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Enhancing teacher learning in inclusion

Abstract

Enhancing teacher learning in inclusion is an action research study which
researched how two New Zealand classroom teachers were facilitated to enhance
their pedagogy and become more inclusive. An examination of the international
literature suggested that contextual professional development, classroom action
research, and a collaborative relationship with a critical friend would facilitate
inclusive pedagogy. However, there were no published studies of New Zealand
primary teachers engaged in classroom-centred action research on inclusion
involving an educational psychologist. A two phase action research design was
used, firstly negotiated and modelled by an outside researcher, second order action
research, and secondly by empowering the teachers to become action researchers,

first order action research.

Some inclusive practices were evident but two major barriers to inclusive practice
in New Zealand classrooms were highlighted. These were an independent and
autonomous teacher practice and limited use of individual student assessment data
to inform teaching for individual learning.  Active reflective thinking through
reflection journals and teacher action research of teacher chosen classroom
learning challenges occurred in two cycles of second order action research.
Results established increased teacher focus on individual student learning,
collaboration between themselves and the researcher, knowledge and skills of
action research and its effectiveness in solving learning challenges within the
teaching programme, use of student assessment data to inform subsequent
teaching and learning, and critical awareness of the effect of their beliefs,
knowledge and actions on student learning. =~ Whilst literature suggests that
schoolwide re-culturing is necessary, this research has demonstrated that two
teachers engaging in practitioner action research, supported by a small community
of practice, reflective thinking and critical dialogue, can improve their

pedagogical and inclusive practice.
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Glossary

Description

A series of assessments given to children in New Zealand on, or around,
their sixth birthday. It was developed by Dr Marie Clay (1979 — second
edition) and assesses such skills as word knowledge, letter knowledge, and
common features of books and writing knowledge (e.g. front of book, full
stops, etc). The lowest scoring children are given remedial assistance
based on interventions suggested by Dr Clay in her book, “The early
detection of reading difficulties: A diagnostic survey with recovery
procedures.”

A school's decile indicates the extent to which the school draws its
students from low socio-economic communities. Decile 1 schools are the
10% of schools with the highest proportion of students from low socio-
economic communities, whereas decile 10 schools are the 10% of schools
with the lowest proportion of these students. A school's decile does not
indicate the overall socio-economic mix of the school. Census
information is used to calculate the decile. There are five factors that
make up the socio-economic indicator: household income, occupation,

household crowding, educational qualifications, and income support.
(Information from the website of the Ministry of Education, New Zealand)

This is the term used by the Ministry of Education in New Zealand as
outlined in their 2007 -2012 Statement of Intent.  This term replaces
several others used in the past including children with special education
needs and children with special needs.

Numeracy Development Project. The focus of the Numeracy
Development Project is improving student performance in mathematics
through improving the professional capability of teachers. The focus is on
the number strand of the New Zealand Mathematics Curriculum. As a
part of the project teachers have been provided with an assessment kit that
they can use to assess the number learning of their students.

Ongoing and Reviewable Resourcing Schemes.

Approximately 1% of school-aged children in New Zealand qualify for
these extra resources. The schemes provide extra teaching support to the
child, and if needed, monies with which to employ para-professional
assistance to assist the teacher to better meet the needs of the student. The
student also qualifies for specialist support, for example, physiotherapy,
speech-language therapy, occupational therapy, psychology and specialist
curriculum support.

An assessment kit compiled by the New Zealand Ministry of Education
(2001) to assess the skills of five-year old children at school entry.
Included in the assessment are book knowledge, mathematics, alphabet
knowledge and oral language through retelling.

vii



Chapter 1

Introduction to the research study

“...our aim must be to find effective ways of supporting teachers
in developing their capacity for reaching out to all of their
learners.” (Ainscow, 2007, p.149)

1.1 Introduction

The provision of education for all children, including disabled children, has been
debated for several decades and has resulted in both legislative and pedagogical
change ("Education Act", 1989; Ministry of Education, 1999; Office for Disability
Issues, 2001). The focus of the debate has also altered from a concern with
integration and settings, to facilitating inclusion and enhancing pedagogy.
Schools, and especially teachers, are now expected to meet the diverse learning
needs of all their children. Teachers achieve this through having a range of skills

and knowledge (Ainscow, 2007).

The acquisition and maintenance of such skills and knowledge is an ongoing
challenge for teachers. Florian (2007) suggests that primarily, teachers need
problem solving strategies because there is no single teaching strategy that meets
all needs. Professional development has been the traditional method by which
teachers have enskilled themselves (Beatty, 2000; Wearmouth, Edwards &
Richmond, 2000). As a result of recent research into teacher professional
development there is now a primary focus on teachers as active learners shaping
their own pedagogical growth (Clarke & Hollingsworth, 2002; Ruthven, 2005).
Teachers as researchers of their own practice, is advanced in the literature as a
method of shaping inclusive practice, effecting enhanced student outcomes and
overcoming the research into practice dilemma. It is also considered to challenge

the ‘theory of practice’ that influences teachers’ pedagogy.

Inclusive pedagogy and professional development set the scene for the present
research study; Enhancing teacher learning in inclusion. Working with two

teachers in a primary school to investigate how they were facilitated to become
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researchers of their own practice, develop inclusive pedagogy and enhance their

students’ learning was the main purpose of this research.

Within this introductory chapter the research aims are outlined. The current
provisions of education for disabled children have arisen as a result of changing
views, advocacy, policy and legislation. The need for pedagogical modification
to match the expectations of parents and stakeholders is outlined noting that a
change strategy advocated is encouraging teachers as research practitioners.
Finally, several relevant pedagogical issues are outlined to give a rationale for the

research.

1.2 Impetus for the research study

Disabled children present additional challenges to teachers and contribute to the
complexity of the classroom environment. Teachers often seek assistance from
outsiders to help them meet these students’ needs. As a leader of a team of
visiting educational specialists, | encourage my team members to assist teachers to
meet their teaching challenges from within their classroom programmes. I do this
because I have a belief that children have a right to be present, to participate and
contribute, and to receive quality instruction in the same environment as their
peers. While there are many teachers who welcome the support and guidance my
team offers in their environment, there are other teachers who consider that
disabled children should be educated in separate environments. There are many
reasons given for this view, but the most pervasive reason given is that
mainstream teachers are not trained and do not have the skills or resources to
teach disabled children (Avramidis, Baylis & Burden, 2000a; Bevan—Brown,
2000; Croll, 2001; Prochnow, Kearney & Carroll-Lind, 2000; Rose, 2001).
Therefore, the impetus for this research study was for me to research how teachers
could be assisted to meet learning needs within a mainstream environment and

become more inclusive in their pedagogy.

1.3 Research Aim

The central focus of the research is a practitioner-based action research study on

factors promoting teacher change in inclusive practice. Teacher change literature
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indicates that involving the teacher in research in their own classrooms is an

effective change strategy.

1.4 Background

Whether in the community in general, or education in particular, including
everyone and providing for diverse needs has been a developing practice. Such a
development has caused a major examination of the policies and practices of
organisations, and of people charged with providing services (Ballard, 1996;

Nakken & Pijl, 2002; Office for Disability Issues, 2001; Sebba & Ainscow, 1996).

Within education, debate has historically centred on provision and settings for
disabled children but that focus has changed over time (Kavale & Forness, 2000;
Mitchell, 2001). Initially, the focus was on whether learners with severe
disabilities should be educated within the state system. In New Zealand, the 1964
Education Act gave these learners the right to an education but suggested a
separate class or school. These separate classes and schools proliferated in the
1960s and 1970s, but increasingly parents were demanding that their disabled
children should be educated in mainstream schools. By 1989 the New Zealand
policy had changed and the education act passed at that time gave all learners,

regardless of ability, the right to attend their local school ("Education Act," 1989).

As children won the legal right to attend their local community school, the
management of schools changed from direct control by the Department of
Education through Education Boards, to self-managing schools with a Board of
Trustees in the role of Directors and employers and with the principal as the chief
executive officer. The newly established Ministry of Education became a policy
developing body. Major implications for disabled children followed as each
school sought to interpret the provisions of the 1989 Education Act with respect to
their responsibilities for catering for the needs of their children with learning and
behavioural challenges (Bevan—Brown, 2000; Ministry of Education, 1999;
Wylie, 2000). Adding to the confusion and complexity of the situation, a
provision for separate special schools remained within Section 9 of the 1989

Education Act. This provision continues today.
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In 1999, Special Education 2000 was introduced to schools by the New Zealand
Government. This policy attempted to give greater direction and assistance to
schools by dividing special education funding into three strands.  For those
children with severe needs, the Ongoing and Reviewable Resourcing Schemes
(ORRS)', the Severe Behaviour Initiative and the Communication Service were
introduced. Children qualifying for these services received specialist assistance
and access to specialist teaching and to para-professional assistance. For those
children with ‘moderate’ needs, school based resource teachers were established
to cater for learning, behaviour, vision, hearing and literary needs. Finally,
schools were given extra funding with the Special Education Grant (SEG) to assist
them to meet ‘mild’ needs ("Education Act", 1989; Ministry of Education, 1998,
1999). Following a review of these provisions (Wylie, 2000), some changes were

made to the contestable nature of the delivery of the services.

Two streams of debate around inclusion in education continue. One stream
revolves around the relative merits of mainstream and separate provision as
studies seek to demonstrate that one or other is better (Holahan, 2000; Peetsma,
2001; Rea, McLaughlin & Walther-Thomas, 2002; Zigmond, 2003). Pedagogical
processes needed to give effect to inclusion are the focus of the second stream
(Booth, 1996; Burstein, Sears, Wilcoxen, Cabello & Spagna, 2004; Dharan,
2006). For a history of this debate see Kavale & Forness, 2001. This research

study follows the second stream.

Whereas inclusion was once seen as referring only to disabled children, current
definitions now refer to the diverse needs of all children. A discussion on

definition is found in the Literature Review (Chapter 2, Section 2.2).

Studies researching reasons why schools struggle to implement inclusion have
identified a number of factors, but the most pervasive is the attitude and ability of
the teacher (Bartak & Fry, 2004; Bergren, 1997; Bevan—Brown, 2000; Flecknoe,
2005; Pivik, McComas & Laflamme, 2002). With the focus on the classroom

! See glossary
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teacher and their pedagogy, professional development is viewed as a key factor in
giving teachers the skills and knowledge needed to meet diverse needs (Dharan,
2006; Dickens-Smith, 1995; Naidoo & Naiker, 2006; R. Robinson & Carrington,
2002; Wearmouth et al., 2000).

As with inclusion, the focus of teacher professional development has changed. A
strategic shift for teachers engaging in professional development has been for
them to move from being passive recipients of information to being active shapers
of their own pedagogical growth (Clarke & Hollingsworth, 2002). This change
has been driven by a number of factors including: the failure of professional
development to initiate and sustain teacher change, teacher reluctance to adopt
educational research into the classroom programme, and teachers often perceiving
professional development topics as not being relevant to their practice. Research
has also demonstrated that while traditional professional development such as
workshops, conferences and in-service courses might raise awareness of issues,
teacher change in practice did not necessarily follow (Boyle, Lamprianou &

Boyle, 2005; Thiessen, 1992).

Several models for sustainable teacher change are offered in the literature (Boyle
et al., 2005; Poskitt, 2005; Roettger, 2006). However, if the priority requirements
of professional development are to enhance student outcomes through improved
teacher ability, then teachers as researchers of their own practice is advocated
(Burbank & Kauchak, 2003; Huberman, 1992; Ruthven, 2005). Critical elements
identified in the literature pertaining to practitioner research include the presence
of a critical friend, critical reflection on practice, a focus on students, an
examination of teacher assumptions and sustainability of change. It is also
believed that having tools to solve pedagogical challenges is better than ready

made solutions (Florian, 2007).

Meeting diverse needs through practitioner research is viewed as inclusive
because the focus moves to the individual student and to specific solutions
through the use of problem solving strategies (Ainscow, 2007; Burstein et al.,
2004; R. Robinson & Carrington, 2002). The role of the teacher is considered

critical and it is timely, therefore, to explore how the teacher might be facilitated
5
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to become a practitioner researcher, solve classroom learning challenges and

enhance their inclusive pedagogy.

1.5 Rationale for the study

The debate around the relative merits of mainstream and segregated education
provision continues in New Zealand. Anecdotal parent reports suggest they are
more likely to choose segregated options for their disabled children. Multiple
reasons are given for these choices with teacher skill and knowledge, enhanced
resource pool, and pastoral context being those being most frequently given.
These concerns were highlighted in a 2000 report to the government (Wylie,
2000). Despite changes implemented since, the number of children entering
special schools has been steadily increasing whilst the number of special schools
remains constant’. Therefore, there is a need to enquire into how all children

could have their learning needs met in their local community school.

Within the literature there is a fundamental difference between classroom teachers
and researchers regarding factors that encourage a focus on meeting individual
needs. Researchers consider the role of the teacher as pivotal, with teacher
attitude, perceptions of competence, assumptions underlying practice, and skills
and knowledge being critical factors (Barnett & Monda-Amaya, 1998; Carrington
& Robinson, 2004; Rouse, 2006). Classroom teachers have listed class size, lack
of specialist assistance, paucity of resources including teacher aides, and time for
planning as major barriers to meeting individual needs (Prochnow et al., 2000).
Class teachers are looking outside their practice whilst researchers are
concentrating on pedagogy and factors influencing pedagogical practice.
Exploring the ecological context of the classroom from both perspectives would

have salient outcomes for student learning and teacher practice.

An inclusive framework assumes that the underlying beliefs and values of
teachers influence how they view the learning and behavioural difficulties of their
students (T. Booth, personal communication, August 18, 2003).  Those that

believe the difficulties lie within the child and need to be ‘fixed’ are subscribing

2 Ministry of Education School Roll Summary Report, March 2006
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to the ‘Personal Tragedy’ model which “has its origins in the medical model in
which disability is a pathology to be remediated through a focus on the
individual” (Alton-Lee, Rietveld, Klenner, Dalton, Diggins & Town, 2000,
p.182). ‘Impairment’ becomes the focus rather than ‘need’. Alton-Lee et al.
offer a social-constructionist model in which teachers manage the context and the
environment and provide appropriate educational experiences (see also Ainscow,
2007). Not only does the social constructivist model change the focus from
pathology to learning, but it also shifts the focal point towards difference and
diversity. With research suggesting that up to 60% of the difference in student
outcomes can be attributable to teachers (Alton-Lee, 2003), researching current
New Zealand teachers’ views on how to facilitate an educational perspective

would be crucial in a study on inclusion.

Practitioner research is a concept that encompasses some fundamental
understandings including the role of researcher viz a viz the role of teacher, the
importance of systematic data collection and analysis, the implementation of a
research design and the evaluation of, and reflection on, results obtained (Gersten
& Brengelman, 1996; MclIntyre, 2005; V. Robinson, 2003; Roettger, 2006).
Overlaying all of these fundamentals is the need for a teacher to successfully
integrate classroom research into the daily programme, minimising the disruption
but maximising the benefits. Researching the skills, knowledge, resources and
support needed in the New Zealand context is timely if practitioner research is to

be advocated as a valid and reliable method of meeting diverse needs.

Central to practitioner research is the choice of research method because both the
needs of the research design and the practitioner have to be satisfied.
Internationally in the literature, action research is advanced as a participatory and
naturalistic research method to use (Ballard, 1996; D. Fisher, Sax & Grove, 2000;
Meyer, Park, Grenot-Scheyer, Schwartz & Harry, 1998; Salisbury, Wilson,
Swartz, Palombaro & Wassel, 1997; Swann, 2001). It is also viewed as a
research design that assists with developing inclusive practice (Ainscow, 2003).
Although action research is advocated as assisting to facilitate teacher change
towards inclusive practice in the New Zealand classroom, a study is needed to

examine the realities of implementation in regular classroom settings.
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In collaboration with teachers and in the context of the New Zealand classroom,
this research study seeks to explore how teachers are facilitated to meet the
diverse needs of their students.  Classroom contextual factors, collaborative
partnerships, stakeholder opinion, children’s voice, and teacher skills and
knowledge are researched through a social constructive and qualitative lens. A
first order - second order action research study is proposed to allow for the
research roles of both the practitioners and the researcher. The focus on teachers
is important as they are the catalyst for both improved student learning outcomes
and enhanced pedagogy. The expected outcomes of the study are to advance

inclusive pedagogy and to contribute to practitioner knowledge.

1.6 Overview of the thesis

The thesis is constructed around eight chapters. The introduction has considered
the impetus for the research, the background in which it is set, and rationale for its
direction. Chapter 2 reviews the literature through a focus on inclusion, including
its historical antecedents, modern context and a definition. Literature relating to
the development of teachers into practitioner researchers through professional
development is also reviewed. The research method employed in the research is
detailed in two complementary chapters. Chapter 3 details the considerations
given to the choice of action research as the research method.  Theoretical
perspectives, the need for an ecological framework and the context of the
classroom are discussed. Action research is then discussed in terms of its history,
its variants, and the critical elements of the model chosen for this study - the
Deakin model (Kemmis & McTaggart, 1992).  Ethical issues in qualitative
research are considered prior to a discussion around ensuring the trustworthiness
of qualitative data. How action research was implemented in practice is outlined

in Chapter 4.

The results of the study, some emerging themes, and some preliminary comment
are detailed in two further chapters. Chapter 5 concentrates on the results from
the ecological assessment of the classroom, whereas the results from the rest of
the study are considered in Chapter 6. The division into two chapters delineates

the teachers as emergent participants in the study and as researchers of their own
8
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practice. Discussion of the themes and findings of the research occurs in Chapter
7, with particular emphasis on how the teachers were assisted to meet learning
needs in a mainstream environment and became more inclusive in their pedagogy.
Chapter 8 concludes the thesis.  Conclusions are drawn and implications for
inclusive teacher practice are advanced, together with a discussion on limitations

of the study and avenues for further research.
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Chapter 2

Literature Review

2.1 Introduction

Over the last four to five decades there has been considerable debate in education
literature around the question of how, and where, disabled children should be
educated (Nakken & Pijl, 2002; Sebba & Ainscow, 1996). During this time
period, however, the focus of the debate has been slowly changing (Mitchell,
2001). In New Zealand, the 1964 Education Act gave all children the right to an
education but with separate classes and schools being available alongside
mainstream schools. Increasingly, however, New Zealand parents were
advocating that their disabled children should be educated in mainstream schools.
The parents were able to give examples from overseas and locally where
mainstreaming was successful. For instance, many rural schools in New Zealand
successfully educated disabled children because there were no alternative
placements. The United Nations Declaration on the Rights of the Child (United
Nations, 1959), and the United States Education for all Handicapped Children Act
("Education for all handicapped children", 1975), had influenced public opinion

that a separated education was becoming unacceptable.

By 1989 the New Zealand policy had changed and the Education Act passed at
that time gave all learners, regardless of ability, the right to attend their local
school. “Except as provided in this Part of this Act, people who have special
educational needs (whether because of disability or otherwise) have the same
rights to enrol and receive education at state schools as people who do not.”
("Education Act", 1989, Section 8). However, in Section 9 of that Education Act,
the government left the option of a separate provision (i.e. special schools) in
place for parents who wanted it, and where Ministry of Education officers agreed

to it. That Section 9 provision currently remains in place.

There is still some debate over the merits of including all children in their local

school (Dickens-Smith, 1995; Farrell, 2000). The debate ranges over a number
10
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of topics including the right of parental choice to have separate provision, the
strong belief of some teachers that they do not have the skills or resources, that
comparison studies do not always demonstrate that inclusion is better and that
some learners e.g., deaf pupils, need to have separate provision because they are a
community of interest, just as do ethnic and religious groups such as Maori,
Exclusive Brethren and Seventh Day Adventists. ~ Whilst the debate over the
merits of inclusion will continue to be held, the focus of this research moves to the
practical plane. The focus of this research is that teachers, parents and schools
could be assisted in their efforts by being informed about ways to include all
children in the classroom. Research, particularly participatory classroom
research, can inform policy, practice and pedagogy in a participative and

contributory manner.

Consequently, this review of the literature examines what previous researchers
and writers have stated as the most appropriate and sustainable methods to ensure
that all learners, including those with special education needs, have their learning
needs met in their classrooms. In relation to this, the professional development of
teachers is examined with a focus on teachers as researchers of their own practice.
The review also highlights where gaps in the literature are apparent, especially
with reference to practice in New Zealand, and identifies areas in need of research

investigation.

2.2 Inclusion

Defining educational inclusion is important in the context of this research because
a major focus is on enhancing teaching practice so that it becomes more inclusive
in its implementation. To decide whether the research has achieved its aim, it is
necessary to have a measure against which to determine how, and in what ways,
the teaching practice has been enhanced.  Before moving to a definition,
however, it is important to briefly consider how the notions of special education

and inclusion are conceptualised in the literature.

2.2.1 Special education, general education and inclusion

For many proponents of inclusion the notion of special education as distinct from
general education is considered redundant because it is argued that the focus of

11
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the teacher should be on teaching all learners in a classroom. The argument is
advanced that special education was a historical solution to an educational
dilemma because the assumption held by previous educators was that the learner’s
disability was the problem and that there had to be separate provision in order to
cater for it (Barnett & Monda-Amaya, 1998). By contrast, proponents of
inclusion advance a concept that learning difficulties should be the catalyst for a
review of teaching practices in the classroom and school to see how all learners’
needs could be better met. Some researchers, including Ballard (1995), also
consider that this review of teaching practice should be continual within a school
because the practice of inclusion, like the practice of improving the outcomes for
learning, does not have an end point. Sebba and Ainscow sum up the debate by
stating, ““Inclusion, therefore, is conceptualised not as how to assimilate
individual pupils with identified special educational needs into existing forms of
schooling but, instead, as how schools can be restructured in order to respond
positively to all pupils as individuals.” (Sebba & Ainscow, 1996, p.8) Pedagogy
in an inclusive classroom, therefore, is not conceptualised as meaning the same
for all learners, as assimilation might propose. Rather, it is conceptualised as
meaning that each learner will access the teaching that they require in order to
grow and develop - a matter of equity rather than equality (Vaidya & Zaslavsky,
2000).

A consensus on what constitutes effective inclusion practice in education is
elusive in the literature (McLaughlin & Tilstone, 2000). For some writers the
concept and process of inclusion is as straightforward as including learners with
special educational needs in mainstream schools (Austin, 2001; Barnett & Monda-
Amaya, 1998; Farrell, 2000).  For others, educational inclusion is complex
because not only does it pertain to areas of life other than education, but also it
can involve such concepts as disablement, reductionism, and assimilation
(Ballard, 1996; Sebba & Ainscow, 1996; Slee, 1996, 2001b; Udvari-Solner &
Thousand, 1995).  While recognising conceptually that inclusion has a wider
brief than just education, for the purposes of this research a definition that focuses
on educational factors is required because the research will be conducted in an

educational setting.
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2.2.2 The Index for Inclusion

Before embarking on a discussion around definitions of inclusion, it is timely to
consider the Index for Inclusion (Booth & Ainscow, 2002) because of its, and the

authors’, influence in matters of educational inclusion.

The index was developed over a period of three years by a team of teachers,
parents, governors (school trustees in New Zealand), researchers and
representatives of disability organisations to, “support schools in a process of
inclusive school development” (Centre for Studies on Inclusive Education [CSIE],
2002a, p.1). The Index for Inclusion is a self-review tool for schools. An initial
version of the index was piloted in six schools in 1997-1998, further evaluated in
17 schools in 1998-1999, and then distributed to all schools in England through
the United Kingdom’s Department for Education and Employment (DfEE).
Revised versions of the index have been produced in 2002 and 2005. By March
2008, the index had been translated into 27 languages and used in schools in a
number of countries including Australia (Carrington & Robinson, 2004), Hong
Kong (Heung, 2006), Indonesia (Fearnley-Sander, Moss & Harbon, 2004), New
Zealand (Bourke, Holden & Dharan, 2007) and South Africa (Engelbrecht,
Oswald & Forlin, 2006).

Four key concepts and three dimensions provide a framework for the index.
Inclusion and what it involves is the first key concept. The authors (Booth &
Ainscow, 2002) consider that there are a number of ideas which frame inclusion:
it applies to all staff and students, it involves change, it is an unending process,
and it is an ideal to aspire to. Reducing exclusionary pressures in schools is a
second key concept. What is taught, how it is taught, who it is taught to, and
which children have access to learning are all pressures in a school that can cause
children to be excluded. Having the resources to increase participation and
learning is the third key concept where professional development for staff,
material resources to assist teaching and learning (e.g., assistive technology), and
an examination of assumptions that guide teaching are amongst the resources to
be examined and acquired. Support for diversity is the fourth key concept. The

index encourages schools to view children’s differences as a resource on which to
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increase participation and learning rather than a barrier to be overcome. Planning
for all students, recognising their differing skills, levels of development and
learning styles is encouraged. All four key concepts lead to a social model of
education in which difference is viewed as positive and inclusive, as compared to
a medical model in which difference is viewed as a disability and potentially

exclusive.

The index materials “guide the exploration of the school along three
interconnected dimensions: ‘creating inclusive cultures’, ‘producing inclusive
policies’ and “evolving inclusive practices’.” (CSIE, 2002a, p.2) All aspects of
school life are covered by the dimensions and they have been chosen to assist
schools to think about their culture and how they could be more inclusive in their
teaching and learning. Within each dimension are a series of statements which
cue those using the index towards aspects of the school ethos (e.g., students help
each other, the school seeks to admit all students from its locality, and teaching is

planned with the learning of all students in mind).

A five phase cyclical process is suggested for using the index. Phase one is
concerned with beginning the process and, in this phase, it is suggested that all
participants become aware of the index through a variety of means including
reading the materials, forming groups, inviting a critical friend from outside the
school, and sending invitations to all school stakeholders to take part. Phase two
is concerned with finding out about the school through using the index as a
questionnaire, a focus group discussion, or a series of working groups looking at
different aspects. The dimensions, statements and questions become crucial in
this second phase. Phase three is about deciding priorities for school
development once all the evidence gathered during phase two has been analysed.
Phase four forms a school development plan whereas phase five reviews the plan
and begins the cycle again. Included in the 2002 version are amended versions of

questionnaires for primary children, secondary students and parents.

Crucial to the use of the Index for Inclusion (Booth & Ainscow, 2002) is the
commitment and belief in the process by the principal and senior staff members of

the school. The index does not provide a single definition of inclusion but offers
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a range of definitions based upon key understandings, as is discussed in the

following section.

2.2.3 Defining inclusion: What is important?

Definitions of educational inclusion concentrate on the rights of learners (Ballard,
1995), the duties of schools towards all pupils (Mitchell, 2001), and posit that a
radical restructure of our schools is necessary because currently schools are not
structured to deal with inclusion (Booth, 1996). Some definitions of inclusion
exclude.  Austin (2001) considers inclusion to be about all children being
instructed in a mainstream setting except where there is substantial evidence that

it would not be “in the student’s best interests (Austin, 2001, p.245).

As the understandings around inclusion develop, there is a concomitant change in
what writers consider a good definition of inclusion should include. A growing
trend in the literature is one that views inclusion as a process rather than a
construct (Berres, 1996; Booth, 1996; Clark, Dyson, Millward and Skidmore,
1995). For these writers, there is no end point to inclusion as they believe that
schools should go on a journey, constantly seeking to improve their
responsiveness to learners’ needs (Evans, Lunt, Wedell and Dyson 1999). Three
further elements that are considered crucial to the concept of inclusion were
proffered at the beginning of this decade: participation, a sense of belonging, and
the opportunity to make a contribution. All learners in a school must have the
opportunity to participate in all of the curriculum, cultural, sports and social
opportunities offered, and in so doing feel that they belong to the school (Voltz,
Brazil and Ford, 2001). The learners must also believe that their contributions

are listened to and valued.

Merging all of the above concepts into one definition of educational inclusion is
formidable especially if we accept that inclusion does not have an end point.
The Index for Inclusion (Booth & Ainscow, 2002) has overcome this difficulty by
offering nine definitions, each pertaining to a different aspect of inclusion.
Aspects of inclusion covered include: increasing participation and reducing
exclusion, restructuring cultures, policies and practices, inclusion involves all

children, inclusion is concerned with staff as well as students, responding to
15



Enhancing teacher learning in inclusion

diversity, a right to an education in their own community, diversity is a resource
to support learning, fostering relationships between school and community, and

inclusion in education is but one aspect of inclusion in society.

The development of the Index for Inclusion was an acknowledgement that
inclusion is now widely viewed in the literature as applying to all children
(Ainscow, 2007; Slee, 2007). Providing for diversity within a classroom and a
school is now considered to be inclusive practice where the focus shifts from the
pathology of the individual to learning and teaching (Slee, 2007). Slee views
educational practices including pedagogy, curriculum, assessment and classroom
organisation as some of the areas that need to be developed in order to have
inclusive practice. Tony Booth would agree with Slee on this point, as it is his
view that where the teacher believes the problem of learning difficulties lie,
determines how they meet individual needs (T. Booth, personal communication,
August 18, 2003). Inclusion was viewed, and is still by some, as a task concerned
with moving students into the mainstream but now it becomes a task of

restructuring the mainstream to cater for all (Slee, 2007).

When crafting a modern definition of inclusion, Ainscow (2007) considers that
four elements are necessary: inclusion is viewed as a process which implies that
there are continual cycles of examination, reflection, planning, and action to refine
and enhance the process, inclusion is concerned with the identification and
removal of barriers preventing children from growing and developing, inclusion
involves the presence, participation and achievement of all learners, and inclusion
involves a particular emphasis on those groups of learners who may be at risk of
marginalization, exclusion or underachievement. However, with this last element
Ainscow may have left the door open to a return to earlier definitions of inclusion
that specifically related to children with special education needs. Or, as is more
likely, he is reminding education practitioners that it is those on the margins that
are most at risk of being overlooked through assimilation, which is a practice that

can occur in an environment that is believed to be inclusive.

A crucial element which is assumed by literature, but not often explicitly stated, is

that inclusive pedagogy involves issues of equity. That is, that each child has
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access to resources based on need. However, this is a difficult concept to
implement where a teacher is faced with complex and competing demands placed
on their skills and knowledge. Further, it is often not recognised by teachers
whose ideas relating to inclusion suggest that all children should be treated
equally — a concept of sameness. It is for this reason that Florian suggests that
whilst inclusion be the practice in our schools, the resources of special education
be preserved so that those at the margins receive an equitable distribution of

resources (Florian, 2005).

Because this research project is concerned with classrooms, teachers and students,
a definition of inclusion that specifically relates to them is appropriate. A
consensus view from literature is that the varied and complex interactions that
happen in the classroom lie at the heart of any inclusive process in our education
system today (Alton-Lee et al., 2000; Farrell, 2000; Forlin, 2001; Haug, 2003;
Sebba & Ainscow, 1996; Slee, 2007). Therefore, a definition that acknowledges

that view is appropriate.

A Definition

The following definition of inclusion portrays the position taken within the current
study.

Inclusion in the classroom is a process whereby the teacher, through continual
cycles of examination, reflection, planning and action, adjusts the learning
environment to support the learning of all children so that they are able to
participate, contribute and achieve to their maximum extent. The process of
adjusting the learning environment includes the identification and removal of
barriers which impede the development and growth of students, and has an
equitable allocation of resources as a core requirement. Inclusive practice is a
collaborative process in which the voices of the students, parents and colleagues
are heard and their contributions welcomed. It is also a process whereby the
teacher collaborates with others to share experience and insights of people,

research and opinion.
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2.2.4 Some critical factors in fostering inclusion in the classroom

The above definition acknowledges the guidelines of Ainscow (2007) and the
participation highlighted by Booth (2002), whilst restricting its scope to the
classroom setting. It is, therefore, important to explore what the literature sees as
important factors to give effect to inclusion in school and classroom contexts.
This exploration will be followed by a listing of key principles and characteristics
of an inclusive pedagogy for a primary classroom, as described in the literature
and highlighted in this literature review. Leadership by the principal, teamwork
amongst staff and professional input from outside the school setting have all been
identified as contributing to successful inclusion (Mamlin, 1999). Other crucial
factors include the importance of assumptions held by teachers (T. Booth,
personal communication, August 18, 2003), the ongoing professional
development of the practitioner (Carrington & Robinson, 2004) and teachers
having skills, knowledge and attitudes that enhance inclusion (Rouse, 2006).

Each of these factors is now examined.

In any enquiry into classroom, and school practice, the role of the professional
leaders and specifically the principal is crucial (Barnett & Monda-Amaya, 1998).
Having a philosophy that embraces inclusive practice is important for the
principal, but being able to communicate that vision is considered to be even more
important. ~ With the following skills principals are able to assist their staff
develop an inclusive pedagogy: being able to guide the staff through a process of
self-reflection and participation (Barnett & Monda-Amaya, 1998; Booth &
Ainscow, 2002), modelling how to look below the surface to philosophy and
paradigms (Knoblock, 1996), and fostering collaboration within the school
amongst staff and outside the school with parents and community (Wylie, 2000).
While the role of the principal is important, it was outside the scope of this study

to research, but where the role interacts with the teacher it will be reported.

Paradigm assumptions on the part of management and staff hold the key to how
inclusive a school community is in practice. It is only the examination of these
deeper, more entrenched understandings that will enable teachers to become more

inclusive in their practice (Ballard, 1995; Hanson, Wolfberg, Zercher, Morgan,
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Gutierrez, Barnwell et al., 1998; Mitchell, 2001; Slee, 2001a). However, what do
New Zealand classroom teachers and school principals currently examine when
considering how to provide for their learners with special education needs? From
one source it appears that the answer to this is the lack of para-professional
support, the lack of money for resources, the high numbers of learners in a class
and the lack of outside support (Prochnow et al., 2000). Mitchell (2001) also
suggests that for many teachers, the assumptions underlying their practice are
leading them to believe that the problem of inclusion lies with the individual
learner rather than with ecological considerations such as teaching methods,
curriculum changes and classroom practice.  Placing the problem with the
individual rather than with the system is reinforced for schools by the current
practice in New Zealand of identifying learners with special education needs, for
example, the Ongoing and Reviewable Resourcing Schemes.  Under such a
system, schools look for individual entitlements rather than to individual needs

(Wylie, 2002).

Teachers’ practice is underpinned by their assumptions. In considering how
practice might become more inclusive it is necessary to examine these
assumptions.  The literature helps us to do this by pointing to structured
questioning and guided reflection, and suggests that with these it is possible to
open the teacher’s mind to assumptions that encourage inclusive practice
(Burbank & Kauchak, 2003; Carrington & Robinson, 2004; Schon, 1995). Some
of the assumptions that are recommended as being inclusive are: all children are
capable of learning, diversity is positive and challenging, participation in activities
and belonging to the group are important self-concepts for all children, classroom
practices that support diversity are the constant challenge, family perspectives are
critical, self-reflection and collaboration are important teacher traits, and disability
is just another dimension along which learners can vary (CSIE, 2002b; Knoblock,

1996).

As this thesis will demonstrate, changing pedagogy is difficult especially where
assumptions and practices are long standing. However, if we do not encourage
teachers to question their assumptions we agree that some learners should be

excluded from participation in the classroom and belonging to their peer group.
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This research study suggests that teachers are encouraged to questions their beliefs
and assumptions when they actively participate in reflective thinking as a part of

classroom research that they themselves carry out.

The role of the classroom teacher is pivotal in ensuring successful inclusion
(Farrell, 2000). Research has shown that regardless of the views and positions of
principals, administrators and parents, if classroom teachers do not have a belief
in inclusion then it will not be implemented in a meaningful manner (Barnett &

Monda-Amaya, 1998).

Teacher attitude and perceptions of student competence affect both teacher and
classroom practice in all areas of teaching but more especially for disabled
children (Avramidis, Bayliss and Burden, 2000b; Snyder, 1999; Treder, Morse
and Ferron, 2000). Researchers who have surveyed teachers, administrators and
parents, consistently list both of these factors. The remedies or suggestions for
improvement in attitude and competence generally revolve around two themes —
pre-service and in-service education. The next section of the literature review
(Section 2.3) examines teacher and student change that is facilitated by teacher

professional development.

According to Rouse (2006), there are a number of factors relating to teachers that
when present result in inclusive classroom practices. At the heart of these factors
is a positive attitude to disabled children and the ability and capacity to enhance
their social relationships. A willingness to deal with differences effectively is
also considered essential not only on an individual level but also from a
curriculum perspective. Not only must teachers have the confidence to deal with
diversity but they must also possess a repertoire of skills, expertise, knowledge
and pedagogical approaches to ensure that diverse needs are met. A belief that all
children can learn is essential and willingness to work together with specialists
and their colleagues is considered important. How then does the teacher develop
these skills, knowledge and attitudes? In Section 2.3 of the literature review we
examine how the teacher develops professionally and what are considered to be
the critical elements of professional development opportunities. However, before

embarking on this examination we need to consider key principles and
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characteristics of an inclusive pedagogy for a primary classroom. In so doing we
link back to this thesis’s definition of inclusion and the subsequent discussion
around critical factors in fostering inclusion. We also link forward to a
consideration of teacher professional development, considered a major critical

factor, and how it cultivates an inclusive pedagogy.

2.2.5 Key principles and characteristics of an inclusive pedagogy for a

primary classroom

Primary school classrooms are complex, exciting and busy learning and teaching
environments in which the interactions of the adults, children, resources and
environment determine the nature of the pedagogy and the level of its
inclusiveness.  Further, a classroom is but part of a larger school environment
which, in turn, is reflective of the wider community from which it draws its
students. Therefore, when considering what are the key principles and
characteristics of an inclusive pedagogy within a classroom not only must one
take cognisance of internal classroom influences but also what external effects are

operating (Booth & Ainscow, 2002).

Key principles

From the literature the following key principles of an inclusive pedagogy have

been identified. An inclusive pedagogy:

. is concerned with all students and not just those seen as having special
education needs (Alton-Lee, 2003; Bevan-Brown, 2006; Booth & Ainscow,
2002; Rouse, 2006; The Alliance for Inclusive Education, 2008)

. 1is based on a socio-educational model for learning and teaching (Booth &
Ainscow, 2002)

. accepts that learning involves the whole student affirming their personal,
social and cultural mores and values (Alton-Lee, 2003; Bevan-Brown, 2006;
Booth & Ainscow, 2002; The Alliance for Inclusive Education, 2008)

. is concerned with identifying barriers to learning and participation and using
strength based approaches to overcome identified barriers (Alton-Lee, 2003;
Booth & Ainscow, 2002; Guskey, 2003a; The Alliance for Inclusive
Education, 2008)
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« involves cooperation, collaboration and the development of communities of
learning and learners (Florian, 2006; Guskey, 2003c; Stuart, Connor, Cady
and Zweifel, 2006; The Alliance for Inclusive Education, 2008)

. views diversity as a positive attribute which can be used to support and guide

learning and teaching (Alton-Lee, 2003; Booth & Ainscow, 2002)

Practising within an inclusive pedagogical framework with these key principles
giving guidance and support has major implications for students, teachers, parents
and the wider community. Long held beliefs, opinions, assumptions, and
prejudices regarding teaching and learning have to be probed and interrogated
and, where found to be incompatible with an inclusive pedagogy, be amended and
modified. Literature has suggested that these amendments and modifications are
difficult to achieve and that a re-culturing of the school might be necessary (R.
Robinson & Carrington, 2002).  This present study, however, investigates
whether it is possible to enhance teacher practice in inclusion without a total re-
culture of the school. Therefore, to have a base from which to compare how far
this study was successful in its objectives, it is necessary to outline and describe

the characteristics of inclusive classroom pedagogy.

Characteristics of an inclusive classroom pedagogy

Seven characteristics of inclusive classroom pedagogy have been crafted from a

review of literature:

. all students are engaged in the learning process and teachers provide active
and successful learning experiences (Alton-Lee, 2003; Bevan-Brown, 2006;
Carrington & Robinson, 2006; Stuart et al., 2006)

. arange of outcomes for students are valued (Rouse, 2006)

« cooperative and collaborative relationships are developed and enhanced
(Alton-Lee, 2003; Bevan-Brown, 2006; Booth & Ainscow, 2002; Downing &
Peckham-Hardin, 2007; Florian, 2006; Guskey, 2003a, 2003c; Rouse, 2006;
Stuart et al., 2006)

. assessment is individual, ecological and identifies strengths and interests as
well as needs (Alton-Lee, 2003; Bevan-Brown, 2006; Downing & Peckham-
Hardin, 2007; Guskey, 2003a)
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. resource use is equitable, flexible and uses available and natural supports
(Alton-Lee, 2003; Bevan-Brown, 2006; Downing & Peckham-Hardin, 2007;
Guskey, 2003a)

. espoused theories and theories in use are in concert (Carrington & Robinson,
2006)

. teachers engage in relevant, regular and contextual professional development
(Downing & Peckham-Hardin, 2007; Rouse, 2006).

Each characteristic is now examined briefly.

All students are engaged in the learning process.

Affirming a student’s culture, having high expectations of all students, focussing
on all aspects of a student’s achievement and demonstrating learning in multiple
ways are all offered as factors demonstrating that all students are engaged in
learning. Further, this characteristic overarches all of the others. It is the most
difficult and demanding task that classroom teachers perform but, where it
happens, it is the most rewarding. Bevan-Brown (2006) considers that through
rewarding learning, providing successful learning experiences and developing
positive relationships with students, Maori students are more likely to feel
included, achieve and sustain their educational experience. = Within the New
Zealand classroom context, this is important. Such behaviours could readily be

generalised to all students and result in similar outcomes.

A range of outcomes are valued.

Whilst teachers, students, parents and the community often consider academic
success as the most important outcome for schools to achieve, Rouse (2006) posits
that there are other outcomes that are just as valued in an inclusive pedagogy.
Making and sustaining friendships, becoming collaborative and cooperative,
developing ability to problem solve, learning to set one’s own goals and achieve
them, and appreciating the diverse abilities of one’s peers are examples of other

outcomes that can be valued in education.

Cooperative and collaborative relationships are developed and enhanced.

A matrix of relationships is present in every primary classroom, and in an

inclusive pedagogy, should also extend beyond the classroom. Guskey (2003a)
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believes that there should be whole school ownership for the teaching and
learning that occurs in classrooms resulting in multiple communities of learning
which Alton-Lee (2003) considers should be inclusive, cohesive and flexible.
Within the classroom, there are collaborative relationships between students,
between the teacher and the students, and between the teacher and any other adult
in the room (e.g., teacher aides). Beyond the classroom, there are communities of
learning between teachers, between teachers and the principal and between
teachers and the community of parents. The community of parents is considered
as a major resource for schools to use and value (Booth & Ainscow, 2002) and
involving parents in the school community assists with the learning of students
from minority groups (Bevan-Brown, 2006). Finally, according to Bevan-Brown
(2006), the cooperative and collaborative relationships that develop and flourish
within a classroom should facilitate an environment where risks are taken with
learning and teaching, and where mistakes happen and are valued for their

learning opportunities.

Assessment is ecological and identifies students’ strengths and interests as well

as needs.

Ecological or functional assessments consider all the factors that are likely to
promote or impede the learning of students, and such assessments particularly
require the teacher to consider their teaching practice and its effects on learning.
Assessment must be relevant to the tasks that the student is undertaking or about
to undertake and should be an integral part of the instructional process (Guskey,
2003a). Not only must assessment identify barriers to learning and development,
but it must also result in next step teaching (Downing & Peckham-Hardin, 2007).
An important component of assessment is student self-assessment (Alton-Lee,
2003). Assessment is but one facet of the teaching cycle which also includes
analysis, planning, instructing, evaluating, reviewing and reflecting. However,
because it is often the catalyst to the other steps in the teaching cycle, assessment
must be carried out ecologically so that teaching is relevant to the learning of the

individual student.
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Resource use is equitable, flexible and uses available and natural supports.

Equitable resource use is an important characteristic of an inclusive classroom
because it ensures that the resources go to those who need them most.  This
includes teacher time; a concept which is often viewed as contentious by teachers
who consider that they should give of their abilities in an equal manner. Using
natural resources in the student environment is advocated by some (Downing &
Peckham-Hardin, 2007). Peers, parents, cooperative groups, teacher aides, and
individuals from the community are all offered as being natural and available

resources (Alton-Lee, 2003; Rouse, 2006).

Espoused theories and theories in use are in concert.

An inclusive pedagogy is one where teachers understand and operationalise their
theories in concert. This means that what they say they are doing is what the
observer views as happening. For example, if a teacher states that they conduct
assessments in an ecological manner, then the observer will view this happening
in the classroom either directly by observation or through an examination of the
data that the teacher collects. Carrington and Robinson (2006) consider that this
is one of the most important characteristics of an inclusive pedagogy because,
where it occurs, it demonstrates that the teacher has thought deeply about their

practice.

Teachers engage in relevant, regular and contextual professional development.

The following Section (2.3) considers the literature relating to teacher professional
development and what is recommended as most relevant for teachers wishing to

develop and enhance an inclusive pedagogy.

Inclusive classroom pedagogy has a number of key principles and characteristics
and the more important of these have been outlined in the preceding paragraphs.
Together with the definition of inclusion developed earlier in the thesis, a
foundation now exists from which to understand the findings of this research

study.

25



Enhancing teacher learning in inclusion

2.3 Developing professionally: teacher learning, pedagogical
change, and meeting student need

Developing teachers’ pedagogy has been a continuing practice within the
profession.  Over the last two decades the school improvement movement,
particularly in England and the United States, has intensified the focus on what
happens in our schools, how it happens and what the learning outcomes are for
students (Boyle et al., 2005; Flecknoe, 2005; Ruthven, 2005). While the views
on how to improve teaching and learning are diverse, and at times, contradictory,
there is agreement that the role of the classroom teacher is critical, and that a
primary focus of any improvement is to effect teacher change in order to improve
student learning (Beatty, 2000; Flecknoe, 2005; Guskey, 2002; Wearmouth et al,
2000). Because inclusion seeks to meet diverse needs within a classroom the
teacher, therefore, needs to continually evaluate and reflect on their practice so
that they are better able to meet these needs (Ainscow, 2007; Burstein et al., 2004;
R. Robinson & Carrington, 2002).

Therefore, a focus of this section of the literature review is to examine literature
that considers the professional development of teachers. A related focus
examines some effective methods for enhancing teacher pedagogy. For the
purposes of this thesis, teacher professional development (improvement) and
teacher change are considered to be synonymous because the research focus is on

facilitating teacher pedagogy to become more inclusive (Roettger, 2006).

2.3.1 Purposes of Professional Development

Within recent literature there is a consensus that the primary purpose of teacher
professional development is to enhance the learning outcomes for students
(Guskey, 2003a, 2003b; Joyce & Showers, 2002; Poskitt, 2005; V. Robinson,
2003; Thiessen, 1992; Timperley, Wilson, Barrar and Fung, 2007). Such a
purpose has a number of consequences. Unlike the past when teacher
professional development was evaluated in terms of teacher feedback or the
numbers of teachers attending a course, the criteria for success is now described
and evaluated in terms of how a teacher’s participation in a programme leads to

improvements in their students’ performance (Guskey, 2003b). However, Boyle
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et al. caution that just measuring student outcomes may be insufficient because the
improvements in outcomes may be transitory and that changes in teacher practice
also need to be measured. Boyle et al. (2005) also posits that change in teacher
practice needs to be embedded before long term learning outcomes for students

happen.

A secondary purpose for teacher professional development is for the teachers to
enhance and improve their own skills and knowledge so that they are able to teach
all learners.  Not only do classes have learning diversity but there is no
‘universal’ teaching method available.  Therefore, a teacher has to have a
repertoire of available skills and knowledge so as to choose which instructional
method will suit which student (Florian, 2007). Alongside knowledge and skill,
teachers also need problem solving strategies to assist them to find alternate
teaching methods. Florian considers that being able to problem solve in this
manner makes a teacher’s pedagogy more inclusive in character because it focuses

on individual learning.

2.3.2 Historical aspects of teacher professional development

Debate around the historic emphases of professional development is evident
within the literature. According to Clarke and Hollingsworth (2002) the
emphasis was on the deficit between ‘good’ and current teacher practice. Most
often this deficit was an assumption held by someone other than the teacher, and
the result was that the teacher was expected to attend professional development to
remedy the perceived deficit. An emphasis on skills development is what Poskitt
(2005) suggests was happening in the 1980s and 1990s. It was considered, at that

time, that with sufficient coaching and support teachers would adapt and change.

Early models of professional development were linear in assumption and
suggested that professional development activities would lead, first to a change in
teachers’ knowledge and beliefs, which would in turn lead to a change in
classroom practice which would ultimately lead to a change in student learning
outcomes (Fullan, 1992 as cited in Clarke and Hollingsworth, 2002, p.950) In an
earlier work in 1986, Guskey considered that the change in beliefs and attitudes

did not occur until the teacher had observed a sustained change in student learning
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outcomes. In further work, Guskey emphasised the importance of motivation as a
factor in teacher change in his model and also noted that his model was not strictly

linear but cyclical (Guskey, 2002).

Within the literature there is also debate around the value of short professional
development opportunities e.g., workshops, one day courses (Boyle et al., 2005;
Thiessen, 1992)  Whilst some research is reported as suggesting that short
courses may raise a teacher’s awareness of an issue, they were considered to be of
insufficient duration to lead to pedagogical change. However, Timperley and
colleagues (2007) caution that extended time for professional development is not
always more effective.  Their best evidence synthesis suggests that extended

time is necessary but not sufficient.

A key shift has resulted from some recent research into teacher professional
development. This shift has been from programmes that seek to change teachers
to activities that have teachers as active learners shaping their own pedagogical
growth through reflective participation in professional development and practice
(Clarke & Hollingsworth, 2002). In the next section of the literature review
activities and models are considered that writers believe lead to effective

professional development for teachers.

2.3.3 What is effective professional development?

Two intertwined themes are evident in the literature examined around this topic.
On the one hand there is an acceptance that the role of the teacher as the initiator
and controller of their professional development is crucial to sustained
pedagogical change. On the other hand there is an acceptance that the outcome
of any professional development of teachers is that students learn and develop in

meaningful and developmentally appropriate ways.

In early research on teacher change, Michael Huberman (1992) recommends
teacher experimentation (research) because he believes that the ‘artisan model’
that many teachers adopt in their classroom makes it hard for them to change their
practice. He describes the artisan model as one of teachers working alone in

unique conditions, with unique tools and working in a personally congenial mode
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developed over a long period of isolation. His recommendations for overcoming
the negative features of the artisan model include increasing the quantity and
quality of peers with whom staff interact, decentralising the resources available
for professional development to schools or groups of schools, facilitating quality
leadership in the schools and encouraging teachers to experiment in the classroom
by collecting data, over time, and analysing it (Huberman, 1992). Such a teacher
research strategy would also allow for dissemination of results and findings as the
classroom results would be shared with groups of interacting and collaborating
peers. As will be seen in the following paragraphs, several other writers and

researchers in the field have concurred with Huberman’s model.

Clarke and Hollingsworth (2002), having considered the linear model of
professional development, as outlined earlier in this section, found it to be
insufficient to explain teacher change. Further they had, in an earlier paper,
raised the idea that change had multiple perspectives and had listed them. The
perspective that they chose as best fitting the current focus in professional
development was “change as growth or learning” (p.948).  From their research
and thinking around teacher change, they have developed a model of teacher
change which has four domains (personal, practice, consequence and external)
and mediating influences of reflection and enaction. These mediating influences
are the mechanisms whereby change in one domain leads to change in another

domain.

The model developed by Clarke and Hollingsworth introduced the important
notion of interconnected factors in teacher change, acknowledging that change
does not come about in isolation or in a predetermined manner. Rather, teacher
change is complex, contextual, personal and diverse. Placing the teacher at the
heart of teacher change and allowing them to direct their own development is a

method favoured by other researchers.

Because of their concerns that traditional research is not often adopted into
practice by teachers, Burbank and Kanchak (2003) propose a teacher researcher
approach. They believe that there are three essential characteristics of effective

teacher professional development: teachers need to be critical consumers of
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research, they should be participants in research discussions, and should also be
developers of research-based approaches to classroom decision making (Burbank
& Kauchak, 2003). In their papers these authors promote collaborative action

research between pre-service teachers and teachers in the classroom.

However, in the results of their study it appears that the differing priorities of
student teachers and classroom teachers led to difficulties in implementing such a
collaborative approach. If one were to contemplate implementing such
collaboration, one would need to examine the individual needs of each partner to
ensure that they were focussed on the same outcomes even though they may

approach them from differing paths.

One of the outcomes of the focus on school improvement in England has been
development of the National Strategies and associated ‘good’ teaching. Kenneth
Ruthven (2005) examined both of these and came to the conclusion that ‘top
down’ approaches to teacher professional development are not successful in
promoting long term change. Ruthven’s belief is that ‘bottom up’ approaches
encourage self-awareness in teachers through recognising and reviewing their
assumptions about education and identifying their ideal and their actual practice.
His recommendation is that universities and schools develop a partnership that has
the teacher as a researcher of their own practice, believing that, “sustained
university-school partnerships in which there is a mutual commitment and
dialogic contribution to knowledge creation have the potential to make important
contributions to the robust development and rigorous warranting of good

practice.” (Ruthven, 2005, p.424)

From their longitudinal study into teacher change, Boyle et al (2005) consider that
there are a number of reform types of professional development beginning to be
used, particularly in England. Study groups, coaching and mentoring, personal
and electronic networks and immersion in enquiry are some of the methods that
are mentioned. One of the key findings of their enquiry was that coaching and
research inquiry were found to be the most effective. They also consider that
collaborative action research is very important in helping teachers to become

critical, reflective and analytical. Although their study notes that the majority of
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teachers participating had reported that they had changed one or more aspects of
their practice, there was no triangulation of these self-reports. This would be

viewed as a weakness of this study.

Arising out of the results of several research studies in New Zealand, Poskitt
(2005) has concluded that effective professional development contains several
interrelated phases: a rationale and purpose to the professional development
activity with which the teachers involved are able to relate and understand, the
process and the content of the activity needs to be developed collaboratively, and
data about the teacher participants and the affected students needs to be
systematically gathered to demonstrate teacher change and the effectiveness of the
programme on student learning.  Poskitt also considers that the duration and
timing of the professional development are critical factors because she believes
that at least two years is needed for significant teacher change. Poskitt
summarises her model by stating, “Teacher change and student learning are most
likely to occur when professional reading of educational theory is combined with
the modelling of appropriate new behaviours, with opportunities to practice new
behaviours, and with feedback and ongoing coaching and support from a

community of learners.” (Poskitt, 2005, p.149)

Professional development has also been a concern for both teachers and those
charged with ensuring ongoing student learning. Guskey (2002) would suggest
that sustainability is a cyclical activity, where a teacher needs to experience both a
successful professional development opportunity and 