional intelligence [for a full review see Comerford Boyes et al, 2004]. 

Three factors can be identified for the popularity of accelerated learning techniques:

· the impress of targets for pupil achievement and the competition between schools enhanced by the publication of league tables, giving rise to teachers seeking new ways to improve their pupils’ attainments.

· considerable and apparently effective marketing and advocacy of accelerated learning by a number of commercial concerns who provide training day events for schools and short courses for teachers, and a plethora of purchasable books and other commercial resources.

· perhaps a lack of professional confidence and competence on the part of some teachers to appropriately assess the effectiveness of alternative teaching and learning techniques.   

Our review of the literature, undertaken for and funded by the DfES, revealed that, despite their popularity and fairly dramatic claims for the success of accelerated learning techniques, there was a dearth reliable evidence of their effectiveness in raising standards. Furthermore, claims that the techniques were the outcome of applied scientific facts were at least questionable. The DfES invited the Unit to write a short paper with a view to seek out evidence held by schools using AL. The paper [Reid, Comerford Boyes and Brain, 2004] concluded that  ‘Accelerated Learning is more about rhetoric and rumour than research’, together with the full review, was put on the National College of School Leadership’s web-site for Head Teachers.  

The DfES reported that this had been one of their most successful and lively forums

However, many contributors used the site to simply talk about their experiences of accelerated learning rather than respond specifically to the issues highlighted.  Our analysis of the discussion revealed four categories of response:

· A minority responded directly to our research conclusions and were likewise wary of making great claims for accelerated learning in the absence of sound research evidence.  For examples; ‘It might be effective, but I would like to see some proper studies before committing time and effort’, and ‘the research and theory……. appears a little lightweight’.       

· Some displayed a degree of reticent about some of the claims being made for accelerated learning and talked of the power of teachers’ beliefs in what they do. They stressed that enthusiasm for learning was the crucial factor, not a particular pedagogical approach per se.   While not dismissing the possibility of achieving positive outcomes from using any number of approaches, some felt that commercial packages merely repackaged ‘a common sense approach to organising within the classroom’.  One stated  ‘I become uncomfortable when it becomes the sole or most important approach and when people become zealous about it’. 

· Some remarked that at least accelerated learning had got everyone talking about teaching and learning: ‘it keeps teaching techniques alive and buzzing, its up to us as professionals to choose the most appropriate bits for our classes and schools.’ and ‘it gets us talking and trying out new ideas and that can’t be a bad thing’.    Another proposed that ‘in the meantime teachers must feel liberated to experiment and be inspirational thinkers as well as confident leaders of learning.’   

· The majority of contributions were simply superficial endorsements of commercial accelerated learning packages and training which teachers and schools had undergone, mostly at their own expense.  

Interestingly, to date not even a single contributor has discussed actual data, as opposed to anecdotally-based ‘causations’ and general conclusions.

While the commercial accelerated learning resources phenomenon springs from entrepreneurial practice rather than from government policy, it is clear that this policy is acting as the driver behind teachers’ reactions to challenges and opportunities in the networked market.  The impress of targets and measurable attainment can be seen to direct teachers to find a means of improving pupil achievement and, perhaps towards what appear to be ‘quick fix’ solutions.   Similarly, it can be argued that a lack of underlying professional  knowledge and confidence might also have a bearing on how easily some teachers are affected by  highly visible, polished delivered ‘training’.   In this way, some teachers can be seen to mediate practice unintentionally - from psychological and professional exigency - rather than from considered professional judgement.  Others, however, echo the more reticent ‘isn’t it just what we should be doing anyway?’ approach illustrated above. 

Gifted and Talented learning and teaching. Provision for highly able pupils, usually referred to as the gifted and talented [G&T], was called for by the House of Commons’ Education and Employment Committee in 1999 [HMSO, 1999], incorporated into OfSTED [2000] Guidelines and the National Curriculum Statutory Inclusion Statement [DfES, 2001]. Funding follows the G&T, it has dedicated team within the DfES and the National Academy for Gifted and Talented Youth [NAGTY] was established in 2003. Perhaps surprisingly the Unit’s experience in the field to date suggests a sketchy, uneven implementation of the programme. For example, not all schools have a policy in place, a co-ordinator in post, identify G&T using multiple measures, monitor the social  characteristics of  G&T pupils, some teach G&T pupils separately or differentially. Examples of distinctive practice in respect to G&T vary widely and include; teaching French at Key Stage 2 [7-11 year olds], use of unattached teacher to facilitate setting, provision of an academic strand in Key Stage 4 [14 to 16 year olds], early sitting of GCSE examinations [before normal age of 16 years] and thinking skills across the curriculum. At present we can only speculate on the reasons for this situation, it could because of teacher mediation based on professional values that conflict with the G&T concept, or an initiative over-load on teachers and schools resulting in the lower implementation prioritisation of G&T than other more pressing concerns. We expect that our present in-depth, scope research funded by NAGTY will provide some insights into the situation.

Teaching Reading. At the local level one primary school facing a challenging situation in respect to raising the reading attainment of its pupils decided to abandon the teaching methods prescribed in the literacy hour orders and to adopt ‘jolly’ or ‘synthetic’ phonics, along with the deployment of peer reading tutors. In so doing they effectively pre-emptied a governmental rethink. At the time of writing the Secretary of State for Education has announced the setting up of a working party to review the place of phonetics in the teaching of reading. It is also interesting that the school is carefully monitoring the outcome of the change in teaching method.   

Implications for educational policy

The examples discussed above suggest both that Merton’s typology is useful in modelling teacher and school mediation between education policy and practice. As has been shown, English education policy has increasingly attempted to prescribe both goals and means. Leaving aside the intrinsic value of any particular policy, policy success can be seen to depend on the extent to which practitioners accept the goals and adopt the means. Alternatively, it could be argued that policy success depends on the strength of its imposition in relation to teachers’ professional strength to resist, or modify, government orders. 

This paper has sketched some examples of teacher mediation over a range of policy to practice situations and illustrated something of the complexity involved in understanding the process. It provides ample evidence of the obvious fact that the implementation of education policy is far from straightforward, simply because teachers play a key role of mediation. Hence it can be argued that successful implementation depends on finding a appropriate strategy or model of policy construction that utilises teachers’ professional knowledge, skills and values, rather than one that challenges, or fails to recognise, these. In turn this suggests a move away from top-down imposition by government and towards proper consultation with, and an empowering of, teachers to use their professional skills appropriately within their specific contexts and a facilitating, rather than a prescriptive, legal framework. In other words, what is required is not so much a pure bottom-up policy-making process, but one balanced in both directions. While there are indications that this what the DfES is after, for example, that teachers can ‘lead the way in removing barriers to learning and finding solutions to learning challenges’ [DfES, 2003], teachers might be forgiven for treating this with scepticism. Such scepticism can be seen to arise from the context within which the statement is made, one in which schooling objectives, goals and purposes, and the definition of good teaching is centrally determined and, through inspection, used to judge professional performance.
Implications of Teacher Mediation for Teacher Education and Training
The recent history of teacher education and training follows closely that schooling, outlined above in the introduction. Reviewing that history Reid [2000, 2001] concluded that while governments have traditionally set targets and provided support, empowering partners to seek ways of achieving targets, the present regime had taken the power to determine both the means and the ends and to supervise these in a punitive manner. Further, and in some contrast to the past, there was a lack of transparency of where or from whom the ideas stemmed. The present system had not come about from fundamental considerations such as those of the McNair, Robbins and James Reports outlined above. Furlong [2005, p.132] puts it most precisely as ‘This move away from seeing teaching as a key concern in policy development means that the government have won their struggle to reduce teacher education to an unproblematic, technical rationalist, procedure’. 

As Reynolds [1999] pointed out, in the shift from the more general DfEE competencies to the more specific Teacher Training Agency’s standards there is no reference to the key characteristics of teaching and no analysis of the primary tasks of teachers, no definition of their primary function and no reference to the personal qualities or values required for success. The implication of the standards is that values, attitudes and reflective abilities are not central to ITT and consequently to teaching. Yet teaching is a complex undertaking in which these factors are called constantly into play. It is also clear that students have a concern over these matters, as was abundantly clear from interviews with students on primary school ITT courses. It was just these factors and concerns which had brought them onto their courses and sustained them when there [Reid and Thornton, 2000, Reid, Thornton and Brichino, 2000]. It is also precisely these factors that teachers require in order to act appropriately and professionally in their role as mediators between policy and practice. Teacher education needs to break out of being what Furlong [2005, p.127] has described as ‘an entirely ‘technical rationalist’ enterprise’ that ‘implies there is a common framework for people with fixed goals’. While there is little space available in the Higher Education based part of teacher education, students need to be made aware of their role as mediators as well as that of technician. They need opportunity to learn about alternatives, to question policy, and to be properly equipped with the skills of evaluation so that they can use evidence to judge both their own performance and the policies they are required to work under. So equipped they will be enabled to work as real professionals. Without this range of knowledge and understandings and unless they acquire them through working in schools or professional development courses, the forthcoming generation of teachers will be ill-equipped to play their important role as mediators. Not only will the profession suffer, but also will education policy implementation and, consequently, the children they teach.
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