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Abstract

Cooperative learning is a widely researched pedatjug has received very positive
research results in the USA and Canada. In thédasyears this pedagogy has been
adopted by a number of schools in Scotland andheyL@cal Authority as a major area of
investment in training. At the same time, a newiculum, calledCurriculum for
Excellencejs being introduced in Scotland that will bringraficant changes to current
practice Underpinning this new curriculum is the developmafrthe ‘four capacities’ of
successful learners, confident individuals, effextontributors and responsible citizens.
To achieve the aims &urriculum for Excellencéhere will need to be a change in how
schools are organised and in the approaches targaand teaching that take place in our
classrooms. This has implications for the contigyprofessional development (CPD) of
teachers as there is a requirement, in the newcalum, to provide more active learning
in the classroom. This thesis has developed frg@rsonal interest in the capacity of
cooperative learning to include and engage leamaaustherefore, its ability to promote
active learning. This thesis argues, throughitkeature and research data reviewed, and
the evidence of the research undertaken as p#risgbroject, that cooperative learning is
an effective way to support, and therefore develog four capacities @@urriculum for
Excellence

Total word count — 54,627



Acknowledgments

I would like to acknowledge and thank Dr MargeryN¥ahon, my supervisor for this
thesis who has been, at all times, excellent, stippaand constructive in her guidance.
My thanks go to all participants in this reseafon their time and contributions which
have proved invaluable. | would like to particlyamote Jill Haywood and Michael
Moohan for their positive input into my progresschools are demanding and complex
organisations and the support offered by colleagnespupils has been excellent. |thank
my parents Rose and Tom McAlister and sisters RosBa&gan and Elaine Shaw for their
tolerance at my lack of availability. Finally | widl like to thank my partner, Sam Harte,
for his editing, unfailing support and encouragemefithout the support of all the above
this thesis would not have been possible.



Contents

Title

List of Tables and Charts
List of Abbreviations Used in the Text
Chapter 1 — Introduction

11
1.2
1.3
13.1
1.3.2
1.3.3
134
135

Rationale and Justification
Background

Chapter Introductions
Chapter 2

Chapter 3

Chapter 4

Chapter 5

Chapter 6

Chapter 2 — Approaches to Pedagogy

2.1
211
2.1.2
2.1.3
2.2
2.3
2.4
2.5
2.6
2.7
2.8

Background

Dominant Influences in the #Gand 2% Centuries
Multiple Intelligences

Intrinsic and Extrinsic Motivation

Background — Cooperative Learning

Cooperative Learning: Review of Literaturel &esearch

Successful Learners

Confident Individuals
Responsible Citizens
Effective Contributors
Conclusion

Chapter 3 — Curriculum for Excellence and Good frac

3.1
3.2
3.3
3.4
3.5
3.5.1
3.6
3.7

3.8
3.9
3.10

Drivers

Curriculum Development

Curriculum for Excellence

Development of Curriculum for Excellence
Good Practice

Good Practice and HMle

Perceptions of Learning and Teaching

The Role of Subject Teaching in Developing th
Four Capacities

HMIe Examples of Good Curriculum Practice
Ofsted Inspections

Conclusion

Chapter 4 — Research Methods

4.1
4.2
4.3
4.4
4.5
4.5.1
4.5.2
4.6
4.6.1
4.7

Data Gathering

Background

Methodology

The Impact of Paradigms

Positivist Approaches to Research

Positivism as Science

Issues with the Positivist Approach
Interpretive Approaches to Research

Issues with Interpretive Approaches

Critical Theory and Critical Educational Raszh

22

(i)



4.7.1 Criticism of Critical Educational Research
4.7.2 Action Research

4.8  Validity and Reliability

4.8.1 Ethics

4.9 Conclusion

Chapter 5 — Research Data and Analysis
5.1 Context

5.1.1 Local Authority 1

5.1.2 Local Authority 2

5.2 Pilot

5.2.1 Pupil Questionnaire

5.2.2 Questionnaire Design

5.2.3 Group Interview Questions

5.2.4 Teacher Group Interview LAl

5.2.5 Development Officer LA2

5.2.6 Tally Sheets

5.3 The Sample

5.4 Findings and Analysis

5.5 Confident Individuals

5.6 Confident Individuals — Pupils

5.7 Responsible Citizens

5.8 Effective Contributors

59 Successful Learners

5.10 Additional Themes from the Findings
5.10.1 Questions About Cooperative Learning
5.10.2 Pupils’ Hopes for Future Learning
5.11 Tally Sheets

5.12 Implications of the Research Findings
5.13 Conclusion

Chapter 6 — Conclusions
6.1 Findings

6.1.1 Is Cooperative Learning an Effective Pedagogy
6.1.2 Is Training Necessary to Effectively Implemen

Cooperative Learning?
6.1.3 What Does This Mean for Teachers?
6.1.4 Implications of Teacher as Researcher
6.2  The Four Capacities
6.2.1 Successful Learners
6.2.2 Confident Individuals
6.2.3 Responsible Citizens
6.2.4 Effective Contributors
6.3  Good Practice
6.4  Effectiveness of the Methodology
6.5 Implications of this Research
6.6  The Future

6.7 Is Cooperative Learning an Appropriate Pedagogy

84
85
90
92
95

97
97
97
98
100
100
101
101
101
102
102
103
106
107
110
117
122
128
134
137
138
142
145
148

149
149
149

149
150
151

152

152

152

153

154

154

155
156
157

Support the Four Capacities of Curriculum for Eleste? 157

(ii)



References
Bibliography

Appendices
Pupil Questionnaire
Pupil Group Interview Questions
Staff Group Interview Questions
Local Authority 2 Development Officer Questions
Tally Sheet
Ethical Approval
Consent Form (Pupil and Staff)
Plain Language Statement
Letter to LA2

0 Letter to LAl

POooO~NOOITA~WNPE

List of Table and Charts

Table 1 Research Questions

Table 2 Purposes of the 3-18 Curriculum

Table 3 Good Practice

Table 4 Data Gathering

Table 5 Timescale for Gathering Research Data

| feel confident in class when

| lack confidence in class when

| show responsibility in mysslay

| contribute effectively to grgup by
| learn best

Table and Chart 5.1
Table and Chart 5.2
Table and Chart 5.3
Table and Chart 5.4
Table and Chart 5.5
Table and Chart 5.6
Table and Chart 5.7
Table and Chart 5.8

| prefer when my teacher

What do you understand byettme t
cooperative learning?

I would like more cooperatiggvities in
the classroom because
Table and Chart 5.10 | would like less cooperagiggvities in
the classroom because

Tally sheets

Table and Chart 5.9

Table 5.11

List of Abbreviations Used in the Text

CPD Continuing Professional Development
HMle Her Majesty’s Inspectorate of Education
LAl Local Authority 1

LAZ2 Local Authority 2

LTS Learning and Teaching Scotland

Ofsted The Office for Standards in Education
SPSS Statistical Package for the Social Subjects

The activities | most enjothia classroom are

159

168

172
175
176

177
178
179

180

181
184
185

23
58
67
100
112
115
119
125
130
134
137

138

139

141
143

(iii)



Chapter 1 - Introduction

Jerome Bruner wrotél'he single most characteristic thing about humamlgs is that

they learn”(1967: 113). How learning takes place has beentefest to educational and
psychological theorists and practitioners sincebtinth of their disciplines. This thesis will
explore how effective a learning and teaching apginas in supporting the four capacities
of the new curriculum in Scotland tirriculum for Excellence Chapter one of this
thesis provides the rationale and justificationfmussing this research on cooperative

learning. The rest of this introduction Chaptesyides a guide to the thesis.

1.1 — Rationale and Justification

The topic of this thesis is timely and has the pt#tto alter how learning and teaching
takes place in schools. In the Chapters thatvioitawill become clear that cooperative
learning is a well researched pedagogy that has $le@vn to have a positive impact in a
number of areas. In Scotland the education sysemtransition as we move towards a
curriculum that requires more pupil engagementiatetaction. This research attempts to
clarify in what ways a pedagogy can support our newiculum. Although, to some, the
links betweerCurriculum for Excellencand cooperative learning may seem obvious, this
is not the general case and many practitionersraa/are of this pedagogy. There has
been no formal research completed in Scotland abatitelationship and this thesis aims
to bridge the gap. This thesis provides evidehaedooperative learning does support the

four capacities o€urriculum for Excellence.

1.2 - Background

This thesis is the result of a period of transit learning in my own career that began

over five years ago. In 2003, after 10 years a€léng and 5 years running a department, |
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became seriously disillusioned with education. sTdisillusionment was the result of my
changing perspective on what the role of educattmn|earner and the teacher should be.
Having now been exposed to literature on educdti@saarch and theory (Brookfield,
1995; McNiff with Whitehead, 2002; Pollaet al 2002; Schon, 2006 edition), | regard
this as a time when | was engaging with reflecbarmy practice and with education in
the broader sense. Reflection had always been afgay practice however the
difference now was that my reflection was linkihg theories that underpinned my

practice and provided greater depth to my reflectio

Significantly, at this point in my career, | sealig@etwo year secondment to the University
of Glasgow, Faculty of Education, where | had thpartunity to engage with alternative

ideas and challenge my own perceptions of whaptimpose of education should be.

During the secondment | was exposed to literataraative learning pedagogies. Through
reviewing relevant literature, | became aware thatpurpose of education should always
include learning that enables young people to @pgte fully and actively in society.
Today we require workers who are adaptable, flexasld can work in teams and the

education we provide should support this.

Schools are complex organisations and it is undedstble why so many are rule governed
and traditional in approach. The term traditicagproach to education refers to didactic,
teacher led lessons. Traditional approaches tailgpand teaching and rule governed
behaviour, was the personal school experience olyroatoday’s practitioners. This has
an impact on how practitioners regard and facditaarning and teaching in the classroom.
Education in schools is unique due to the demamatsare constantly placed on teachers
and a system that is regarded as supporting tre@sarnts is valued. Traditions in schools

are strong and teachers value the confidence tty@rience in tried and tested methods.
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Practice based expertise is respected. One oh#ie personal benefits of secondment
was the opportunity to explore the theoretical pecsives that supported my practice and

to question the benefits to learning that thesddcofier.

The two years at the University promoted a peribpid personal professional
development and growth. | realised quickly thiadl crossed a boundary in that | had
moved from teacher to teacher educator. This iggtdd the fluidity of teaching as the
skills and techniques of a teacher can be trarmbtatdifferent situations and this
stimulated my own development. | was forced tdlehge my own perceptions of
professionalism and what that entailed (Feetlal 2006). Teachers in the 2Century

are required to enhance their professionalism tir@ontinuing professional development
(CPD) and | now had a role in delivering CPD toldigsl teachers and teaching students
whilst ensuring my own professional developmenty dwn CPD through this period
evolved to a position of teacher as researchebasdme increasingly interested in an

alternative learning and teaching approach.

One of my roles in the University was as an assedidgor to students in their second year
of study on the Bachelor of Education degree progna. It was while undertaking
placement visits that | saw a new (to me) appraadearning and teaching in operation. |
was impressed by the ease and ability of pupitake on different ‘roles’ in the
classroom, the quality of the interaction takinggael and the collaboration in group tasks.
This was not a pedagogy | was familiar with, | tesd this was ‘cooperative learning’ and
| was fortunate enough to receive training in itsely at that time. The students | had
visited were on placement in a Local Authority thais offering training to all staff in this
pedagogy and many students were supported inyHisebclassroom teacher. At this time
| received one day'’s training in cooperative leagnat the University of Glasgow and later

| was able to attend full training with that Lo@salthority.



In cooperative learning pedagogies | could sesdeels of something | thought so
desperately missing in education: here was a peyatpat would enhance learning
through engagement with peers, provide active iegrsirategies that could be easily
implemented in the classroom, develop teamworkestéince social skills (Johnson &
Johnson, 1994; Johnsenal, 1990; Johnsoat al 1994). Albert Bandura (1963) would
support teaching social skills in schools rathanthoping that these would simply
develop in young people. Cooperative learning apaeto support a more rounded
education than did traditional classroom practiog rovide the opportunity to develop

essential life skills.

Spencer Kagan (1994) would argue it takes sometorbecome skilled in cooperative
learning pedagogies and through my experience ldvagree. However, as | was
assisting in the training of Geography teachinglstits on the Post Graduate Diploma in
Education programme some basic training on cooperkgarning was presented to them.
On observed visits following this training the wséroles’ in group tasks and the shared
responsibility (Johnson & Johnson, 1994; Kagam;iBiavin, 1995) of producing a final
result seemed to work well. Cooperative learningtsgies were putting the learner at the
centre, a practice many teachers employ, but wittoee direct focus. The focus shifted
from what the teacher said to what the learnergwagaged in. For some young people
learning can be very passive when traditional liegrand teaching approaches are
engaged. | have however been impressed at thet@btemeans of engaging young people

in a classroom through cooperative learning straseg

Through my research and training in cooperativenieg pedagogies it became apparent
that this would blend well with formative assesstrtenhniques which are a significant

feature of learning and teaching approaches irsclwols (Blaclet al, 2006; Blacket al,



2002; Black & Wiliam, 1998). Cooperative learnipgdagogies and assessment for
learning approaches enable young people to engiigemd be more responsible for their
own learning and promote active learning. | plahti&t on my return to the classroom |

would implement both as a means of developing ragtare.

My return to the classroom did not end my engageméh educational theory but was a
driver in taking this further. This thesis is ttesult of my research into implementing
cooperative learning on my return to the classraoihin assessing how effective it is in
supporting the four capacities. The following cleap in this thesis show, through my
review of relevant literature and my own reseatisht cooperative learning is very

effective in supporting the four capacitiesCirriculum for Excellence

1.3 Chapter Introductions

1.3.1 Chapter 2

Chapter 2 of this thesis is a literature review thaplores the dominant thinking in
education over the last century (through the wdr&lonner, Piaget, Vygotsky and
Bruner) and how that has developed the learningeanching in our classrooms.
Cooperative learning will be reviewed in relatiorthis as will the ideas and theory that
support this pedagogy. This Chapter will then espresearch literature on cooperative
learning which provides evidence for the successadly experienced through the use of
this learning and teaching approach. Cooperatiaming will then be assessed to
establish if there is any evidence currently avdéddhat has shown the ways that this
pedagogy has, or has not, been shown to suppdi@iuheapacities o€urriculum for

Excellence



1.3.2 Chapter 3

Chapter 3 will explore the new curriculum in ScotdaCurriculum for ExcellenceThis

can be regarded as the culmination of years ofireseand exploration into education and
its purpose in Scotland. It will trace the histofycurricular change and the recent 2002
National Debate on education where the views dftakkeholders (employers, education
authorities, teachers, pupils and the general gubiere taken into account. The findings
from this debate and previous studies on what tatest ‘good practice’ in schools has
resulted in the development, by the Curriculum Bevisroup in 2003, of ‘ACurriculum

for Excellenckin 2004 published by the Scottish Executive (reeottish Government).

In Chapter 3 | have traced the backgroun@uericulum for Excellencand the thinking
and research that can validate its implementatidrere is an explanation of what
constitutes ‘good practice’ in learning and teaghwith respect to research into this area
and the input of inspectors of schools in Scotland England. This Chapter will then
explore the links between cooperative learningahdt is regarded to be ‘good practice’

in schools.

1.3.3 Chapter 4

This section of the thesis aims to highlight thioraale for the choice of research
methodologies used in this study. This thesis edttribute to our knowledge on
cooperative learning using an interpretive paradigm explore individual perceptions of
how effective this pedagogy can be. In additiare tb my role as classroom teacher, this
thesis has the benefit of action research pringiMcNiff, 2002) embedded within it. As
a researcher utilising an interpretive paradigmh@reet al, 2004) | am able to explore in

depth the impact cooperative learning has beendfdaihave, gauge the responses from
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participants in this research and analyse therfgglivith traditional methodologies. | am
fortunate as this research has been completedtimonperspectives; that of the traditional
objective researcher, and, from the fully involyeticipant responsible for implementing
and analysing the findings. This provides a unipeespective although it also presents

some ideological and methodological challenges.

This Chapter outlines the data gathering technigsesd and the rationale for this. Here |
have drawn out the strengths and weaknesses inhemifferent research paradigms and
the complexity of relationships | experienced gsatitioner undertaking research. |

provide an explanation for my chosen research @raoh this study.

1.3.4 Chapter 5

Chapter 5 of this thesis is the analysis of my ogsearch in this project. This Chapter
explores the findings from my research and theirapbns of this for learning and
teaching. The data presented here has been gafhemetwo Local Authorities in
Scotland and the rationale for this is explain@tle evidence from the research data
focuses on the four key research questions idedtifelow and the results from
participants are blended in the analysis to enddgeontrasting perceptions of participant
groups to be explored. Data has been gatheredghrmuestionnaires, interviews and tally
sheets and each of these is discussed and thedgstiterpreted. The quantitative
statistics gathered have been analysed using #tisti®al Package for the Social Subjects
(SPSS) and all data provided from this is reprexenThe key research questions in this

thesis are presented in Table 1 below.



Table 1 — Research questions

What are the perceptions of teachers and pupiislation to the ability of
cooperative learning strategies to:

» develop confident individuals?

» develop responsible citizens?

» develop effective contributors?

» develop successful learners?

1.3.5 Chapter 6

In Chapter 6 overall conclusions of this thesismesented. The conclusions presented
summarise the findings from all chapters and pres@hear understanding that
cooperative learning is a highly effective pedagtigt is well researched and grounded in
theory. Some of the challenges of the researdegirare summarised through the dual
position of teacher and researcher. The impast@&dagogy can have is clarified and
there is an indication of what this might meant&achers in relation to professional
development, and for education in the wider sei@gggestions for what may need to be

done next in relation to cooperative learning dfered.

The final chapter presents conclusions based oretiearch undertaken and evidence
gained that, in this instance, cooperative learmsregvery effectively pedagogy that fully

supports the four capacities©tirriculum for Excellence



Chapter 2 Approaches to Pedagogy

2.1 Background

This literature review will highlight the key dewgiments in thinking about learning and
education over the J0Century and 2LCentury and establish where cooperative learning
fits in relation to these developments. It wiNiew relevant literature on cooperative
learning to establish what evidence there is thaperative learning can support the four

capacities oCurriculum for Excellence

2.1.1 Dominant influences in the 20th and 21st centuries

Educational research has developed as a domimdohiofi study since early in the 20
century. As the scope and access of educatiowidamed so has interest in how learning
occurs and what pedagogies can be utilised inssi@am to assist that. In essence, as
understanding of ‘how people learn’ has develomedase the pedagogies employed in
education. There is growing evidence that peagaenl in different ways and some of
these ways are identified in the text below witheaplanation of what that means for
learning and teaching. This literature review widw explore these different theories

about how we learn.

The dominant teaching approach in education froentum of the 28 Century was
behaviourist. Behaviourist approaches to learaimg) teaching involve the transmission
model where a teacher provides relevant subjedemat learners. To ensure learners
engage with this learning, behaviourist approacte®cate the use of rewards for desired
responses and punishments for others. This usagmoach where learners will be
trained to conform to required behaviours or outeemWhen a learner has experienced a

change in behaviour it is assumed they have leasoetkthing and should be rewarded for
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it. In this approach skills or knowledge can bétlmn as learners respond to the desire for
rewards. The assumption is that all learnersnegpond to positive reinforcement (TES,
2008). Schools support the use of rewards andspuarents as a means of assisting
organisation and to motivate young people. Behaigbapproaches to learning have
come under criticism for the limitations of sometloé methods used, however it should be
noted that transmission approaches to learningeawhing have provided a means of

transmitting learning to large numbers of children.

Burrhus Skinner (1974) attempts to challenge sohtleeonegative press or
misunderstanding in relation to behaviourism armies there is validity and effectiveness
in behaviourist methods. Indeed he states“fRale-following behaviour is said to be the
veneer of civilization...(1974: 126). It could be argued that Scotlandiscation system

is supported by such rule following where reinfonemt of behaviour that is desired in the
learner and learning behaviours are promoted. e@rly education systems used this style
of teaching, which included rote learning approaclas a dominant feature of classrooms.
For some pupils and some learning this worked wellyever, the role of the learner here
is very passive and the teacher is in the rolb@ttansmitter of education and expert. The
implication of this is that learners have no resboilty for their own learning and the

opportunities for creativity and exploration ardueed.

Today the role of the teacher may have moved an Bionply transmitting information but
there are still aspects of this. The teacher's hals evolved to one where teachers are
expected to engage with pupils in different wayd amm to support learning. In the
classroom and the wider school there are atteroadgage with pupils in this way,
however, the focus on rewards in schools suggests ts still a strongly held belief that
behaviourist approaches work. Teachers can betagiuto challenge this despite

evidence that other approaches to learning caffbetiee (Johnston, 1993; Johnson &
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Johnson, 1994). The behaviour and achievemennoé pupils suggests they do not

respond to the learning and teaching approachekgeatpnor to the organisation of the
school. ltis interesting and worrying that the®al system has changed so little over a
period of time, even in the light of research ititeories and evidence that alternative

approaches to school organisation can work (Seagiay 1994).

Today we talk of citizenship, pupil voice and laaghcommunities but in reality schools
are very ordered systems that are not sufficieadptive, enabling them to relate to, nor
engage with these ideas for the majority. Whdrab®urist approaches are a feature of a
school the opportunity for young people to fully@apate is limited. Schools are
providing aspects of community but true communituld involve learners being
responsible for their learning in conjunction wigtachers, guardians and with the
organisation of the school. An alternative orgati@al approach such as that suggested
by Sergiovanni (1994) where learners are engag#dsmway would provide the space for

pupils to be fully responsible within the system.

The behaviourist approach is still dominant togerticularly in secondary school, where
there remains a strong emphasis on didactic teg¢Riollard, 2002). Didactic teaching is
when the teacher transmits information to the wistdss with the intention that learners
retain the learning. Evidence from Howard Gardt893) makes a significant challenge
to the transmission model of teaching. Gardned)ighows that individuals learn in very
different ways and only a few people can learn wethis way. This means that if
transmission approaches are being used in a ctassrany young people are not learning
as they should. To question why this is raisasas@bout teacher CPD, to the challenges

of delivering today’s curriculum on time and thegsure over examination results.
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Many teachers feel a sense of security in knowlag) they have ‘taught’ a particular
element of a course, there is a sense of spoomfgkhrners so that they are ready for the
big day of the examination. This is supported blgdviourist approaches to learning. As
already noted Gardner (ibid) argues that very feapte learn in this way. Similarly, this
approach to learning and teaching does not assiseidevelopment of the four capacities

of Curriculum for Excellence

One of the concerns of classroom teacher is thatnaltive teaching methods may not
deliver hoped for exam results. Teachers are stggeo statistical analysis based on the
performance of individual pupils and a competitaggproach is instilled not only in
individual classrooms but with teacher againsthieacschool against school and authority

against authority. The statistics do not take nratgvant variables into account.

Despite being aware of the limitations of theséisttes, they cause anxiety, and it is no
surprise that teachers may think their tried andtéd methods of instructions should not
be challenged or tampered with. As such, manyheraowill predominantly use the
traditional lecture style lesson to ensure theurses are covered. Although didactic
teaching enables a lot of information to be trat&diquickly it does not take any note of
the benefit and learning that can take place thi@aagial interaction and individual

motivation.

Behaviourist approaches to learning and teachieqtity the teacher as the ‘expert’ in the
classroom. Although pupils can be relatively passvithin this James Hartley (1998),
cited in Infed, states thdtearning is better when the learner is active rattihan
passive’suggesting learners gain from this. The degresctvity that traditional
approaches can provide is low. Teachers may betagiito change due to concerns

already noted and may enjoy their traditional iola class. The idea of passing some of
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this responsibility back to learners may cause eonthat required standards are not going
to be met; this would involve a change in classratymamics that many teachers are not

yet convinced to take.

M Lee Manning (1991) stresses that active learpnagtices would require a change in

role for a teacher and for many that may be urnsegttlif rote learning is required or some
detailed learning this may be appropriate but g#aeher needs to be cautious of this as
Andrew Pollard (2002: 138) staté3he responsibility of teachers is to interact with
children so that they actually learn not simplyetqgpose them to subject matter and drill.”
The limitations inherent within behaviourist appzbas to learning have been challenged
and developed through research. The role of leam@iteacher can also be developed as a

result of this.

Educational theory has been enhanced by the walkai Piaget and Lev Vygotsky. The
work of both has helped to shift thinking aboutteag, the teacher, the role of learning
and the way that learning takes place. This shiftom a transmission model to an active
model. Some practitioners are unconvinced offtbisever, and there may be various
reasons for this including the challenge that ackbarning can present. David Gallowety
al (1998) identify the fact that interactive learnisgnore difficult for the teacher to
implement due to the development of materialsctivaplex organisation required and the
alternative classroom management skills that acessary. On a more positive note,
however, they state that interactive learning mag tpachers a greater sense of job

satisfaction.

Piaget and Vygotsky were born in the same year§)L8ad were psychologists focussing
on child development. Piaget was a dominant thinkeelation to constructivist

approaches to learning. Piaget’s theory was tithviduals learn through the interaction
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they have with the experiences around them, artdtivs they will develop more
“...complex cognitive structureg(Pollard, ibid). Piaget was particularly inteegsin child
development and he charted the progress of the tthibugh four key stages in cognitive
growth. What became clear from Piaget’s theory thatthe interaction with
surroundings was paramount and that only in thetlicgstage of development was abstract
thinking possible. Therefore the strict, didaepproach of behaviourism was challenged
as there was a notion that children should engathetieir learning and experiences to
facilitate their growth. This required teachergptesent opportunities within a classroom

for learners to experience varied environments.

Piaget was clear that the function of education twansure understanding of what was
being learnt and he stressed this could be achigwedgh®...understanding and
inventing...” (1969: 27). This involves the learner being ivea actively in the learning
process. Piaget states that a lot of the educatsoprovide displays.. an almost total
lack of interest in developing the experimentatade of mind in our studentgPiaget,
ibid: 37). This suggests that our classroom prastao not help to develop a questioning

and creative mind.

The changes in the curriculum today suggest a teerdrture the creative element in
young people and the didactic approaches, thabbed a feature of our education system,
serve to prohibit that. Piaget was advocatingradgarning to aid the learning process and
this was taken on board, particularly at the pryrsage, in the 1960s and 1970s (Pollard:
ibid). The reasons why they were not taken onutth & level in the upper primary, and
(indeed active learning practices can be limitedhe secondary sector, are, as already
noted partly due to the demands and constraintseourriculum. Piaget would also

argue, however, thét.. the active methods are more difficult to enyplban our current

receptive methods(Piaget, 1969: 69).
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Although Piaget has clearly deepened our understgrad how learning takes place
criticisms are levelled against him. These aretas the stages he has identified for
learning, as some would argue, this may limit leesras it is possible to pass through the
stages at different speeds with some young chilgregressing through the stages more
rapidly than others (Donaldson and Tizard &Huglwe&ollard, 2002). A further criticism
is presented by Walkerdine (in Pollard, 2002) wiguas that the social context of
learning is underestimated in Piaget’s theoridagét has had an enormous impact on our
understanding of how young people learn by highirghthe importance of play and the
engagement that comes with that. What becomesegpa that we learn in different
ways and limiting ourselves to one approach linggning. It seems naive to embrace
only one approach in education as there is eviddrateone theory of learning can support

and add to another.

Michael Beveridge (1997) argues that educationerabrace the ideas of Piaget and
Vygotsky to assist learning for all in schools d@hdt no division is necessary. He states
that the division between their theories has baaplgied and the understanding Piaget

gives to cognitive development can be complemertatiye theory of Vygotsky.

Vygotsky's theories of education, although writterthe early part of the ﬁDCentury are
relevant today. Vygotsky argued that social irdBoa in learning is very important and
that a more able individual can help a learner tw@onto the next stage. This can
happen in a variety of ways and Beveridge (199€sc@n example of using a new term in
a science class that can be later used in eveltgdgyage. Managing the use of the term
in the science classroom would be regarded. asreating a zone of proximal
development for the child(ibid: 30). This term is key to Vygotsky’s workhwere the

interaction between adult and child, child anddleit any mechanism that enables support
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or ‘scaffolding’ for the learner will help them mevo the next stage of understanding
(Pollard: 2002). The interaction that takes pliadie zone of proximal development
(ZPD). The ZPD is identified by Marianne Hedegad@92) as the difference between
the level that a child can function at independeatld the level they can perform at with

adult assistance. Here interaction and suppadeaiming are implicit.

Current practice in schools today highlights theifpee aspects of active learning. The
involvement and engagement of pupils in their ogariing is an area that cooperative
learning can assist with. One of the differente@sions to this is the impact that peer
assistance can have. Johnathan Tudge (1990) ®attsation on the interaction of peer
work and collaboration and gives evidence thatlgulgarning is enhanced through
working with a more able peer. Some have quediiovieether a more able peer can also
gain from such an interaction and this will be &dded in the review of cooperative
learning literature that follows. There is eviderbat all can gain from cooperative

learning.

Vygotsky's ideas of social cognition are very relevin today’s classrooms as they
require social interaction to assist learning dr&léarner is at the centre of this approach
while supported by peers. With the learner atcémre, the role of the teacher alters to
one that assists and supports active learningrritha transmitting ideas as is the case
with didactic teaching. This is relevant to thelggophy of cooperative learning as this

pedagogy aims to assist learning through workirt awnd being supported by peers.

Evidence from research undertaken as part of hleisis supports this. Pupils said (Chapter
5) that working with peers was positive as it abalthem to engage using their own
language and shared understanding. This refleetsnpact that shared cultural

understanding can have on learning. We all leatiinvour cultural norms and whether
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that is through scaffolding by a peer or adult ¢heeeds to be some shared understanding
of terms and language used. Bruner (1971) wogdeathat culture plays an important
role in educational and cognitive development.ebaiGerard Duveen (1997) talks about
an ‘apprenticeship’ model that.assumes a community of interest between naiicke
expert ...”(ibid: 81) and states that one reason for distffedn learning can be due to

this being missing between learner and teachaunds (1971) argues that a youth culture
that is removed from the mainstream, means overgadkills can be difficult as there is no
sense of shared understanding ‘andhe process of education becomes, in fact,
unrewarding” (ibid: 125). Some pupils have identified the redgof working with peers.
This is an important reason for education to helidirelationships in schools and

establish a community of learners.

Bruner (1996: 84) also states the importance dtorg a“...community of learners.”

This community of learners treats pupils in a refpgway where they are given a role to
play and take responsibility for their learninge Brgues that human learning is best when
it is, “... participatory, proactive, communal, collabore¢...” (ibid: 84). This could be a
description of the activities that take place ioperative learning classrooms. One point
that is not addressed however is how to engagdspwpp are culturally removed from the
school system and this is an area that requiresdercanalysis than is possible here. It is
possible that changing the culture in schools wbalde a direct impact on such pupils and
Curriculum for Excellencenay facilitate this change. Current practiceun schools aims

to include all but some of the pedagogical appreach the classroom do not address the
needs of all learners. The use of different meghtochelp with learning styles of pupils is
promoted but is not necessarily taken far enouidte role of the teacher has evolved to
one where the teacher must attend to the learr@edsof pupils. The focus in education
has shifted from one where the teacher was atehecof the educational process to one

where the learner is at the centre.
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2.1.2 Multiple Intelligences

Howard Gardner (1993) identified intelligence amagg in many forms. Individual have
different abilities and intelligences and learmifferent ways. Some learners function
well with visual or auditory stimulus for exampledaothers engage with music, emotions
and action. The combinations of how we learn aoadh. This is significant in education
as it challenges the traditional transmission mofi&daching already discussed. Gardener
(1993) has shown that for learning to be effectoreall learners many different
approaches to learning and teaching must be engagged means of addressing learning
needs, schools can turn to the work of Gardnemhatheory of multiple intelligences.
Gardner’s theory suggests learning and teachingpappes in classrooms must develop to
provide an opportunity for all pupils’ needs todmeressed. The notion that we have
strengths and capacities may not be supportedgargen through traditional classroom
practice suggests a need for enhanced learningeanting. Gardner does not advocate a
multiple intelligence school but suggests thdt.ifwe take these differences seriously,
each person may be able to develop his or herlaaielal and social potential much more
fully” (Gardner, 1999: 92). Schools should provide thy@oatunity for all learners to

thrive.

Gardner’s theories on intelligence emanate fronbhtkground in cognitive
developmental psychology (1999) and his understanitiat people excel in different
areas. He has refined his original definition afitiple intelligences to embrace the notion
that what we have is the potential to do, achievenderstand the world in particular

ways. Gardner (ibid: 34) states:

“...intelligences are not things that can be couhténstead, they are potentials-
presumably neural ones- that will or will not betigated, depending upon the
values of a particular culture, the opportunitiegadable in that culture, and the
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personal decisions made by individuals and/or tffemnilies, schoolteachers and
others”.

It rationally follows from here that we all haveetpotential to excel, learn and develop in
particular ways and often the limits we experieaaeas a result of our culture, home,
school and peer environment. If the accepted nsffior a particular form of testing,
rewarding only certain learning styles or formsntélligence those who do not conform to
the norm will suffer. Whether that is through égilgrades, employment issues or lack of
self fulfilment is again subject to the particulianitations and potentials we all have. It is
a fact that most of us are an amalgam of diffepeéntials and intelligences. Although
we may be aware of areas in which we feel more odatfle or excel at, there may be
others that we can still develop. Our educati®stesy in Scotland is embracing new ideas
and reflecting on how we may engage learners moraditional approaches to learning
and teaching have their value but the integraticalternative pedagogies in the classroom
will enhance learning for all. Engaging learnerat the heart d€urriculum for

Excellence

2.1.3 Intrinsic and Extrinsic Motivation

A key to learning in any aspect of life is the mration one experiences to do so. In
classrooms today many means of engaging learnaiinties take place and there is
often a focus on extrinsic rewards to do this. riGsic rewards are thought to act as a
motivating force in many aspects of life from athde, to musical skill and even to the job
that we do. In schools extrinsic rewards coméneghape of awards, merits, grading
systems, trips, stamps and stickers. In oppositidhis there are arguments that extrinsic
rewards are not beneficial to learning (McLean;300Indeed there is a growing
awareness of the limitations that rewards can piethrough stimulating ‘a.. culture of

indulgence”(ibid: 4) that does not motivate but actually detivates.
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Bruner (1967) argues against extrinsic motivatiayirgg it does not help the learning
process over the longer term. A similar view isdhay Albert Bandura who states tliat
incentive practices ... diminish inherent interesaativities” (1986: 240). Incentives and
awards breed competition among individuals and gg@nd this can lead to unhealthy
attitudes to our neighbours, colleagues and torqthgils in the classroom. Alfie Kohn
(1992) argues that the competitive nature of cassrooms has a negative impact on
motivation. Alan McLean (2003) adds to this by makledging that the will to ‘beat’
another can overtake the motivation to learn fonyrend the fun is quickly removed from

an activity.

Motivation to complete an activity may be baseduacbexternal factors but when
motivation is intrinsic to the individual thereagyreater sense of fulfilment and reward
from activities undertaken. Bandura (1986) arghasintrinsic motivation is difficult to
qualify, however, he does state that the most valued rewards ... are in the satisfactio
derived from fulfilling personal standards..(1986: 231). Intrinsic rewards are regarded
as the best driver for individuals and these doregtire any form of external reward but a

sense within the individual that something is waitiie.

Kohn (1992, 1999) argues that rewards can indeeitlitlhe quality and effort that an
individual puts into any activity. Kohn (1992:138)able to argue that competition stifles
creativity. This can happen in classrooms whexenlers may achieve ‘just enough’.
Pupils are limited by competition or afraid of yr@xperimenting with their learning, and

constrained by the social networks and hierardiascan prevail in classrooms.

Intrinsic motivation is essential to truly embraoeactivity. The young people in our
classrooms need to feel motivated when completygeativity. Bandura (1986) states

that rewards become devalued by pupils and thusimglass. This means they are of
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limited benefit in motivating learners. Kohn sses that he would tell teachérs they
shouldn’t care how motivated their students arédVhat matters is not how motivated
someone is, but hosomeone is motivated1999: 257). Kohn shows from various
scientific studies on the impact of rewards on raiton, that rewards are negative. When
someone is offered incentives to do something émegnm is shown to lose interest in it
(Kohn, 1999). The focus in our classrooms needi®ton motivating young people rather

than rewarding them.

There are issues of inclusion in classrooms becaiusavards and the competitive
situations these can create. The demands of caiopéti classrooms mean that only
some can win and this can serve to reduce the ataivof a number of pupils (Kohn,
1992). To engage learners the focus should be alliag intrinsic rewards to take over.
This will involve giving young people more respdsibty for their learning and a more
active approach in learning and teaching activiflé® review that follows on cooperative

learning will hopefully address some of the issneted above.

2.2 Background — Cooperative Learning

Cooperative learning is a learning methodology bzt stimulated a great deal of interest
in the United States and Canada over the past 3@&@, although interest in active,
cooperative learning predates this (Dewey, 1991 oth locations a great deal of
research has taken place into cooperative leaandghe aim here is to review this
research. Some of the research literature dadestiie 1980s and 1990s and this is
relevant: this particular research reviewed théyeatroduction of cooperative learning
strategies in the United States and Canada,; tipiogimnates to the current participation
and awareness levels in this country which in mameas is in its infancy. Research into
cooperative learning has been less extensive amigdl in the United Kingdom but

relevant recent research is part of this literataxéew.
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The possible benefits arising from cooperativerigay are now being explored more
broadly in the United Kingdom. As more teacherd sesearchers engage with this
pedagogy, the information and evidence on the plessnpact of cooperative learning
should also increase and hopefully more detailebesttensive studies can be completed.
The possible reason for the lack of uptake of coatpes learning methodologies could be
due to the training input required and length wigtiit takes to become skilled in its
implementation; it is also due to teachers’ perioggtof the pupils they engage with and
the possible limitations that are regarded as beundent in an exam driven education
system. For teachers there is often a dichotornwedsn what is perceived as good

practice and what teachers feel is required topgeils through exams'.

2.3 Cooperative Learning: Review of Literature and Research

In the United States and Canada there has beemsesdgesearch into cooperative
learning that has attempted to establish how e¥iedt is in promoting achievement,
improving exam results, establishing positive ielahips between different groups of
young people including different cultural groupesyéls of ability and indeed in integrating
sections of society who have previously been chgéd in mainstream education. Stuart
Yager (1986) looks at the benefits and limitatiohdifferent theoretical perspectives of
cooperative learning. A great deal of this rede#@aelevant to this particular thesis as it
addresses some of the central themes that aréuagf@dCurriculum for Excellencevhere
the aim is to produce students who are successdtérs, effective contributors,
responsible citizens and confident individuals.e Giuestion this literature review hopes to
establish is in what ways the current availableaesh can show whether cooperative

learning can assist in the development of thesedapacities.
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For the purposes of this literature review and tegearch it is important to be clear about

what is meant by the four capacitiesfrriculum for Excellence The four capacities are

available for review as shown below:

Table 2 — Purposes of the 3-18 Curriculum

Purposes of the curriculum 3-18

o .\-“'I

successful learners

with:

= pnthislasm and motivation for leaming

# “determination to rmach high standards of
achigvermant

= -opanness to now thinking and idess

and able to:

* Lz literacy, communication and numaracy
skills

* u=za tachnology for leaming

= think crastivaly and Indapendenthy

* |zam independanty and as part of a group

L]

-

maaka resasoned avaluations
link and apply diffarant kinds of learning in
new situstions.

=,

" responsible citizens

with:

= respact for others

= commitmeant 1o participate msponsibly in
political, economic, social and cultural Tifie

and able to:

» develop knowdedge and undarstanding of tha

weorld and Scotland's placea in it

understand different baliefs and culturas
make informed choices and daclsions
evaluale environmaniaf, scientific-and
techrological issues

develop nformed, ethical views of complax
Issuas.

To- enable all yoaﬁg
people to become:

confident Individuals

with

*= solf-mspact

= g sarse of physical, mantal and emotional
weall-baing

= gocure values and beliefs

= ambition

and able to
relate to others and manage themsealves .
pursue & haaltny and active lifestyle
be seli-awans
develop and communicata their own balicfs
and view of the warld
Iva 85 indopaendently as they can
B=aess risk and make informed decisions
achieve success In differant arsas of activity. r.-"

" effective contributors

with:

= an.antarprising attihuda

= regilisnce

= sglf-maliance

and-able to:

= communicata in different ways and in

diffarent setlings

weork in partnership and in teams-
take the initistive and lesd

apply artical thinking in new contexts
craste-and develop

sohe problems

Source -Curriculum for Excellencavebsite (online)

As can be seen from the diagram there is a dedr@eedap in the four capacities where

the ideas and skills from one capacity blend imother. For example successful learners

should be able to ‘learn independently and asqfatgroup’, confident individuals should

be able to ‘live as independently as they can’ efifietctive contributors should be able to

‘work in partnership and in teams’. All of these @ssential life skills and the hope is that

the new curriculum will assist in the developmeinthese. With the knowledge that there

are areas of overlap within the four capacities itnportant to provide some sort of
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definition of each capacity and what will be looKedin the literature review. The aim is
further to give a broad overview of the findingscobperative learning research and to

establish what further research, if any, it is sseey to undertake in this area.

To clarify whether the cooperative learning literatis able to identify areas where pupils
have been shown to be successful learners one wgpktt to find evidence of
achievement and enthusiasm for learning. Configehtiduals should have self-respect,

a sense of well being and feel secure in theiekeliResponsible citizens should be able
to show respect for others and have a commitmepétiicipate responsibly; effective
contributors should be able to communicate in diifié ways and in different settings and
be able to show resilience and keep with it. Tlaeg obviously, many other foci in each

of the capacities but again through overlap itapdd that the essential themes are covered

here. If other ideas are encapsulated in the refsélais will become evident.

In general terms there has been a significant abafuesearch conducted into
cooperative learning. There is research that fe€os the different methods used in
cooperative learning (Gillies, 2007; Hauserman,11 99lliffe, 2007; Manning, 1991) and
some that will directly support a particular apmto@o cooperative learning (Johnsatral,
1990; Kagan, 1994; Slavin, 1995). Indeed theeedsgree of controversy in the different
philosophies of David Johnsethaland Robert Slavin. Slavin (1984) insists the
inclusion of incentives is essential for coopemirarning to be effective and ensure
achievement whereas Johnstral (1990) would disagree. Competition and rewards a
not a predominant feature of other theoretical apgines to cooperative learning (Johnson
et al, 1994) where competition is at times regardediaside and unhelpful to progress
and achievement, indeed they ar@ijdhen students are required tompete with each
other for grades, they work against each otherdbi@ve a goal that only one or a few

students can attain{Johnsoret al, 1990: 3). Slavin (1999) would argue for the ake
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average scores for group tasks therefore makinguails in the group dependant on one
another, whereas Johnseinal (1990) identify five essential components of coapiee
learning which are:

» Positive interdependence
* Face to face interaction
 Individual accountability
» Social skills

» Group processing

It is argued that when each of these is in plagelpwill work together towards a shared
goal and increase achievement, whereas Slavin varglee that achievement is only

improved if there is a reward motivating the graoglo so (Johnson & Johnson, 1990).

The debate regarding whether it is beneficial ® ec@mpetition in a classroom is an
important one as so many of our classrooms todag@en by exam results, statistics and
league tables. At all times pupils and teachezsamrare that there is a hierarchy in
education and that only a few will be noted astdghe class; we celebrate this but at the

expense of so many others.

The key concept of cooperative learning is thag alassroom, young people will work
together. This sends a cautionary note to manglwed in education as traditional
‘working together’ or ‘group work’ has been viewas chaotic and ineffective.
Cooperative learning is not a return to the oldgesof group work when there could be
situations where one pupil would complete a tasktae rest of the group are carried
along with it, claiming credit for work they did hproduce, nor is it an opportunity to

divide and conquer a task where every pupil withptete some small section of the work.

Johnsoret al (1990) discuss the issues around traditional g@ma the many hazards and
limitations found within them. In cooperative laarg the aim is to allow all pupils to

enhance their learning through working together tarassist one another in their personal
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learning. The idea that ‘we’ becomes importarthim classroom rather than ‘me’ is an
important feature of cooperative learning classreofnearners focus on a joint target
rather than competing to be number one. As a teagnwill “..sink or swim together...”
(Johnson & Johnson, 1994: 81) and thus a greagardas given to peers. Johnsral
(1990) stress that the difference between theidesvn traditional style classrooms and
the world young people will encounter beyond scheekry significant. Others would
agree that learning to work together is a very irtgpd element of managing a career and
life after school (Johnsast a1990; Gillies, 2007; Kagan,1994; Kohn,1992; Stavi

1995). Indeed Johnsa@t al(1990b:17) state:

“Much of what students learn in school is worthl@sshe real world. Schools
teach that performing tasks means largely workipgbeself, helping and
assisting others is cheating, technical competenare the other thing that
matters, attendance and punctuality are secondatggt scores, motivation is up
to the teacher, success depends on performanasdondual tests, and promotions
are received no matter how little one works. la teal world of work, things are
altogether different.”

It is evident from this, and the various authorsedaabove who make similar points, that
young people are given the opportunity to be bettepared for our rapidly changing
world and the challenges and complexities thatwhiioring to them. The aims of the

Curriculum for Excellencéope to address this.

The idea that competition can have a negative effieenany individuals is growing and
this raises the case for challenging the competitature of our post-industrial societies.
Kohn (1992: 1) discusses these issues at lengtsteegbes that competition. requires
that some people fail in order that others can sect. Johnsoretal (1990: 3) argue that
the whole process of competition puts learnersegative relationships where
pupils'...recognise their negatively linked fate (the mgou gain, the less for me; the

more | gain, the less for you)...”.

This does not breed a healthy learning environrbahbne, in which, each student is

pitted against the other. The aim of coopera@azrling is that all pupils should gain in
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their learning rather than only the ones who hagbkamce of achieving a positive outcome
at the start. Kohn (1992) identifies only thoseoWtave a chance of winning — in any area
— as being willing to take part. In school sitoas only those in the class with a chance of
‘winning’ will take part and ‘the rest’ (basicaltihe majority) may sit back and put in
limited effort. Competition therefore does not imate all pupils and people to achieve
and succeed to their full potential. Cooperatearting aims to address this by ensuring
that all learners are included and able to progressachieve. The theoretical argument as

to whether there should be any competition or edlereward system is ongoing.

External competition provides an extrinsic rewdrat tonly some can achieve whereas a
greater sense of participation, awareness, buildifkgowledge and the freedom to
interact has the potential to enhance a young p&r$éearning experience. Indeed,
Johnsoret al (1990: 5) would argué,..cooperative learning should be used when we
want students to learn more, like school bett&e Bach other better, like themselves

better and learn more effective social skills.”

With a view to further exploring the impact thabperative learning activities can have
this literature review will now assess whether gsinoperative learning methodologies
can support the four capacities of the new Sco@ishriculum based on existing published

research.

2.4 Successful Learners

Successful learners are classified above as ingigdvho, among other things, have
shown achievement, motivation and enthusiasm #onlag. In completing this literature
review, there is a wealth of evidence that suppbitspoint; the challenge was to locate
literature that did not support the notion thatmemtive learning could produce successful
learners. There is, however, some research thgests all students do not benefit to the
same degree and this includes the work of Hannalkk&h. Shacker (2003) reviews a

number of studies into cooperative learning an@émspn the evidence of achievement
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between low, middle and high achieving studente®wihg cooperative learning lessons.
Shacker (2003) is able to show an increase in aehient at all levels; the biggest
increases, however, were found with low and midaleieving pupils. Shacker suggests
that the reason for the more able not achievingerease comparable with lower and
middle ability groups could be due to their presd@uccess with traditional systems,

preference for this, and wish to maintain the stajwo.

Douglas Wiegmann (1992) looked at the ways that beagnore successful for learners of
different abilities in raising attainment and cardzd that the lower achievers were
successful when in the role of the teacher — oeg titaditionally would not be given
whereas the high achievers learned more in theofaddearner — again not the positional
norm for them. The evidence here, however, didvsihaprovements for all pupils

included.

There are concerns among some researchers tharatep learning strategies do not
fully address the needs of high achievers and e mble. Thomas Logan’s (1986)
research used an ethnographic approach and hthaajlpils themselves decided on a
hierarchy of what individuals could and could notahd even used terms such as ‘slow’
when describing one another. He stressed thptiplls did not participate to the same
degree but arguably this could be altered by effeechanagement of lessons and
appropriate group organising and role allocatibongan does state that the situation could
be assisted by clear instruction by teachers thieeseavhich in some ways suggests the
iIssue is not so much with cooperative learningviatit how it is implemented and that the
teaching of social skills would be advantageousvi and Hill, cited in Barbara Gabbert
et al (1986), say the more able do not benefit unlepsogpiately challenged, again

arguing for the use of incentives to promote aciesnt.

There is anecdotal evidence from one high achithatrthey had been ‘held back’ by

cooperative activities (Panitz: 2000). This s#dfter and independent learner believed
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their progress was slowed and stifled by the ghiditothers. There is evidence in this
research of pupils perceiving the behaviour of @faes limiting their progress, not ability,
and this is discussed in Chapter 5. Independemntitegis a valuable skill that we should

all be able to embrace and, indeed, even preféthimidoes not imply that learning
together is second to this. Liz Seagreastes (2007) on evaluating the implementation of
cooperative learning strategies in a Local AutlyanitScotland have a fairly modest
assessment of improvements in academic achieveri@etLocal Authority in question,
however, views its strategy as a long term solugiott not an overnight response to raising

standards and achievement.

Although some research highlights different degesmprovement through cooperative
learning I could find no indication that any pulpi$t through this. This may be an area
that will benefit from further detailed and largeake study in Scotland as greater use of
cooperative learning is made in our schools. Rempurposes of this review, however,
there is overwhelming evidence from positivist amérpretive paradigms that cooperative

learning methodologies have shown benefits to pugdibll abilities.

Rigorous studies by Johnson (1993), Slavin (198d)¥ager (1986) all focussed on the
impact that cooperative learning could have iningigschievement. Slavin (1984)
focussed on the impact of achievement with andamithewards and concludes that
cooperative learning does improve achievement biytwith awards tied in. This is still
controversial and many would argue with this stathmat group processing is much more

important for higher achievement (Yager, 1986).

Yager would also argue from this research thatigeeof heterogeneous groups, as
suggested through the Johnson and Johnson mo@dl)(19 the most effective way to
raise attainment for all. In Scottish schoolsisgttakes place and this prohibits a
heterogeneous population in a classroom. The psanksetting does not go unnoticed by

pupils however and although teachers may perchigeat an ‘easier’ option to manage,
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and would argue its benefits to pupils, it may lbethe best for all. Johnson & Johnson
(1994) have shown that lower and middle abilitydstuts benefit more from being in

mixed groupings.

Johnson & Johnson (1993) advocate the use of lystieewus groups reflecting the
different abilities, gender and ethnic mix if appriate. This study reviewed the impact on
34 high achieving pupils, some of whom were expdsamboperative learning and some to
traditional teaching methods. The results showatithe high achievers who had been
exposed to cooperative learning achieved higheltsewith recall and a higher level
overall. Some of the additional benefits includagroved self esteem with this group.
This could also be linked to their higher achievetrmit also through the improved

interaction they had with their peers.

Arthur Clark’s study (1998) compares the resultpugbils participating in cooperative
learning with those in traditional settings andwbl@cademic achievement is improved.
Angela O’Donnell (1993) shows how listening skaisd uptake of information from
lectures can be enhanced through discussion inecatipe groups through cooperative
review where students were seen to show greatarstathding of the lecture content.
Again, this highlights the fact that students candime switched off during some activities
and this forces attention and engagement. Gabbal{1986) investigated the notion that
groups can limit creativity and challenged the enick from Slavin and Hill (ibid) that
higher ability students do not benefit. Indeed/tfend that overall high achievers were
not hurt by cooperative learning activities buttttheeir responses may have been improved

by it.

Robyn Gillies (2000) supports the notion that psip#sponses can be enhanced by
cooperative learning through research resultssthatved cooperative learning in pupils
provided more cooperative behaviour, more explanatiused higher cognitive strategies

such as...providing specific concrete facts and reasorisand obtained higher scores
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than their untrained peers (2000: 98). Cal Hauaar(992) was able to show that

students involved in cooperative learning were édlechieve superior achievement in
higher order thinking which is backed up by the kvot Gillies (2000). Nebeet al (2001)
confirm this with an analysis of 12 studies, antti@lgh they say some of the studies were
not as rigorous as possible, there was evidentedoperative learning could enhance the

instruction given to gifted and high achieving €nts.

Spencer Kagan (1994) has offered an excellent resdar teachers to assist in the
implementation of some cooperative learning stiasegnd his evidence for raising
achievement is prevalent throughout it. Each efdtudies noted, although some
employing alternative theoretical approaches, plesievidence that cooperative learning
helps to produce successful learners through raisk@vement. In relation to enthusiasm
for learning achievement is a reflection of this:paipils engage more actively in their
learning and support one another, the potentisddiease their own personal success

grows.

2.5 Confident Individuals

In all the literature reviewed | could find no esitte that cooperative learning had a
negative impact on confidence or self esteem. iBhsobably due to the supportive
nature of cooperative learning activities thatspecifically designed to assist in the
confidence of individuals. Indeed the social skilught through the Johnson & Johnson
(1994, 1990) approach may be of benefit in thisshbuld be stressed that this is in
relation to cooperative learning activities and tootraditional group work when pupils

could feel overwhelmed, undervalued, socially tteead and unsupported.

In the new curriculum in Scotland, which aims téphgroduce confident individuals, there
should be some relief that there are ways of opgyat a classroom that will promote this
and build confidence in learners. Johnson & Johi($694) and Johnsatal (1990)

stress that the whole approach of working togedinerlearning together should improve
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confidence. Jim Craigen & Chris Ward (2006) hightithe fact that the actual activity of

working as a team helps to build confidence asviddals are answering for a group rather
than themselves; they thus have support and arexposed as they could be when asked
individually by a teacher for an answer. Whetharg young person will feel secure in
their beliefs, a sense of well being and self resfgeyet to be proven, however there has
been positive research evidence that shows pugis pained in confidence and with that
one would hope self respect and belief will be eckd. Although all the research did not
necessarily aim to assess the confidence of theidgls involved, there is clear evidence

that this is the case.

Clark (1988) was very positive in relation to indiwal confidence and identified pupil self
worth as improving along with a sense of equatityhie classroom. Johnson (1993)
identified cooperative learning activities as haviaised self esteem among participants.
Vena Jules (1992) said that student believed catiperlearning had enhanced their self
esteem and that a sense of equality developedghraliworking together. Manning
(1991) backs this up and again stressed the ned¢defanclusion of social skills in
cooperative learning activities, indeed it is sigjgd one of the reasons cooperative
learning has such an impact on self esteem anddewak is the regular input of social
skills teaching into lessons. Even Slavin (1984pws such a strong supporter of
incentives to improve achievement states thatestéfem is improved through the use of
cooperative learning techniques and there is nd fa@ancentives for this to happen. This
review shows that even though none of the studaissahtheir centre the impact
cooperative learning can have on confidence, tiseggidence that this is a helpful by

product of the pedagogy.

2.6 Responsible Citizens

This is an area that is harder to quantify throthghcurrent available research. With

increasing interest in Citizenship in our schoeld Aves, as our cultures continue to
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diversify, and the needs in our communities chaargkdevelop, the ability to engage fully
in our society is an essential skill. Responstiitieens should be able to show respect for
others and contribute fully in society. A schaohbt a replica of society but the scope is
there for students to learn to engage in variousvead many subject areas offer the
opportunity to do so: through, for example, moatcébns in Modern Studies, and the
general curriculum and awareness-raising thatfesed in all Social Subjects in the

Secondary sector.

Other means of showing responsible citizenshipushelbeing involved in charity work
and enterprise activities within the school anditisdusion of projects such as the Eco
Schools (online) and the corresponding awarenesstimes from that. The other hope
that comes from this is that students may be ab&gage more effectively and fruitfully
with individuals whom they may not initially havesociated. Setting up teams and
including social skills in lessons helps pupil®tomore respectful to one another, and
eases interaction, where pupils may have foundfitwalt before. The inclusion of small
group skills (Gillies, 2007) helps to ensure yoyegple are aware of the importance of

taking turns, listening to and supporting one aenth

Among the research into cooperative learning, thassbeen explicit research that has
looked at the relationships between different gsooijpyoung people. Johnson (1982)
conducted a study looking at the impact on crassietinteraction and friendship
following the implementation of cooperative leagend found that greater ethnic
interaction took place during instruction time amdportantly, more spontaneous
interaction in the students’ free time. This Bositive outcome that can support the
changing citizenship across Scotland where sonilcaltural diversity increases. The

opportunity to have ethnic groups interacting bssiderance and understanding.
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Johnson (1985) built on the previous study by Inglat the impact socially over time on
different groups and found the more cooperativenieg activities that were perceived by
pupils the greater the social support. The lormgeperative learning took place the
greater the social support among students. G{#680) looked at the long term impact of
cooperative learning activities on social suppad tound that young people trained in
cooperative learning activities showed more suppotiehaviour over a period of time to
those not trained in the strategies. It was asod that'Young children who have been
trained to cooperate and help each other are ablddmonstrate these behaviours in
reconstituted groups without additional trainingyear later” (ibid: 97). This shows the
skills developed through cooperative learning camiaintained over a period of time,

leading to greater respect for other individuals.

Margaret Martin (2007) advocates the use of codperéearning to build a learning
community in the classroom and this supports aisbgp among young learners. Clark
(1988) indicates the importance of schools in mgjpgo develop children’s ability to
cooperate with one another, as this may not batarke of their family life. Gabbeet al
(1986) identify the ability of cooperative learningethods in ensuring social support

among groups and in allowing for social and perkdagelopment over time.

It is hard to find opposing views here and this rhaydue to a lack of focus on this area.
The process of teaching young people how to intevdah one another, an area that many
are unskilled in, may be having a positive effdatcooperative learning situations any
behaviours that are deemed to be unacceptable grdip, and the class, are dealt with
directly and moved through. Kagan (1994) offerglgnce on how to manage any difficult

situations or bedding them down.
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There may still be issues at times where studemtsotiwant to take part, contribute or
take a turn. As individual teachers skills evalvey will develop strategies for this or find
ways to manage the situations. Johnson (1985)statsthat the more cooperative
learning activities that are included and used aveeriod of time, the more positive the
climate of the classroom is and the conditiondareocial support. Tony Pedt al (2007)
recently completed research looking at the attguafepupils in Key Stage 3 in England
and focussed on pupils with a very negative attititedschool. They found teachers
unhappy to complete group work of any kind duehliehavioural issues and attitudes of
some young people. Following the input of coopeediearning activities at this stage the
researchers found that the actual curriculum, aag itwvas being taught, was possibly
part of the problem with irresponsible behaviourey report the comments of one
participating practitioner used to think that group work was the problendealing with

these difficult pupils, now I think it's the soluti’ (ibid: 329).

2.7 Effective Contributors

Effective contributors should be able to commumcgatvarious ways and have resilience
to stick with a project and see it through to thd.eThe four capacities of Curriculum for
Excellence give a detailed list of the skills thateffective contributor would hopefully
possess. Contributors may be skilled in some aned$iave developing skills in others.
This is not isolated to this capacity but thereelesnents here that some may not want to
contribute to, for example, leading a team or abatmg some specific idea; this would
not preclude an individual from being an effectoamtributor in other areas. In the
research there has been no specific study lookingwa effectively different individuals
may contribute through cooperative learning atiési but there will be evidence of this,
through outcomes and different means of presemtitgorganising learning and
participation that has taken place. In the samethvat current research may highlight

issues with different strategies, or the mannevhich some young people may respond,
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this is an area for investigation. In this reskahere will be an analysis of how

participants may or may not have shown themsetvée teffective contributors.

In the literature there is a lot of evidence of pex@tion and support which is linked to
being responsible citizens. Part of the mechamvginin cooperative learning is to ensure
that all learners take part and it is hoped thiatrgsearch will be able to shed light on how
effective that is. Of the published research tlervidence of very positive attitudes from
students to cooperative learning. Hauserman (192@#) his notes on the positive
attitudes in the classroom, supports the notiohgbpils are contributing to their groups
and that students, in receiving academic help asdwagement from their peers,
contribute to their mutual learning. Johnson ()98%ed in his study that students
engaged with cooperative learning more effectivelgr time and were less motivated by

extrinsic factors and were happy to engage more.

2.8 Conclusion

The research that has been completed on coopeladifreng has aimed to show the
contribution it can make to raising achievement ianthe development of positive social
interactions. The nature of cooperative learngwuires that learners work together and
engage with one another. The evidence from thiieunoted here is very positive and
will be further supported in the next Chapter, whiggmnew curriculum is discussed and in
Chapter 5 in relation to this research project.gi#@3 will now explore the background to
the new curriculum, identify what ‘good practice’dgonsidered to be in relation to the
curriculum and inspectors. It will then clarify ette cooperative learning can be regarded

as good practice in relation to this.
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Chapter 3 Curriculum for Excellence and Good
Practice

Curriculum for Excellencés the new curriculum in Scotland. School currécate
developed to suit the needs of a particular ti@arricula are the result of preparing young
people for the needs of society (Gatherer, 1988),appropriate content and skills that are
required to be developed, or enhanced, in younglped he philosophy d€urriculum

for Excellencas that education should cover a broad range it slnd be concerned with
more than content. The curriculum should develaividuals who can take a full part in
society and be prepared for the changes that aralfaithin it. This chapter will focus on
the influences guidin@urriculum for Excellencand what the curriculum involves; the
change and developments that are required in lggamd teaching in our schools and on

what is regarded to be ‘good practice’ today.

3.1 Drivers
The influences on our curriculum throughout th& @ntury were the needs of society, a

focus on the individual and a developing awareésgat was required to produce
rounded individuals. It is evident when reviewihg Scottish curriculum and its
developments since early in thé™Dentury that there has always been an awareness of
the need for active learning. This need was redlas one where young people learn more
effectively when actively engaged in learning. @oemts from teachers, particularly those

with a great deal of experience, that active |lewyis not new can be supported.

Gatherer states thé@fhe Scottish education system is one of the olidetste world, and it

is still changing”(1989: ix). Scottish education has developed insystem where it is
mandatory that all pupils are engaged in formakatian until the age of 16. Within this
every effort is made to ensure that all learnepegrnce an inclusive curriculum that aims
to address individual needs (Standards in ScottaBdhools etc. Act 2000 — online;

Additional Support for Learning Act 2004 - online).
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All of this can be regarded as developments irkihgnabout our education system.
Gatherer (1989: 5) identifies this education sysésnone that would merge with the needs
of society at that time. From its introductiontiie 16" and 17" Centuries education was
regarded as a means ‘f,erecting Christ’s kingdom on earthtb the 1970s and 1980s
where"... the inculcation and preservation of the ‘dematec virtues’ of tolerance,
industriousness and good citizenshipére required (ibid: 5). Today young people need
to build on previous requirements and be involved society and economy that is rapidly
changing. The purpose Gurriculum for Excellencés that it should help to develop the
“...attributes and capabilities which contribute tioe capacities(The Scottish
Government, 2008: 22). The four capacities thatidentified within that are successful
learners, confident individuals, responsible citizand effective contributors. This
Chapter will now explore how these ideas relatmgurriculum development have

evolved.

3.2 Curriculum Development
The curriculum is not stagnant and is supportetroyd principles that can be altered or

developed. Throughout successive governments kizem® been changes in emphasis on
what schools should be doing to assist young peaaiptetheir learning and what is
required in education. There has, however, beberae that has permeated European
curricula over the last half of the 2@entury. This theme has been that young people
learn through activity. In the literature reviemhas been established that education is
supported by research into how we learn througlwibréx of educational theorists (Bruner,
1967; Dewey, 1991; Gardner, 1993; Moll, 1990; Piaty@50 and Skinner, 1974). The
expertise of theorists influences practice in sthods previously discussed there has

been a significant focus in classrooms, particylertthe secondary sector, of teacher led
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activities. What is evident from the continualtdson the need for active learning is that

this approach needs to be balanced with more pupitted experiences.

Lindsay Paterson (2003) reviews the changes anelafawents in Scottish education over
the 20" Century and identifies our developing awarenesssdarch into education and
understanding of what constitutes good practicaiwithis. Paterson (ibid: 110) identifies
significant thinking in education including that the Scottish Education Department
(1946) who argue that the organisation of the otesa and the curriculum were not
appropriate. Itis quoted from as early as 1946, th

“...the hard division between “subjects” is a logicand adult conception that is

justified neither by life experience nor a natunay of learning’ (see p.20). The

atmosphere of school was too ‘academic’, too ‘verbther than real’, too

passive: ‘children are required to sit still, listeaccept, and reproduce either

orally or on paper (see p.20)”

Therefore active learning was required, as had Bsriified by a number of theorists,

from the early part of the ﬁtI:entury.

Although related in the main to primary educatibe &bove is supported in 1947 by the
curriculum constructed by the Advisory Council (exer, 1989: 109). This council stated
that the"...good school is to be assessed not by any théxamination successes, however
impressive, but by the extent to which it filled ylears of youth with security,
graciousness and ordered freedanmExam success was still regarded to be impobant
the then Secretary of State however they wereri@emgent with most of the
recommendations and produced exemplars, and & sércgculars, to assist the
implementation of the recommendations into schoglstive learning was embedded
within the Advisory Council’'s guidance where, nolyodid they request pupils engaging

in their learning, but, in working togethér.. substituting for competition, individual
rivalry, and the familiar machinery of marks andrhists’ to create ‘a truly cooperative

spirit” where’ youngsters are not merely allowed bacouraged to help one another”
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(ibid: 110). The comments from teachers that ad@arning has been introduced before is
clearly true as in 1947 active learning was regaebeing an important means of

assisting learning.

3.3 Curriculum for Excellence

The Curriculum for Excellencén Scotland is based not only on the researcliot&ional
theorists but includes the views of parents, pualachers, HMIle and the SQA. From all
groups it was believed that the current educatystesn was not adequately preparing
young people across a spectrum of needs and aekandd better aid the development of
“... skills for learning, skills for life and skalfor work” (Scottish Government, 2008: 8).

It was further believed that the new curriculum Vaoaid in the development 6f.the
competencies, capabilities and values which as@ fatr the future success and wellbeing
both of themselves and Scotland as a wh@lad: 8). This reflects the changing demands
of our economy and the need for a flexible and tadde workforce who are equipped for
the challenges of today. As W. A. Gatherer (1989:states schools do reflect the
changing needs of society and during the 1960sl8r@s the recognition of the changing
demands then resulted in,.the recognition that society was changing iteacter and

its requirements of schooling caused the appearanoé new subjects and new courses
comprising different elements of different subject§his included the development of
subjects such as Modern Studies and Guidancehatourriculum, both of which are now

strong and relevant in schools.

Today we have moved from a traditional economy th@sea manufacturing industry to
one that requires a different sort of worker. @w#in economy is based around the tertiary
(service sector) and quaternary sector (includnegssuch as research and development
and information systems) and consequently newssaikk required. Today we need young

people who can function effectively within a ‘knasige economy’ that requires change,
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development and creative thinking. Today we ageired to use our knowledge to
transform situations and help ourselves and otitutisns move forward. Knowledge is
not stagnant and must be used as a means of chvea@@ye to use our knowledge and
young people must be educated to do so rathemtieaaly retain the knowledge. Schon
(1973: 78) quoted on (infed - online) states:

“We cannot expect new stable states that will eadar our own lifetimes.
We must learn to understand, guide, influence aadage these transformations.”

It is no longer appropriate to simply teach cohteryoung people when they will be
required to exist in a society and economy thateslnteraction, team working,
responding to others’ needs and using creativararghtive strategies in their day to day
lives. Curriculum for Excellencaims to address these needs in pupils and théiquésr

teachers is how best to implement these.

In this respect, the relevance of this new curdouto our society is without doubt. As to
its validity in the eyes of practitioners this i®ra open to question. One of the key
elements of education is that change occurs, irhrthe same was as our economy, and
we are required to embrace new ideas. In oppoditi€urriculum for Excellencéhere is

a sense in some sectors that it lacks directiorsabdtance. The current curriculum is
very content driven and although active learniracpces are advised they are not, to a
large extent, embedded in the curriculum. In same@s there is a sense of coherence in
the curriculum but with any change it takes timethe ideas and expectations to become

the norm, and periods of change can be both egaitnd challenging.

WhereCurriculum for Excellencédiffers from some previous curricular developmaests
that it focuses on outcomes and provides a highegegf flexibility in content. This
enables teachers to be responsible, to a largatekte what is actually taught. This
acknowledges the professionalism of teachers mgusbottom up approach to curriculum

development. Gatherer (1989: 125) discusses prsworricular changes where teachers
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were not included in the process and were sulgpetbp-down’ approaches and ‘cascade’
models of curricular development. This has a negamnpact on teachers’ autonomy and
professionalism and the new curriculum providespportunity for teachers to redress
that balance Curriculum for Excellenceomes in the wake of the 2001 Teachers’
Agreement which aimed to ensure teachers coulgatéli.a world class education
service which will fit well for the Zcentury” (2001: 1). Embedded within this document
is the notion that collegiality is important foatghers as is the opportunity for continuing

professional development (CPD).

The present curriculum in Scotland is divided ithieee sections that address the needs of
different age groups from 3-5, 5-14 and 14 and abd¥ithin this it is anticipated that
pupils will experience a broad curriculum that @egs them well for life. In the Structure
and Balance of the Curriculum: 5-14 National Guitks (LTS, online) it is stated within
the aims that children on entering school alreadysaiccessful learners’ and
acknowledges the need for active citizens and dentie in individuals. There is breadth
and balance shown within the curriculum, all of gthare elements @urriculum for

Excellence

Where the 5-14 curriculum is found to be lackingnishe quantity of content that is
required to be covered and the failure of youngopeeto progress as effectively as is
hoped during the transition to secondary schofhe curriculum is regarded as ‘cluttered’
in that it covers too many areas in detail an@asgrescriptive in what must be taught.
Regarding the transition into the secondary sab#challenge is in ensuring progress for
all at this stage. Despite the link into the selaog sector in the lower school years, with
this curriculum, this is an area that has beentifieth as requiring more challenge. The
aim of the new curriculum is to ensure there i$ ceaerence and depth in pupils’ learning

and that previous learning experience can be bailtA further issue with 5-14 has been
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the focus on subject areas at the expense of theltesnatic education has been a feature
in the past and it is hoped through the new culuiouthat learners will be able to see the
links between their learning and skills. The newriculum is from 3-18 with the aim of a

progressive and supportive learning experienceutiirout all formal education.

3.4 Development of Curriculum for Excellence

The development of the new curriculum is ongoiAg the present stage of development
there is the opportunity to engage with the difaiigeriences and Outcomes’ on the
website at LTS (online). This provides the oppuoitiufor teachers and other professionals
within education to respond to the outcomes anal talpilot these within individual

schools and departments. The state of engagemdiftarent across schools and
authorities and the ways in which the new curriouig being approached shows great

variety.

In some authorities there is a high degree of asgdéion in implementin@urriculum for
Excellencesuch as that in Local Authority 2 discussed inf@Zea5. This Authority has
provided CPD for all staff to assist in the devetgmt of pedagogies and skills in
effectively managing active learning for pupilshefe is no sense that a cascade model of
developing the skills for this pedagogy is suffitibut awareness that full experiential
learning is necessary for teachers. There is derstanding that the active learning
involved is not the traditional approach to grougrkvthat many teachers have experienced
and found wanting. This could be an importanteeas why teachers can be reticent in
employing group activities currently and in thetpaBhis may also be why the use of
active learning is continually identified as a resity to aid learning in young people when
curriculum outlines are provided, with the aim wrieasing its use. Group learning has
consistently been identified as an important med@ssisting learning in young people

and many experienced teachers still do not engaties. Providing training and CPD that
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enables group activities to be well and effectivelgnaged so that all pupils are involved

must, surely, be a means of addressing this.

There can be concerns by teachers in relationuothis may affect progress and as a
consequence receive negative reports from inspgectarScotland ‘inspectors’ have been
involved in curriculum development for some tina.the 1960s inspectors from HMle
gave guidance to subject teachers on their cumeyGatherer, 1989: 20). Their role
lessened during the 1970s in relation to curricutlewelopment but they have always had
a part to play in supporting and identifying whahstitutes good practice. The HMIe are
now in a position where they guide schools towavlat is regarded as good practice and
they promote the use of active and interactiveniegr Any concerns teachers have about

active learning should be alleviated by this staehin support.

Curriculum for Excellencés supported by various documents including Buidihe
Curriculum 1, 2 and 3. Building the Curriculum aAsMssued by the Scottish Executive in
2006. This gave guidelines on where particulariculum areas may be located within the
new curriculum and some examples of where eaclesuijea may help the development
of the four capacities in young people. In Builglthe Curriculum 2 (Scottish Executive,
2007) the focus was on active learning in the egahrs of education with a focus on
where this would fit with the four capacities. T&eottish Government (2008) then
produced Building the Curriculum 3 which providegsamework for learning and

teaching. The aims of this document are variedtmstablishes some of the key ideas
within Curriculum for Excellencéhat include relaxing the degree of assessmehein
secondary sector with a strong statement to tleeietiat no formal external examinations
should take place, unless in exceptional circuntetsrbefore the end of S3 in secondary.
This is an area that may come into conflict witl tnganisation of some schools at present

where pupils can be entered for formal qualificasiat the end of S3.
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The examinations planned to correlate with the oesticulum are still under review and
development at present. Indeed recent debates tifoappropriateness of the system
proposed have resulted in the Government providioge time for the development of the
exams and the implementation of the new curricullima press release (31/10/2008,
online) the Scottish Government highlighted thisatge’ period for schools where an

additional year has been given for preparation.

This concession by the government was broadly wedcbby stakeholders as it is believed
teachers require time for.. professional reflection and development worktbe new
innovative teaching and learning programmes reqiir@bid). The delay in the exams
was highlighted in the media as being as a re$abwcern from teachers that they would
not be ready in time and that some concerns wem#éw curriculum had still to be

addressed (Herald, 2008; BBC news, 2008).

The original consultation document presented amaxation system that would maintain
the current Higher level exam (University entrydegxam certificates in Scotland) as a
‘gold standard’. This would suggest that younggletave achieved to a high level in
their secondary education. Prior to this, pupésenthe opportunity to achieve at the new
General and Advanced General Level in S4. Thessthe focus of the early years of
secondary as it removes the perceived need td\teaexams’ and provides the
opportunity formore imaginative teaching that can capitalise gpeoaches which make

learning relevant, lively and motivatingScottish Government, 2008 :9).

It is possible to reflect on the positive attrilsitéd other education systems and how that
may also have influenced current thinking in SeatlaAn example of this is from Finland

where the best results in Europe have been idedtifom the Programme for International
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Assessment (PISA, 2006: online). Finland has beend to have a successful education
system where pupils work as groups using an endpaisgd approach. There are positive
relationships with staff and a less authoritarisanagement system than the one that
operates in our schools. In this education systieitdren learn by doing wherélhe

lesson is by no means spent in silent memorizati@nchildren walk around, gather
information, ask for advice from their teacher, pecate with other pupils, and

occasionally even rest on the sof@he Finnish School, online).

Building the Curriculum 3 (Scottish Government, 8Dfrovides schools and
organisations with a means of reflecting on whatisent within the education system and
scope to think about how teachers can take thecaemculum forward. There is within
the document guidance on the need for collegialitypng teachers and it fosters the
opportunity for teachers to be proactive in deveigphe curriculum as suited to their
particular local needs. Sachs’s (2003) argumanariicactivist teaching profession would
support this approach. The new curriculum provalespportunity for schools to
radically alter their organisation and focus, anohpote a more collegiate and integrated
approach in education. The opportunity for thiprapch has been provided through the
Teachers’ Agreement as already noted. In suppdneamportance of teacher interaction
the Scottish Consultative Council on the Curricul{l®95) stated th&The biggest and

most undervalued resource teachers have is ea@r’oth

Curriculum for Excellenceuts the learner at the centre of the curricul&eo(tish
Government, 2008: 11). There are several key el&srie this curriculum. Themes that
should permeate the curriculum are: enterprisgetiship, sustainable development,
international education and creativity. There gease that progression through the stages
and content of the curriculum should fit with tleaidner. Rather than jumping through a

series of staging posts the learner should betabsteove through at their own pace, for
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some, before sign posted stages, and for some, dfte educational experience of young
people should be coherent and continually builghoor expertise and learning. The
curriculum should be ‘rich’ (ibid: 35). The priqpdes of this curriculum are that it should
provide breadth, challenge and enjoyment, progvassiepth, coherence, relevance and
personalisation and choice (ibid). Many of theseqgples are embedded within our
current curriculum but schools are called uponuiteand reflect on areas that are not

included to ensure young people access the edndaey have a right to expect.

Significantly the purpose of the curriculum is defil as one thét..enables the child or
young person to develop the ‘four capaciti@sid: 22). The four capacities Gfurriculum
for Excellenceshould be developed in every young person thréliglturriculum content
and good practice that is undertaken in schoolee role of the teacher has moved to one
where an appreciation that learning and the dewedop of skills in young people is

essential, rather than maintaining a focus towax@sns.

As teachers are required to employ ‘good practitig’is a term that requires definition.
One area that has been consistently defined asgraatice is with the active engagement
of learners and this is an area where cooperaaming has been found, through research,
to work very well. This chapter will now exploteetissues around good practice and
identify whereCurriculum for Excellencean be regarded as supporting good practice.
Cooperative learning will then be assessed tofglamere it sits in relation to what is

accepted good practice in schools.
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3.5 Good Practice
Good practice in schools aims to ensure that teepmessible learning conditions are
created to enable effective learning to take pla&ighough written in 1995 the document
‘Teaching for Effective Learning’ by the Scottisloi@ultative Council on the Curriculum
provided an excellent analysis of what good praasc This document supports the
current actions of many classroom teachers whesd gaestioning techniques, classroom
management and an understanding of how we leanmegaeded as essential features

(Scottish CCC, 1995: 4).

How we learn has previously been discussed initdx@lure review but it is worth noting
here that how we learn as individuals can havergract on how we teach. Currently in
Scotland most of the teachers in our school ar@tbeuct of our education system. For
many this will have involved a system that was behaist in approach. For individuals
to be successful in an education system that stgppos learning style, they must be able
to function well within this system, and as suchl| value the learning and teaching

pedagogies that such a system provides.

Today we are aware that we do not learn in the saayeGardner, 1993) and
consequently as teachers it is necessary to anljugiractice to accommodate this and
ensure that all pupils are included. Traditiongr@aches are still a strong feature of our
classrooms, however, and this could be the resoliiocurrent teachers working well
within that system. What is recognised today & thmuch more flexible and adaptable
approach to learning in the classroom is requiretl young people are to benefit equally

from our education system.

It is important that pupils are able to engage iciamitly in independent learning and this is

a feature of good practice. However, it is esséhdibe aware thdMost learning
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involves other people(Scottish CCC, 1995: 9). Within this documensitlearly

identified that learners need time to engage fojlynteracting with others. This belief has
its roots in social constuctivism where individukgarn from one another (Bandura, Infed
—online) and can be seen to permeate thinkingtaddtactive learning today. This does
not mean a setting of group work where some mayufe@mfortable or lack confidence
to participate but one whete. learners have specific opportunities to wodoperatively
as groups rather than simply in groups and are emnaged to do so(ibid: 9). This may
involve working on the same task or through talongoles such d&s..providing an
opportunity for learners to share responsibility fimth their own and other people’s
learning; to take on different roles such as teaatencoach and teachef(ibid: 9). The
use of roles in active learning and the opportutatwork cooperatively are all aspects of
cooperative learning. This pedagogy further sugspeorking as groups rather than in

groups and as such can clearly be defined as gaotiqe.

Good practice is further defined as involving thdity of the teacher to interact with
learners (ibid: 14) to help develop their skillsagsessing their own progress and these are
all areas that most of today’s teachers felt canfidn. Where some teachers currently
lack belief (as this research has shown from tise study school) is in the ability of some
young people to learn effectively from one anothEhis is reflected in the reticence of
some teachers to regularly include active learpiagtices in their classrooms. The key
differences between traditional group work and @vapve learning work is that
traditional group work does not normally issue spkbere is no sense of team identity,
some pupils do not feel supported in the procedssanial skills are not developed in the
class but may even be damaged during the prodés=sse are issues in traditional group
settings and this presents a valid explanationtof i®achers may feel this is not an

effective strategy within their classrooms.
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In contrast the effective implementation of coofigealearning pedagogies aims to
support all learners, and enhance the learningl.oftéhas the capacity to engage all
learners and through the process of peer suppdrthendevelopment of social skills can

enhance the relationships that many young people wih one another.

Good practice is further supported by the teachmss personality and how they interact
with pupils. The ability to see the links in tharigculum while being knowledgeable
about what we are teaching is identified (ibid: 28y this will increasingly be a skill that
is developed as teachers are provided with theropmoy to engage more fully with one
another. The detail of what is good practicauigported by the Hay McBer report (2000,
online) where the characteristics of an effectescher are identified. This report is the
culmination of research into the actions of teashming interviews, questionnaires and
observations that were able to establish exactigtuths that effective teachers do.
Among the qualities identified was the ability t@amage resources and classes well, and
having a well developed toolkit of teaching skillkmong the areas that were identified as
strengths was the ability to encourage pupils toevane another (ibid). This is a key
element of cooperative learning and a significaeaafCurriculum for Excellencevhere

pupils should be able to show responsibility andtigbute effectively.

3.5.1 Good Practice and HMlIe

The new curriculum engages with what is now regatdebe good practice. As
previously discussed in the literature review, ¢hisrpresently a drive in education for
learning that enables young people to be activecagdged in the process. One of the
tenets of reviewing how well pupils are learning@&iged through the impact of

comparative exam results in Scotland.
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The exam results serve to establish how well punaile progressed in general, although
progress can be viewed from many perspectiveprolgress defined in relation to a
particular view of learning, and whether learneagéhpassed signposted stages within that,
or is this more holistic? One’s view of learniranchave a significant effect on what is
regarded as progress. Christie & Boyd (onlinejarthat focussing on progress:
“... tends to drive thinking about the curriculumto a linear mode, which fails to
reflect the true complexity and multi-dimensionafume of learning’.
They state in fact that it is not ‘what and whegdrning takes place that is important but
‘how’ that learning takes place (ibid). This theresonates withi€urriculum for
Excellenceand relates to all the evidence that has beeblested in this chapter with

respect to what constitutes good practice.

In Scotland the impact of individual schools, theilities and the experience of learners is
evaluated by Her Majesty’s Inspectorate of EducatidMle). HMIe drive developments
and changes in schools by setting criteria for velaatbe constituted as good practice and
what needs to be done to enable organisation®tygss. HMle have broadly been
involved in curriculum development in Scotland $ome time and are now drivers in

some of the developments taking place.

HMIle offer guidance in their document ‘How goois School?’ (HMle, 2007) on the
ways that educational institutions can, througlgarous appraisal of current practice, find
ways to move the organisation forward, ensure gffedearning and the maintenance of
good practice. HMle provide examples of what tbegsider to be good practice on their
website and these are available for schools arftaties to draw on (ibid). HMle

identify six key questions that can be used inpifueess of self evaluation for an

institution and these range from looking at theaetpon individual learners to the role of
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leadership in moving forward and developing theaargation. Thus the effectiveness of

schools is broadly examined.

The area of particular focus in relation to gooaapice is on the question ‘How good is the
education we provide?’ This is established by inglat practice in schools to identify any
areas of weakness. HMle are very practice basedhair evidence for good practice
reflects research findings. HMle undertake theingractice based research in schools
through looking at various measures of successatablishing what promotes that
success. The evidence being gathered by inspexdéamdy links to active learning
practices as benefitting and engaging learnershdim document ‘Improving Scottish
Education’, HMIe (2006) identified the need for rm@ctive learning in some areas of the
secondary curriculum enabling pupils to have mesponsibility in what they do. This
practice, as already discussed in the literaturewve is validated by previous educational
research that supports the benefits of active legrnGood practice in today’s schools

features a model of teaching where pupils areegdanded as passive learners.

A similar appreciation of active learning practicgsurrent in England. The Office for
Standards in Education (Ofsted, online) complet®skinspections in a similar way,
although the grading is different their aim of iscato improve standards in education.
Ofsted promote the use of engaging active learamthis is supported by the proposed
developments in their education system (The ChfdrBlan, online) which focuses on the
need to produce young people who are life-longiesa and fit to take part in our modern
and changing society and economy. They statertbeg td'... give young people the
knowledge and skills that employers and the ecoreays to prosper in the 2Century
(The Children’s Plan, online: 6)". There is awaes that teacher effectiveness is an
essential component to ensure standards are iaisedools (Hay McBer, online). Good

practice in schools is identified, as shown abtwénvolve effective teachers, with well
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organised classes and the implementation of effecittive learning practices that enable
young people to learn together. Cooperative legris an effective means of

implementing organised, inclusive, active learrimg classroom.

3.6 Perceptions of Learning and Teaching

The perceptions of what good learning and teacairedhas changed and evolved over
time. The demands on today’s teachers are velgreift to those of 30, 50 or 100 years
ago. Early formal education in Scotland was veacmwithin the transmission model
where pupils were the passive recipients of legraimd young people were trained to fit
into a society and economy that needed an industagkforce. Gatherer (1989: 6)
identifies the fact that in the early®@entury there was a need‘to’equip’ the pupil for
‘social service as workman and citizen"The demands on today’s young people are
altogether different as there is a need for conmuéte and abilities that change as our

technology develops.

The aim of education now must be to develop imlees the desire to continually update
personal skills and enhance their opportunitighé@workplace. A theme that runs
through curriculum developments in Scotland anBingland (Campaign for Learning,
2005) is that education should provide individuaith the skills, enthusiasm and
motivation that will enable each to be a life-ldegrner. Skills required today are broad,
with a need for a creative and adaptable workfarathis has a knock-on effect in our

education systems.

We require young people who can communicate, glayanise, take a full part in society,
be flexible and play their role as citizens. Tleendnds on the young people of today are
different to those of even a generation ago arsgliel the roles and demands made of

teachers have also changed.
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The role of the teacher today should also be orzelearner. Sachs (2003) argues that
teachers should be proactive in promoting changethiey are experiencing in relation to
their professional context. She cites Hargrea¥@894) as stating that teachers must
move€'... away from the teacher’s traditional authorighd autonomy towards new forms
of relationship with colleagues, with students, anth parents”(Sachs, 2003: 137).
Teachers’ roles must move away from one of the&naission’ model of teaching with
broad use of didactic learning and teaching metlogiles to engage more effectively with
young people and better mirror the more active ttody will experience in their work

lives.

HMlIe in ‘Improving the odds, improving life chanc€$8/06/2008) looked at how some
schools had been successful in improving literaxy/rmumeracy for the lowest achieving
20% of pupils and they include a list of charast#es that constituted very effective
practice. They cite active learning and the opputy to work collaboratively as

important within this (HMle, 18/06/2008). As preusly discussed in this thesis
cooperative learning has been shown to improvesgement at all levels with particular
improvements in the middle and lower ability pupilEhe skills developed within
cooperative learning assist young people in maiirtgimore positive interactions with
peers and help them adapt to different roles. ctimeculum changes in Scotland require
that young people are prepared for a more fleXiltlere than was the case in the past and

that they can be fully engaged in society in aetgirof ways (Fordet al, 2006).

3.7 The Role of Subject Teaching in Developing the Four
Capacities

Building the Curriculum 1 aimed to highlight theeas where subjects could begin to

engage with the four capacities as a means ofrigelevelop these in young people. As
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an example, Geography will be used as it was thgsuarea of this research and has the
benefit of engaging directly with some of the theréthe new curriculum. Sustainable
development constantly permeates what is taughissnes around citizenship and

international education are frequently raised.

Linking the Geography curriculum to where it capsort the four capacities is not
difficult. HMle used examples of practice from @eaphy departments in schools to find
out where the course content supported theseeldtian to being ‘responsible citizens’
areas across the secondary curriculum were foubd supported. In the early years of
secondary young people are encouraged to ‘havesponsible attitudes to the
environment...”(ibid: 2). In S3 and beyond pupils developtolerance and respect by
developing ... understanding of the reasons for $oe@@nomic and cultural differences”

(ibid).

Geography is fortunate that the themes that peeraatcurriculum blend well with the
criteria forCurriculum for Excellencéut there are many areas identified in this docume
where this can be further enhanced. As will bewdised in the research analysis,
cooperative learning pedagogies in the Geograpdssobom provide a practical
application of developing the ways that young peaain be identified as responsible

citizens.

The capacity of ‘successful learners’ is an areaall schools have always aspired to
deliver. In the practice analysed here by HMlagiation to Geography pupils are

identified as engaging effectively in independerd aollaborative work, particularly in
relation to investigation tasks. This view of sessful learners depicts motivated and
enthusiastic individuals who are able to seek adtexplore areas adding to their own

learning. Across all stages, however, this ish@bieved to be the case and departments
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are asked to question whether thert.ig00 much time spent, especially at the upper

stages, on the didactic delivery of large amoumisformation” (ibid: 4).

In relation to the development of ‘confident indiuals’ there is awareness that this must
be grounded in practice. Confidence based on Bajécomments does not have a
positive impact on young people. Confidence cofrms feeling safe in an environment
and knowing that you are able to try new things takeé chances. This aids the
development of independent learning and the lears&ength of conviction on what they
can actually do. Geography departments are redasleontributing to this development
not through content in the curriculum but throulgl €thos and opportunities the subject

can provide.

The development of informed views and ideas, agarded as aiding confidence in this
literature, as is the opportunity to work collakoraly. Pupils benefit from having their
views heard, from being involved in decision makamgl by contributing to discussions.
In this respect it is important to reflect on thvedence that shows not all pupils are
confident engaging in this way and may feel threadein doing so. Teachers therefore

need to question whether pupils are adequatelyosteapin this context.

Guidance from HMIe asks that teachers reflect ennthys that they enable confidence to
be built by assessing whether all pugils,develop skills in independent and collaborative
learning? Are pupils working in groups to devegiils such as respecting the views of
others” (ibid: 5). Collaborative learning assumes thapalbils will function well together,
and this is the ideal, many young people howevedne develop the skills that enable this
to take place. This is where cooperative learmsrgffective in any subject area as it

teaches the social skills necessary to enablewgpdoowork collaboratively.
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The final area that the Geography departmentsskedao reflect on is in relation to
‘effective contributors’. The Geography departnseiiat formed this analysis were seen
to assist this through the opportunity for pupildake part in activities, show
responsibility for their own learning through exsieg choice, presenting their work to the

class, role play and at higher levels, throughrekee pieces of writing (HMle, 10/06/08).

To improve Geography, departments are asked tage®ufficient opportunity for
“...discussion and debate about contemporary iss(gsd: 5). Discussion would give
pupils the opportunity to contribute to the wholess. When pupils engage in class
discussion there can be pupils who ‘fly under #racher’s radar’ and are able to avoid this
activity and let others ‘do the talking’. To engagl learners successfully in an activity
such as this, the use of small group skills thatiire everyone to take part, is a good
starting point. This would then result in agreeoup responses ensuring all pupils are

fully contributing on a regular basis.

When reflecting on the above data from HMle, whalasady noted play an important
role in assisting the developing of the curriculuints evident that there are areas where
the curriculum can be found to support the fouracapes ofCurriculum for Excellence
Similar links will doubtless be found across cuihien areas. The links, however, can be
tenuous and sporadic. It is more effective, armighitforward, to introduce an appropriate
pedagogy into classrooms, such as cooperativeihggarms a means of effectively

supporting and enhancing the four capacities oayabg day basis.

Below, Table 3 attempts to briefly outline somamples of recognised good practice in
relation to the four capacities Gurriculum for Excellence Although not exhaustive, the

brief examples given provide information on whenerent good practice in schools can
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help to deliver the four capacities. In assocratigth this, a brief explanation of where

this can be provided by cooperative learning igiv

Table 3 — Good Practice

Curriculum for
Excellence - the Four
Capacities

Examples of Good
Practice by HMle

Cooperative Learning

Successful Learners

Evidence of young people being
successful learners can be gaing
through examination results and
statistics. Effective teachers hay
been found to include all pupils i
lessons, give opportunities to led
together and discuss progress
individually and with peers.

Cooperative learning has been
dshown to improve learning for
pupils of all abilities. The
eopportunities to learn with peers
n whether mixed ability of in exper
rigroups has been shown to enhatr
the learning of all.

nce

Confident Individuals

Building confidence in young
people has been identified throug
their involvement in group
activities, the opportunities
provided for them to be heard,
show self respect and develop
skills to enable them to achieve
success in a variety of different
areas.

Previous research has shown

ylyoung people feel more confiden
when working with their peers in
a supportive environment. This
thesis will show the security this
can provide in aiding the
development of a sense of
physical, mental and emotional
wellbeing.

Responsible Citizens

Good practice has been shown t
include involving young people ir
a variety of activities that promot
responsibility (including pupil
councils, eco schools and charity
activities). These activities
develop respect for others and
their beliefs. The opportunity to
develop informed and ethical
views of complex issues are
developed through interaction
with the teacher and effective
discussion in the classroom.

0 Increases responsible approaché
to others through the social skills

e developed within small groups.
Through the social skills
developed pupils learn to take
turns, respect one another’s view

£S

S

and to make informed choices and

decisions. Pupils are required to
assess their own part in group
activities and this involves an
awareness of their responsibility
to the group.

Effective Contributors

The use of ICT, working in teams
and creative activities are some
the ways that teachers can assis
the development of effective
contributors. This gives pupils th
chance to take on different roles
and be more enterprising in their

Cooperative learning requires that

pfall pupils take part and contributg

t effectively. This is supported an
managed by the distribution of

eroles within the group and the
processing of how effective the
group and individuals have been

approach.

)

within that

3.8 HMIe Examples of Good Curriculum Practice

HMlIe are the regulated body that systematicallp@uss the effectiveness of schools

across Scotland as a means of identifying excefleattice and areas where schools can
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further develop. As previously noted HMIe publighart 3 of ‘How good is our school’
(2007) as a means of assisting schools on thisgyurThis thesis will now review a
number of reports by HMIe that identify good preetand establish where this relates to
the four capacities aZurriculum for Excellence As a further dimension it will be
established where cooperative learning can be dedaas having a positive impact in

each.

HMlIe provide schools with feedback based on sielev These levels are:

Level 6 - excellent - outstanding, sector leading

Level 5 - very good - major strengths

Level 4 - good - important strengths with areasirhprovement
Level 3 - adequate - strengths just outweigh weages

Level 2 - weak - important weaknesses

Level 1 - unsatisfactory - major weaknesses

(HMle, ibid: 5)

The focus here is with Quality Indicator 5.2 teachior effective learning (HMle, ibid:
28). The key features of this indicator are tlaiva learning should be encouraged,
teachers should be able to effectively implemerdréety of pedagogies in the classroom
to ensure all pupils are engaged, and that leasstiogld be in relation to learners’ needs

(ibid).

A review of HMle reports was completed on a tota®4 school reports in Scotland with
11 of those in the primary sector. Four returityigeports are included along with 2 Local
Authority inspections and their return visits. Asomparison to assess what Ofsted regard

as being excellent practice 3 school reports haen lbeviewed.

The Local Authority reports cover the entire aréaesponsibility each holds and
highlights the particular challenges that they fatbe two Authority reports date from
early this decade but stress the need for shadng gractice between staff. HMle

(30/05/2002) identified the need for one AuthotayExtend approaches to identifying
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and disseminating good practice to contribute tisireg pupils’ attainment”. One way

this Authority has taken steps to address thisutindhe introduction of a good practice
website through the Glasgow Schools Network (oilife the follow-up report however,
despite many developments and evidence of goodigedieing implemented (including

the sharing of good practice), it was noted théiaitives aimed at improving learning,
teaching and attainment had yet to make an imptdig, 23/09/04). The reasons for this
are not clear but possibly the delivery of enhanuedtice needs to be more systematically

introduced.

In relation to the second Local Authority reporiMie, 11/02/2003) the Authority were
noted for taking dProactive stance to staff development as a meéssipport...”
included within this was th&oll out, over five years, of the Canadian modél o
cooperative learning’(ibid: 46). In the follow-up inspection continu®improvement was
identified as were the comments from schools‘thathe inclusion of cooperative

learning techniques was having a positive effecgaumg people’(HMle, 01/11/2005).

Within schools, as well as Authorities, there aféetences in practice. Some of the
challenges that schools experience include vanatio staff expertise, opportunities for
appropriate continuing professional developmenpjl@ttendance, parental support, staff
stability and absence. All of these can have &tebn the overall success of a school and
on the development of good practice within it. fEhare issues with teacher confidence in
embracing new technologies and alternative pedagamnd these are areas where staff can
be supported. Management in schools can haveitwpas negative impact on the ethos

within the school on the ability of a school todabe challenges of the 2Century.
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In the school reports reviewed, a sample of wharne from the Local Authorities noted
above and a sample from other Authorities, theaas to establish what was regarded as

good and excellent practice by HMle.

The areas examined in the reports were in relatictine teaching process’ and ‘pupils’
learning experience’. Of all the schools includethis study only one school had two
Level 6 comments for both the areas of teachinggs®es and pupils’ learning experience
(HMle, 20/03/2007). Amongst key strengths ideatfiwithin the school was the
“outstanding quality of teaching and pupils’ leang experiences{(ibid). In relation to
what constituted such an outstanding report the édadlvised:
“Across the school, pupils were actively involvadill aspects of their learning,
regularly working together in groups to investigated develop their work further”
(ibid: 2).
In this school the Head Teacher was commendedhéoraiationships that have developed

within the school and the teamwork found there.

Amongst the schools identified as having very goodood pupil experiences and
teaching for effective learning the strength oémattive learning was identified or was
regarded to be an area that was developing wetiorfg this group there was evidence
that pupils worked well together cooperatively avete engaged and motivated by the
activities in the classroom. (HMle, 07/10/2008; H\i02/09/2008; HMIe, 06/05/2008;

HMle, 04/09/2007; HMle, 19/06/2007 and HMIle, 24/2106).

HMlIle also define areas where schools are lackinighave significant room for
development in both areas. Schools were identédgedot fully supporting active learning
practices (HMle, 08/05/2007; HMle, (a) 20/03/20BiKMIe, (a) 05/09/2006; HMIe (a),
13/06/2006 and HMIe, 02/05/2006) and it is intengsto note that all the schools who

achieved either an adequate or weak in this saamplall from the secondary sector. The
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absence of primary schools in this sample is pbsdilee to the more active learning

approaches that are traditionally applied in teistar.

Traditional teaching pedagogies can hold firm i $kecondary sector as staff are
concerned that using alternative approaches wilatiow time for all curriculum content

to be covered. The Inspectors’ comments relatdalck of active involvement by pupils.
“Teachers did not always involve pupils activelypegh in learning, or give them
sufficiently useful feedback about their wo(KIMle, 28/02/2006). Providing feedback on
learning and sharing learning intentions are atiegishave been identified as good practice

(HMle, 20/03/07 a).

Sharing learning intentions is a featureCafrriculum for ExcellenceThis is also a feature
of formative assessment that should be includetbissroom practice. The lack of this
would suggest that pupils’ learning experiencesaffiected (Learning Teaching Scotland

(online)). Cooperative learning also requiresnéag intentions to be shared.

The inclusion of cooperative learning in a classmoeill help teachers to address the
negative comments on pupils’ learning experienbasdccur when active learning is not a
feature of the classroom. In this sample the contsieom the HMle followed a similar
tone in relation to ‘adequate’ learning experierfoegpupils. One school was identified as
lacking in this area ds..only a few teachers gave pupils tasks that alldwem to be

independent in their learning, or to work togethet (08/05/2007).

In a further school the HMIe wrot&upils were more responsive when actively engaged
in their learning but they were, on a number ofasions, passive and the pace too slow”
(05/09/2006). In all the examples of pupils’ laaghexperience being regarded as

adequate the lack of active learning and engagemanidentified as an important factor.
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In all of the schools where learning experiencesevgeen to be excellent, very good or
good in this sample active learning and engagemmasbeen identified. Where schools
have been rated below this there has been a laalis@nce of active learning practices.
Active learning has been shown to have a positifezton pupils’ learning experiences
and is supported by research into education affectigee means of enhancing learning in

schools.

3.9 Ofsted Inspections

As a contrast to the evidence from Scotland, aridgblight the changing philosophy in
education occurring in a wider sense, brief refeees made here to the findings of some

recent Ofsted reports.
Ofsted is the authority in England that identifegeas of strength and weakness in schools.
Ofsted will support schools in moving forward ankem the inspectors believe it to be

necessary a notice to improve is given to the dshoo

The criteria employed by Ofsted is as follows:

Grade 1 - Outstanding
Grade 2 - Good
Grade 3 - Satisfactory
Grade 4 - Inadequate

Ofsted (online) also supplies on its website a nemalb schools that have been categorised
as outstanding as examples of good practice. @rnsohool identified as outstanding the
criteria identified for this status was due to tverall effectiveness of the school along
with the*...calm, well ordered school... students collaboratel avork together and ...
lessons interesting and excitingOfsted, 25/09/2008). The areas of outstandiagtpre

are similar to those identified in Scotland. Tisisupported by the general understanding



64
now in education that young people must be prepiareife in the 22 Century that is

complex and requires the ability to engage in $gpcie

In one school given a ‘notice to improve’ the reestor lack of quality in learning was
given as'...teachers talk too much...(Ofsted, 06-07/02/2008). In a second school
learning experiences were described as variabletiwi best lessons described as ones
where students were able to share thoughts and wié@aone another arfd..to ask for
help or support so they became more self-confidedtexpect to do well. This is
important because many students are not yet efteldarners”(Ofsted, 09-10/05/2007).
The follow-up to this report showed an improvemeith pupils saying they appreciated

“...the strategies used by teachers to engage theheinlearning” (Ofsted, 19/09/2008).

In England the focus of the new and developingiculum for 4-19 year olds is to ensure
that young people are able to learn. In the Cagmphar-Learning (online) pupils are
expected to learn how to learn and examples ofthesumight be engaged are presented
through studies on peer assessment, understanokmghily learn, providing creativity in
the classroom and cooperative learning. As has Biseussed in this thesis what is
increasingly being identified as an essential fact@ffective learning is ‘how’ learning
takes place. This is reflected in the reportsfitéMle and Ofsted and much of both their

evidence is based in research data.

3.10 Conclusion

What is evident from this Chapter is the need ®uesm young people are ready to, and
capable of, functioning in a positive manner wittoday’s society. The term ‘good
practice’ has been clarified in relation to whatdgarded as good learning and teaching

from research and reflection on practice and hasvrtfight relate to the new curriculum.
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This chapter shows that there is a growing awasetied our education system must
evolve to meet the needs to today’s young peopdepagpare them for our complex and

frequently changing working environments.

The pedagogies required of our teachers are sitoitdnrose identified over half a century
ago and require the implementation of active leayniTo ensure teachers feel able and
ready to embrace these challenges and ensure gacittp there must be support through

appropriate CPD.

This thesis will now explore how the research fos project has been gathered and

provide an explanation for the chosen methodology.
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Chapter 4 Research Methods

Cooperative learning is a widely researched legraimd teaching approach as the
literature review in Chapter 2 highlights. A sigrant degree of this research has focussed
on the achievement gains that can be experiencedgh the implementation of
cooperative learning strategies in the classrobnprevious research there has been broad
use of positive research paradigms (Johnston, 1B88json, 1985; Nebet al, 2001 and
Slavin, 1987) as a means of assessing the impacioplerative learning and there have
also been interpretive approaches (Jules, 1992 agah, 1986) although these are fewer
in number. Each has attempted to ascertain whetiggrerative learning can have a
positive impact on individuals; their achievemend &ow they perceive their progress and
personal development in a number of areas as & ofgngaging in cooperative learning
strategies in the classroom. There may also hieairtheory and specifically action
research studies similar to these but | have roattéal any published examples. What
follows is an explanation for the chosen paradigrthis research but I will first outline

how the research data was gathered.

4.1 Data Gathering

When completing this research | aimed to give aoawt of the experience of the
participants who were exposed to cooperative legrl@ssons. | thought this would be
possible through engaging a number of differerd dathering techniques within the
interpretive paradigm. | have outlined in the ¢abélow (Table 4) what | did to gather the
data and in the rest of this chapter explain mpmnale for the chosen interpretive
approach to research and why | think the paradigdhdata gathering techniques were
appropriate in this project. Qualitative and gitative data was gathered through
interviews, questionnaires and tally sheets anatbanisation and timescale of that is

outlined in the table below.
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Data Gathering Technique

Date(s)

Action

Pilot

15" February 2008

| issued questionnaires to pupils an

group interview questions were also
provided with time for reflection.
Tally sheets were used during timed
observation of cooperative learning
activities.

Pilot analysed

18— 26" February 2008

The results of the pilot were arealys
where | looked for areas of
misunderstanding and refined the
research instruments. As a result
adjustments were made in the
guestionnaire.

Pupil questionnaires

$March 2008 — 2nd May 2008

Plain language statesreamd consen
forms were issued to pupils willing td
take part in this project and when
returned pupils were asked to
complete a questionnaire. These we
completed over a period of time due
to the different rates at which they
were returned. These were complet
in class time.

pre

Tally sheets

31 March 2008 — 30 May 2008

Observations of pupils with the tally,
sheets occurred after they had
completed a questionnaire. | moved
around pupils in their groups at one
minute intervals and observed their
activity and interaction during this
time. Pupil engagement with any of
the criteria on the tally sheet was
recorded.

Interview with the Development
Officer

1" April 2008

This interview was conducted at a
time and place convenient to the
participant. Interview questions wer
provided prior to the meeting. The

interview was recorded with consent.

| transcribed the interview and
returned it for verification on"8April
2008.

1%

Group interviews — pupils

S1 D ppril 2008
S2 — 24 April 2008
S3 - 2% April 2008
S4 — 29 April 2008

The group interviews for pupils took
place in my classroom and were
recorded with consent. When
required | requested the permission
classroom teachers to remove pupils
from their class. The pupils were
provided with the questions to reviey
and offered the opportunity to review
the interview transcripts.

Group interview - staff

B May 2008

This interview took place in my
classroom on an in-service training
day and was recorded with consent.
The teachers taking part had agreed
this beforehand. All of the
participants were provided with the
questions a week before. Transcript
of the interview were forwarded to th
participants on 8 June 2008 for

—

(o]

[V

verification.
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4.2 Background

In this research | was originally clear that | wethto engage with an interpretive
paradigm. | have been challenged, however, bywareness of action research principles

and my position in this research as teacher.

Early in this research | planned for a valid apploasing an interpretive paradigm where |
gathered qualitative and quantitative data as anmebensuring a rigorous and detailed
study (Table 4). Interpretive paradigms, like pesiparadigms, aim to deepen our
knowledge on a subject area. | aimed to add tevthr& of previous interpretive
approaches. Action research is a development fin@more recent critical theory
approach to research that aims to challenge anthehsystems at a macro level (Colkén
al, 2004). Action research aims for localised chaagg development where a practitioner
can reflect on their practice and &bslow can | ...” questions (McNiff, 2002: 97). In this
approach an individual is researching themselvdgtamimpact their actions can have on
others®...you are researching yourself, but that invol\esv you are influencing others”
(ibid). This presented an issue as | was reseaagdiow the introduction of a learning and
teaching approach might assist in the developmfeiiedfour capacities of the new
curriculum while constantly revising what | was nigiin the classroom in the light of

experience. This thesis will therefore draw orhtsxthools of thought.

A feature of this chapter will be to explore thed®ns of teacher as researcher. This
research is clearly not a ‘how can I’ questionwasild be expected with action research,
as | was researching a pedagogy and how that ilgbact others, rather than looking at
my own practice. It has, however, involved consfanfessional reflection and action as a
result of the findings, and in this way the procefthis research, and the actual

implementation of it, can be directly linked toiaotresearch. The opportunities and
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scope for engaging with action research principlete still respecting the validity,
benefit, and indeed use, of the more establistzetitibnal approaches to research will be

analysed below.

The reason this research has taken an interprappeach was because it was essential to
be aware of the intricacies of cooperative learmind the impact it can have on an
individual. The aim of this research was to explor what ways, if any, cooperative
learning can assist in the development of the éaypacities oCurriculum for Excellence

To fully appreciate the subtleties of this it wagpbrtant to explore the attitudes and
behaviours of participants in a manner that allothedthemes to be identified. These
findings should help to further inform future pri&icher practice, and in this respect,

embrace the methodology of action research.

The four capacities d@urriculum for Excellencevere used as a measure to assess in what
ways young people perceive they may, or may notk bhanefitted through cooperative
learning in their development as successful leatreamfident individuals, responsible
citizens and effective contributors. This reskascsupported by evidence gathered
through observations, questionnaires and interviel¥ge evidence gathered was analysed
to assess whether cooperative learning could sugpofour capacities of the new
curriculum. Quantitative and qualitative data gaithg techniques were used to ensure
balance within this research and to present detéitelings. The aim was to ensure that

the full impact of cooperative learning could beiged and that all possible variables were

taken into account, in this research, within thetert of the classroom.

4.3 Methodology

The traditional paradigms of research, positivist anterpretive, have evolved within a

continuum. At one extreme we have a subjectipgre@ach, where interpretive research is
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located, and at the other the objective approadrevpositivism exists. Louis Cohenhal
(2004: 8) stress that the chosen approach will haverofound implications for research
in classrooms and schoolslue to the manner in which research is carried oithe third
paradigm emanates from a belief that interpretia @ositivist approaches to research do
not always get the full picture. Critical theomydacritical educational research aim to alter
situations for the better by addressinghe political and ideological contexts of much
educational research{Cohenet al,2004: 28). It is argued that all research is attitjo

this.

This research aimed for a balanced approach thktadroad perspective and gathered
information from various sources using qualitatiwel quantitative methods. The overall
research paradigm engaged however presented sagefta challenge as | was
constrained by elements of each paradigm. Themdiiat | would take a stance from one
point of view and work with that seems limiting aaickimes challenged the notion of
taking a broad perspective. This critique expldhed tension and extracts the essential
methodologies of a positivist, interpretive andicail theory paradigm that ensured | was

at ease with the process, while respecting andatatig the experience of all participants.

The practicalities of having to take ‘a stand’ ppeoach to research presented a tension.
There was a sense that the divergence in thinkngtghilosophical paradigms could
limit the overall outcome. The other side of thavever, was an awareness of the
strength in a didactic approach that focuses indireetion and provides the ability to
move some way towards certainty when we look iitlat a particular issue. Within this
| could see benefits, and indeed relevant poinketexplored from each paradigm, this

needs to be discussed in greater detail.
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The nature of any research is limited as only allssm@a can be realistically and
effectively explored. This does not invalidate fitecesses and findings from research.
What follows is an understanding and analysis efgaradigms that could be used in this
research. The aim is to move towards a deepeepioa of why a particular paradigm or

a sharing of paradigms came to the fore.

4.4 The Impact of Paradigms

Cohenet al (2004: 4) make a detailed study of two views ali@gloscience, that of the
positivist or scientific paradigm and the anti-fiv®i or interpretive paradigm. The authors
begin by stressing that where one locates onesefflation to these approaches
“...profoundly affects how one will go about uncomgrknowledge of social behaviour”
(ibid). Not only do the two approaches have aed#ht view of reality but this also implies
“... different ways of interpreting it(ibid). The work of Burrell and Morgan (1979) in
Cohenet al(2004) is cited as an excellent explanation ofasumptions that underpin
each theoretical approach. To paraphrase the @utssumptions about the theoretical
approaches is to decide whether social realitgrsgnal to an individual or something that
is ‘out there’; whether knowledge is something tlsdtangible’ or more ‘subjective’ and
whether human beings control their environmentrertlaey reacting to it (ibid). Cohet

al (2004: 6) advise that these ideas are importazdaus® the view taken in each of these
assumptions will affect the research paradigm ugeddsuch, if knowledge is seen to be
“... hard, objective and tangible...&nd researchers’ hate.an observer role ... with an
allegiance to the methods of natural sciencea. gositivist paradigm will be appropriate.
In contrast, if knowledge is understood to“hepersonal, subjective and unique ...
imposing on researchers an involvement with theljescts...”this will relate to an
interpretive paradigm where the researcher iserobred from, or disengaged with,

participants* (McAlister, 2008).

*The ideas in this paragraph were briefly exploracan assignment submission for the Theory of EdhrratResearch
module in 2008.



72

As the above comments show it is the essentialratateling one has, as to what
knowledge is, that will influence and indeed det@erhow that research is conducted.
This research aimed to explore and interpret idial experience in relation to a
pedagogy. The aim was to extract the themes thatged from the experience of
individuals. Data was quantified to try and egtdbthese themes and elicit a clearer,
detailed picture of the sample. The aim was taendepth of understanding on how
individuals interpreted their experiences. As teisearch looked at experiences this
implied the research was interpretive in approathe nature of research is not always
straightforward however and the fact that the teaels researcher aimed to explore the

implementation of a pedagogy resonates with ctigdacational research.

It is clear that there are benefits in utilisingasitivist approach to the study of cooperative
learning as much previous research has shown.s@ddle of this research however
challenged this and the fact that | was involvethwhe participants meant that an
interpretive paradigm was fitting. However, thetfthat this thesis was the result of a
journey of exploration and engagement for me, loglkat improvements in learning for

young people, reflects a theoretical paradigm ssctritical educational research.

This presented a challenge to me as an interprafipeoach seemed appropriate to this
study. Indeed, the rigour and validity that careb&blished to different degrees, in
positivist and interpretive paradigms was desirexith The challenge came from
awareness that critical educational research.d@ridim of action research, was also
appropriate. How could | ensure the validity pbksthrough engaging with long held
traditions in research with an action research@ggr? This study aimed to do so by being
completed in a rigorous manner with respect shaatreditional paradigms in research.

However, there may be concerns, from some traditischools of research, that the study
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could lack validity due to its completion by a graener. Jean McNiff (2002: 20)

identifies what she terms the.high priesthood...”of research wheré..practitioners are

not viewed as legitimate knowers, either by thé lpigesthood or by themselves...their
form of theory tends to be regarded as practicalppem solving rather than research.’
believe there may have been validity in this comnmethe past, however, as more
practitioners have engaged with research this ndtas been challenged. The challenge in
this research was to present this thesis withirlhfarmulated interpretive paradigm that

could be regarded as relevant, reliable reseamdtuped by a practitioner.

This research was more than practical problemsglwvi a classroom and | have aimed to
ensure that this is evident in the final analySike desire to explore this area using
traditional paradigms shows my bias for differearris of knowing. The knowledge that
can be gained from previous research was regasiadanefit to the completion of this
project. McNiff (ibid) would say that a literatireview is not necessary for action
research however | believe it is essential to gdoumderstanding of the previous studies
that show the impact of this pedagogy and furtberalidate the work here. As a result of
these factors this thesis is neither fully intetimeenor fully action research based. ltis, in

essence, an interpretive research study complgtadobactitioner.

4.5 Positivist Approaches to Research

Positivist approaches have brought many benefigsltational research. Our knowledge
and understanding of the impact of various learaing teaching strategies, including
cooperative learning, and on the success and atademevement these can bring is
impressive as a result of positivist research. r&have been gains looking at measures
such as integration in different ethnic groups,rovements in self-esteem and in
motivation and all of these have related to codperdearning (Clark, 1988; Hauserman,

1992; Johnson, 1982). This research shows that "rerobvious benefits to the clear cut
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analysis that the positivist scientific approacters and that the data gathered does not
only need to be statistical data. There are lithoita to using the positivist approach in
this particular research project however, duesadtle. A case study approach will be
used to gather data on one particular school asduviti not merge with the broad
perspective that positivist approaches to reseawcmally take. Further, the impact of the
teacher as researcher presents a relationship éretwsearcher and participants and any

sense that the researcher is in an observer rbteisitherefore not possible.

4.5.1 Positivism as Science

Positivism is a scientific approach to researcbsitzism was born of an experimental
tradition that identified causal links between texe@nts (Cohest al,2004: 4). The
scientific approach aims to Be.systematic and controlled...empirical...self-cotieg”
(ibid: 5). Here there is a system for completing kimd of scientific research and this
allows for validation of any findings. This meahat any findings made through this
paradigm can be reviewed, and checked, by othearelsers. The process acts as a self
regulating body to ensure that research findingsaacurate, give a true representation of

the data collected, and the manner in which theare$ takes place.

This approach is based on the idea that sociahrelseas takes place in schools, is
basically the same as research in the scientifitdyarhere the subjects of research can be
controlled and possibly manipulated by the researtthextract information or establish
relationships. When looking at social science hawewe are dealing with individual
human beings who may not respond to the methosisaightforward ways and results can
be open to interpretation. Human subjects cane@xpected to respond in a similar way
to stringent scientific experiments, but data cargathered from possible outcomes or

activities that take place with human subjectse Uike of a very broad group of
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participants should enable generalisations to beenaad allow for the development of

hypothesis on the topic.

The true scientific method would require that amyneaariables in the research can be
controlled as possible. One of the key points shatuld be considered in this, is the
population to be studied and what the sample dfgbpulation might be. Cohest al
(2004) discuss this by stressing that the meamestablishing a sample should be decided
early on in the research. A scientific approachludavant to control as many variables in
the research as possible but in some situatioasrthy not be possible due to the
organisation within establishments. Schools arexample of this. In an interpretive
paradigm this control may not be possible, or éédsr, as the complexity of relationships

and findings will be analysed.

One of the many benefits that positivist approatcbessearch has, is the sense of
detachment from the participants. The researcha&slsis to gather data and analyse it
from the sample and the more controlled this carifgemore reliable and powerful the
data is. In this style of experimental researstetwill be given to set a hypothesis and
control variables. The researcher will have trale defined and this may be through
experimental or quasi-experimental methods. Calteh(2004) define the difference
between these two approaches as being one wherestercher has some control over the

sample selection and one where this is not possible

An experimental approach has a high degree ofitsahbg it is a truly random sample from
a population, whereas, a quasi-experimental apprdaes not use random sampling.
Here the group is established by some other meanh,as the actual make up of a class
group. This can be the case in schools when dasseset prior to any research being

undertaken. Both experimental and quasi-experiah@piproaches involve the use of a
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control group and/or the use of data gatheringftgdtefore and after the research. This
provides the opportunity for the researcher tolgpothesis as to the effectiveness of the
input provided or the data gathered. By using sutbxperimental approach a
comparison is possible between different sets t& dad it is possible to gauge the impact

of any input given.

Experimental research studies have been complédied Wwoking at the impact of
cooperative learning in the classroom (Johnson3;19&hnson, 1985; Slavin, 1984) and
show the impact that particular cooperative leagrstnategies can have. Studies such as
these are, however, focussed on the results thatlheen achieved and how this might
impact on individual pupils. The data shows thedfiés that cooperative learning has
produced in different controlled situations, and banefited from the validity that
controlling different variables presents. The peisit research has been effective in
gathering data that supports the use of cooperiaraing as a means of raising

attainment and achievement in young people.

Within the tools of the positivist researcher anagety of data gathering techniques that
enable a large sample area to be covered. Resedrether positivist or interpretive can
make use of qualitative or quantitative methodgyfthering data and this study used both
methods when gathering evidence. In this reseguahtative data should help to gather
information on ‘why’ certain results are found ahd quantitative data should help to
gather the ‘what’ information (Theories of EducatiResearch Course, 2007). The
rationale behind this strategy is that it allowsr@ad perspective to be gathered through
the use of questionnaires, with interviews enabinaividual perspectives to be taken into

account, and gives more depth to the research.
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One method used in a positivist approach to gatbetata by the researcher is that of non-
participant observation. As the researcher icthgsroom teacher of the pupils
participating in the research, this is not possilee normal practice involves setting up
an observation schedule for gathering data andehimique was used, however, as | was
involved with the pupils this had an impact on tla¢a gathered. An observation schedule
(tally sheet) was used to gauge the activity ofipigants while completing various
cooperative learning tasks. It was hoped thatdiygia questionnaire this would balance
and support the results gained from observatiodgyaoup interviews. Using different
data gathering techniques provides a broad pefrgpedtrom this a sense of how this

pedagogy could be used to support the four capaaiti new curriculum was established.

4.5.2 Issues with the Positivist Approach

Where this approach has been lacking is when theoathe research is to get a sense of
how individuals have experienced the process. alineof interpretive research is to gain
an understanding of the issue and this can be reaBly understood by actively seeking
the finer points. Positivism as a scientific agmio is excellent at establishing the effect
that cooperative learning can have on a broad speaif people over time but may not be
as good at establishing the subtleties of thathe@Gdisations can be established from a
rigorous scientific approach but they do not alwgiy® a sense of the actual experience of
participants. As cooperative learning is aboutnattion, there needs to be an awareness

of how this affects different individuals.

Cohenet al (2004: 19) state that to interpret the experiesfaadividuals involved and to

understand fully what has taken pldce we need to examine situations through the eyes
of participants rather than the researchdibid: 22). This research was exploring the link
between the new curriculum and a pedagogy, it walsiihg at more than exam results and

an interpretive paradigm enabled the experiendeddfiduals to be explored. Indeed
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Cohenet al(ibid: 26) state that the very nature of this fasfrresearch...fit naturally to
the kind of concentrated action found in classroamd schools” Daniel Muijs (2004: 9)
takes this further and stat&3ualitative research is good at providing infornian from a
large number of units. But when we want to expéopeoblem or concept in depth
guantitative methods are too shallowlt was necessary to ensure depth in this researc
through the use of interviews and to challengeensific approach thdt..excludes
notions of choice, freedom, individuality and maesponsibility” (Cohenetal, 2004: 17).
This research can confidently give an understandiribe perceived impact cooperative

learning can have in supporting the four capacaigSurriculum for Excellence

This study is not a large positivist study that ozake generalisations relating to a wide
population but it can give a detailed and validenstanding of the situation within this
case study school. Although this research madefugealitative and quantitative data in
its analysis the overall paradigm in which thissgash took place was through an
interpretive approach which was.more concerned to understand the individuals’
perceptions of the world(Bell, 2005: 7). McNiff (2002) would argue thaiete is also a
case for moving beyond ideas of the researcheiugmog information on individuals to
one where the researcher is exploring their owntfm@and in what ways they have

improved situations for other participants.

4.6 Interpretive Approaches to Research

This research focussed on a case study schoohang aan essential element of the
interpretive approach to research. Case stud@w #he intricacies of a situation to
emerge where themes, ideas and patterns emanatéhfeqparticipants themselves. This
was a case study due to the limits within thisaede Sharan Merriam (1998) identifies

the case study as a study with limits such asigrésearch project which focussed on one
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case study school. Here the use of the case apatpach allowed me to focus in depth

on a particular location and the impact this pedgduad.

This interpretive approach focussed on the peroeptof the participants, their voices and
comments. | believed it was important to explodividual experiences. This was
possible as the questionnaire used feedback fremiltbt, and individuals could voice

opinions through the interviews.

Validity in this research was through the rigorapproach used and the implementation of
different qualitative and quantitative methods atlgering data. Participants were given
the opportunity to feedback on findings and chexkvalidity of their statements in
interviews. The elements being researched were maglicit to the participants and there
was participant involvement as a result. This &hbelp to remove the notion that
individuals were being researched and presentatgn where the participants were

helping to gather evidence on the subject area.

This research project aimed to establish if a pegagould assist in the development of
the four capacities and was not intended to besimezor to minimise the rights of
participants, it aimed through the interpretive raagh to gauge understanding and add to
our knowledge base. It was hoped the feedback fhisresearch would inform future
learning and teaching and in this way the interpeeapproach was supported by action
research principles. Whether participants fely thave engaged with their learning was a

feature of this research as was the adaption abwrypractice.

Interpretive research aims to engage with the iddal. The aim is to understand the
world “... from the standpoint of the individuals who asm@pof the ongoing action being

investigated...”(Cohenet at 2004: 19). The notion that individuals have clesi make
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those choices and are often motivated by a vaoktsctors (ibid) means that individual
voices should be heard. | believed it was impartamguestion how participants perceived
the actions in the classroom had affected themianghat ways they would regard
themselves as having achieved all or some elenoétite four capacities of the new
curriculum. The use of quantitative data gathénedugh the analysis of the
guestionnaires aimed to give an objective undedstgrof the perceptions of the
participants. The qualitative data collected walsshic in that it looked at the values,
opinions and points of view of the participantsislacknowledged that this could be
subjective at times but any focus or areas whesentas identified were highlighted and

clarified.

4.6.1 Issues of an Interpretive Approach

Interpretive research cannot make the same assettiat are made in positivist research
but is rigorous in gathering and analysing dather€ is a degree of bias in any
interpretive research and this has an impact ort thiearesearcher chooses to study and to
how it is interpreted. It is inevitable that aat@nship builds up in interpretive research
and the quality of this can have an impact on itndirfigs, in the respect that participants

may be more comfortable to expand their commehéspositive rapport is established.

My enthusiasm for the topic studied in this reskavas evident and | aimed to balance
this by first acknowledging it and then ensuringttall questionnaires, interviews and
observations were completed in an objective wams Bhay be perceived through this and
that was addressed in the research that is repiortad thesis. The questionnaires and
interview questions were constructed to try anéied this by not leading questions or the
participants. A very controlled observation scHeduvas established to ensure that
accurate details were collected. The pilot studed to identify any areas of bias or

inappropriate direction and address these befdtregag the detailed research. The aim
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was to ensure not only the validity of the reseanctiertaken but that should this activity

be repeated by a different researcher results waeilcomparable.

It was important to be aware that being involvedesearch can result in a sense of the
participants ‘being special’. This is simply thesult of being involved in the project and
by agreeing to take part. This was balanced byd#neus methods used to gather the

research data that aimed to give a broad analygishabled the participants to explore

their experiences.

As a research paradigm an interpretive approa@ioéin opportunity for participants to
respond to their experiences in a constantly emglgituation. The day-to-day
experiences of individuals can be interpreted aqpdoeed. Within the classroom situation
pupils will experience different methodologies aomédctice depending on who is teaching
the class and this effectively makes them awataefmpact different learning and

teaching approaches can have, even if they wouldhwose to learn in this way.

The interpretive approach aims to go beyond thdtgiwve the participants the opportunity
to explore what this means to them. As they apee&ncing a particular learning and
teaching approach they will interpret that in a m&mpeculiar to themselves. The context
in which this occurs however is very important &ahenet al (2004: 22) say where
“...events and behaviour...are richly affected by cxintethey are ‘situated activities'as

is the case here. It is also important to notetthia research was focussing on the
interaction that takes place between individuats lamw they perceived this. As a result of
this study it is hoped that clear opinions haveetlgyed on what ways, if any, cooperative
learning can assist in interactions through theaciies as inherent in every one of these
capacities are the seeds of positive interactlodeed Cohewet al (ibid: 26) state that

“Individuals interact...Interaction implies human bgs acting in relation to each other,
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taking each other into account, acting, perceivimgerpreting...” and this is an essential
theme of interpretive research. This descriptionla also be related to action research in
that evidence is gathered and fed back to the r&ssraas a means to assist them in

developing their practice (McNiff, 2002).

Interpretive research paradigms aim to take accoluthie participants’ views and
experiences and this can be regarded as a grouappupach. Some of the benefits and
limitations of case studies are discussed by Cehah(2004: 184) where the strengths
include accessible language and an ability to pl@wnsight and limitations such as
potential bias, subjectivity and the difficulty géneralisations. The limitations and
potential for bias will be discussed further. @f¢he issues around this is that | have had
an impact on what is being researched and the elodiarea of study and interpretations of

that can be very subjective.

To understand the subtleties in this study, theexad to be a degree of exploration with
participants on areas that they believed to bevaele However, an awareness of the very
impartial results that can be established by pasitresearch was also required in this
research. To embrace both approaches qualitatiyg@antitative data was gathered in an
effort to maintain rigour and ensure depth of ustierding. It has been possible to make
generalisations within the case study area, expl@émpact that cooperative learning had
and interpret the views of the participants invdisy looking at the ways they found this

to be a positive experience.

4.7 Critical Theory and Critical Educational Resear ch

Critical educational research is a recent paradigeducational research. This paradigm
is relatively new compared to the 300 year olditiaw that supports the positive paradigm

or the evolution of interpretive approaches inldst century. Critical educational research



83

or critical theory is literally being formed by ts®who practice it. This approach involves
looking at the bigger picture and has developenhfeodissatisfaction with the other two
paradigms which it is argued fail to take into aguiothe”...political and ideological
contexts of much educational researg¢Cohenet al 2004: 28). Critical educational
research aims tb..not only understand situations and phenomengtbihange them... to
emancipate the disempowered...redress inequaldyt@apromote individual freedoms...”
(ibid). In this study critical educational resdamould focus on the impact that the school
and education system have in maintaining the cusgstem and how this might be
changed. In a small scale action research baggdaqgh the focus would be on what the

practitioner could change for the benefit of leasne

McNiff (2002: 58) identifies three forms of criticeducational research which &rean
interpretive approach, a critical theoretic apprdaand a living theory approach:This

last approach is constantly evolving where thearsdeer is researching their practice and
how this impacts on others (McNiff, 2002). Crilieglucational research would be
beneficial as a critique of the education systent signds. Notions may be posed which
could question why there is a need to change thealum, what is it within this system

and ideology that maintains the status quo.

Critical educational research would establish irmtwkays the education system prohibits
the development of individual freedoms and whethemew curriculum will offer a
different approach. An action research approacé Wweuld assess how the researcher,
through reviewing their own practice, could enhaoicenprove the learning experience
for the participants involved. The findings maguk in a change in practice for the

researcher.
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In this study the critical approach would add amiemess of the philosophy supporting the
new curriculum (previously discussed in Chapteaur8) through its critical approach may
serve to assist in the implementation of the nemwicuum for the benefit of all young
people or possibly establishwhether power is produced and reproduced thioug
education...”(Cohenet al, 2004). The aim would then be to transform tlasion if that
was found to be the case and to improve it fomalblved. As young people in schools are
subject to the demands of the curriculum, theiepts, guardians and teachers they could
be perceived in some ways as being disempoweredsthblish whether the new
curriculum could assist in challenging this woukldpositive outcome of critical

educational research.

This study however aimed to explore and intergretgarameters of the new curriculum
and how a pedagogy could be a means of creatiramsfdorming learning situation for
participants. It was, as such, exploring and pre&ting the individual response of
participants to cooperative learning in relatiortite four capacities. On a large scale this
is important as it relates to the changes takiagein our education system and what
impact that has on school development and teach&gsionalism. Due to the need to
attend to individual experience a critical eduaagiaresearch paradigm would not be able

to provide all of that information here althoughvitl be able to support this research.

4.7.1 Criticism of Critical Educational Research

Critical educational research is an evolving redeanethodology that aims to transform
situations where it is found that a system, oripaldr practice, presents a disservice to
those involved. This is difficult to disagree wah it is logical and constructive to wish to
improve conditions for different groups in sociatyd to redress any discrimination that
may exist. It was important in this research, haavethat the participants were given the

opportunity to describe and explain the learninacpss as they experience it rather than
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this coming from outside. It could be argued hoeretat the claims from critical
educational research may be stronger than theyreadiy prove to be (Coheat al 2004:

31) and no transformational change may be possthker than the large scale changes it is
hopedCurriculum for Excellencenight bring. The change this may require of teasin
relation to their current practice, however, brirggies relating to continuing professional

development.

Action research methodologies have evolved froiicatiresearch paradigms as a means
of giving a voice to various groups who may notéaveviously had the opportunity to
contribute. In action research the voice of trecptioner is heard as they make a claim
for additions to knowledge and use the processmsams of improving their practice for
the greater good. An example of this would beriplement a new strategy in a classroom
and to assess how effective it has been on a eygrocess. The researcher would then

modify and develop their practice as a result 6éotion (McNiff, 2002).

Critical educational research can also benefit flooking at the findings of interpretive

and positivist approaches in research and sho@ldarse of this data to develop its own
position. A further criticism of the critical pafigm is that'...critical theory has a
deliberative political agenda...iWwhereas the researcher should bealispassionate,
disinterested and objectivdMorrison in Coheret at 2004: 32). Although this presents a
clear case of bias it would be argued that muadlesgarch already comes from the position

of bias and it is important that this is alwaysatbt

4.7.2 Action Research

Action research or practitioner research is a mégnshich professionals can reflect on
the activities undertaken in the classroom to ec@dhe learning of pupils. Through this

process of reflection change can also be madeattiipe. Coheet al (2004: 226) state
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“Action research is a powerful tool for change antprovement at the local level.As
this research was based on a case study schoalraed to review the possible benefits of
a pedagogy in assisting the implementatio@wofriculum for Excellencéhis was a very

appropriate methodology here.

The aim of this research was to examine and exph@r@npact that cooperative learning
could have in a school, and the perceptions ofgyaants, with regard to what was
successful for them. As previously noted McNif®0(Q2) has highlighted the extent to
which knowledge is deemed to be held in the hahégternal researchers on a hierarchy
and the teacher in the classroom is perceived tovbén this scale. The notion that action
research is a form of reflection undertaken bylees challenges its validity. Anne
Campbellet al (2004 24) introduce the concept of ‘teacher neteas’. Some of the key
ideas of this are described as being where teacharseflect on practice and use this as a
means of improving what is taking place in theassrooms, however comments such as
“...the imprecise nature of teacher researdlitiid: 25) do not extend the view that this

form of research has a high degree of validity.

Teachers in the role of researcher are regardeshjaging”...robust processes of self-
monitoring...” (ibid) which suggests that teachers are not reghad researchers nor as
professional. Generalisations are made with regpegeachers’ potential difficulty in
engaging with the theory underpinning their praetgth teachers valuing..’craft
knowledge’ above the theories underpinning teacpiagtices” (ibid: 26). The notion
that teachers who engage in research cannot ackdgevtheir bias or critically reflect on

their classroom practice in relation to educatighabry is incorrect.

This research project was undertaken in a rigonsaisner having been passed through an

ethics committee, including a pilot project andngesupported by broad relevant reading
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on the topic under investigation. In a similar veagigorous approach to action research

must produce valid findings.

McNiff (2002: 21) stresses that there are diffetbebries in education and that amongst
these there aré&-theories and I-theories” Essentially the E-theories are the ones that
come from outside of us through external languagktihe I-theories are internalised.
Through the process of critical reflection indiveduesearchers can come to understand
their own internal theories that they can implemernheir research and validity can be
established from this. McNiff (ibid) would stretbst these are evolving, individual and
personal to the researcher. In this research thgneat validity in all of the external (E-
theories) that are available and the methodoldgi@scan enhance this. The process and
introduction of I-theory and learning in this studgwever potentially present a situation
where a detailed understanding of how this pedagayy the learning taking place for the
researcher, can benefit participants. The devetopof I-theories can be connected to the
expertise gained from evidence based practicee B@ractitioner will develop their own
I-theories within the broader perspective of E-tie In this research an I-theory evolved
that necessitated the implementation of an intéig@@aradigm which was supported by

evidence based action research.

The nature of this research required a unique @gproThe research aimed to ensure
validity, reliability and that all ethical considgions were taken into account and that this
was a rigorous project. Although McNiff (2002) wdstate that it may not be necessary
to include a literature review, this thesis doeasthere is respect for the understanding
and previous expertise already established iratt@a. This research project aimed to
ensure the validity of arguments made and therrakgofor any action within it. Reflection
has been a feature of this research, however nieeging I-theory is embedded within the

current excellent research that has been condbgtethers. The theoretical base
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supporting this thesis is interpretive in approatiie being undertaken by a reflective

professional.

This is detailed research and all areas of bias baen disclosed as a challenge to any
notion that this research may be less legitimade tiesearch undertaken by someone who
does not work in a school. McNiff (2002: 20) notleat this can be the case(because
‘ordinary’ people are systematically taught to disatheir own contributions), their form

of theory tends to be regarded as practical probsatving rather than proper research

I had a concern that, in some circles, there haem loredibility issues with practitioner
research such as that previously noted by Campball(2004). It was hoped that the
validity of this research, through the implememtatof an interpretive paradigm, would be
supported by methodologies that aimed to ensucairithrough triangulation. Key
among my aims was the desire for this work to adthé current knowledge base and be

accepted as legitimate theoretical based research.

The principles and philosophy of action researehesmpowering and have the potential to
transform situations but there are limitationshis and there is a sound argument for a
balanced approach in research that is inclusivealod's for the strengths of different
methodologies to be included. As identified eamlyhis section there was tension in this
as the validity of traditional approaches to reskeavere desired while embracing

methodologies that are, or can be, transforming.

Cohenet al (2004) provide broad definitions of what actiosgarch is and they give
several examples (ibid: 228) of where it is collawe. This collaboration is identified as
“...everyone’s view is taken as a contribution to emrsianding the situation...&nd as

“...it involves those responsible for action in imypireg it” (ibid: 229). Other key points
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are identified by Coheaet al(ibid) such as starting with one person that maysbhanges
and developments that may lead to broader charlgekis way action research can not
only help an individual teacher’s classroom prachat they also may, through their

research, aid the professional development of sther

As action research can engage in various methomallogpproaches this allows for an
interpretive approach to the research that caroexiot only the researcher’s critical
reflections but the process and experience of éinecgpants. When gathering data the
various methodologies enable the action reseatolrapve beyond any negative
connotations of a teacher doing research to agigoand demanding schedule that looks
for validity and balance. As action research aionevaluate practice with a view to
improving it, this research hoped it would be ablassess whether the introduction of

cooperative learning could add in a positive wathetools of a classroom teacher.

Cohenet al (2004: 231) identify the notion that action reshas split into two camps
where one argues that action research can onlynpewering if it is a collective process.
The argument here is that individuals do not ogeasine. However, this research is
exploring that very notion. During the processho$ research it was hoped that some
indication of whether it was preferable to havegéascale training rather than individual
interest would become apparent. At the other extref action research as being
collective, it is identified here as beirig,. reflection-on-action’...a hermeneutic activity
of understanding and interpreting social situatiavigh a view to improvementarundy

(cited in Coheret al,2004: 231).

With action research as a process McNiff (2002ggiseveral examples of possible
models to support the research and offers her @veldping strategies for completing

action research projects. She identifies her pmeis beind... a spontaneous, self-
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recreating system of enquiry.... a systematic gead observe, describe, plan, act, reflect,
evaluate, modify but...(not) sequential or necelseational” (ibid, 2002: 56). This is a
process | as a researcher have already experiemogglday to day planning and
organisation. | regard this process as one ofdhuck shifting ideas. Notions that | started
this project with have evolved and with this so thesresearch. The balance of this
learning has taken place within me (my I-theoryyvhwer this is reflected in my classroom
practice and the developments that have taken ghace. | have experienced reflection as
an ongoing process and Coleral (2004: 239) state that refection occtirsat every

stage of action research.”

As a result of the analysis of research paradigmished to explore the area further. The
aim was to build on and enhance my learning witlhead of action research tools that
linked comfortably within the interpretive paradigrhwas trying to establish evidence of
whether there was a link between a learning expegi@and the new curriculum and
whether this pedagogy was appropriate for broadering if found to be of benefit to
young people. The outcomes of this research nad/tle a larger action research project
undertaken with colleagues who may wish to enhasheeglop or add to their practice by

increasing their toolkit.

4.8 Validity and Reliability

The validity and reliability of this research isufad within the process and methodologies
employed. Both are considered important in enguthiat this research could be replicated
in a similar situation and to address any issueseadibility that have previously been
discussed in relation to the role of teacher asareher. Coheat al(2004: 105) state that
“Validity is an important key to effective researthThis thesis, as already noted,
acknowledges any bias of my own and through a gsotteat is ethical aims to remove any

impact this bias may have.
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As an individual involved in the situation where tlesearch is taking place it was not
possible to be totally objective but the aim wabatance this position by allowing the
voices and opinions of participants to be hearaktiélpants, through the pilot study, have

also informed the questionnaire in its final form.

In an effort to gain a rounded holistic understagdrom the case study school
triangulation was used when gathering data (Cateh ibid). To ensure validity through
triangulation different methodologies for collegidata have been used as this has been
argued to be the most effective means of doing.smethodological triangulation is the
one used most frequently and the one that podsdsdythe most to offer(ibid: 115).
Through the use of questionnaires, tally sheetsratedviews it was hoped that validity in

this research had been established.

Every effort was made early in the research protesssure that the sample, methods and
research area were appropriate. During the dakteeigag, within the constraints of being
the classroom teacher, objectivity was maintaimectlation to responses from

participants. When analysing the data all matesmadre included and there was no attempt
to ignore data and use'it. very selectively and unrepresentatively .(iid: 177).

The processes engaged in this research aimeddageoeliable responses and the

possibility of replication over time in a similatusation.

The aims of the group interviews were to estaldistynamic where discussion on
different areas was possible. The aim here wasalce the participants the focus of the
research rather than me. To ensure the relialofitiie interview questions these were
asked in the pilot study to assess whether the saaherstanding of the questions was

evident before presenting these to the group irges
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When questionnaire data was gathered this was stométhin class time. Participants
were offered the opportunity to take part whiclsealiissues discussed in the ethics
section. It was relatively straightforward for jdsgo complete questionnaires once

consent had been established.

An area of challenge was in establishing time toglete the tally sheets effectively. This
was due to the demands of being the classroomegaesponsible for managing the class
and gathering data. In some classes this wasteasganise but not all classes permitted
this. Again the constraints of a dual role areomeqal. It was, however, possible to gather

data in this way although it was more limited thdwad hoped.

4.8.1 Ethics

In this research the predominant ethical considaratas that of working with young
people. In my role as classroom teacher of theggaants there was the potential impact
that a power relationship may have had. Duringdisearch this factor had to be taken
into account and had an impact on the manner islwhéngaged with pupils and was able

to establish a research population.

This research was validated by the University d€gbw Ethics Committee and this
process provided a framework that ensured all @tlcensiderations were taken into
account. Informed consent was established aftgicyants were given the opportunity to
read the plain language statement about the résaactdecide whether to take part or

decline the invitation.
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The process of informed consent helped to relieweesof the tension and concern |
experienced in relation to the participants asehes an understanding that individuals
could withdraw at any time. Cohebal (2004: 51) identify informed consent as being
consent that...protects and respects the right of self-deteration and places some of the
responsibility on the participant should anything\grong with the research.This gives
the participants some ownership of what they agagimg in. One of the unforeseen
benefits of the ethics process was to enhance areaess of lifelong learning and

promote this more effectively to young people.

Despite this there was concern about the ethigsvofving young people as participants.
My concern was that it was unfair of me to even@agils to take part as | felt | was
asking pupils to ‘do me a favour’. The reasontlfis sense of asking for a favour was
due to the nature of schools where pupils freqyerainplete questionnaires, without any
consent required, and many did not see the poicdmmpleting one form to complete a
questionnaire. This ethical challenge led me t@stjon whether | had overcompensated

and thus impacted on the number of participants.

The ethical dilemmas | experienced would not berssitleration to an external researcher
and can be regarded as a particular challengepnaittitioner research. An external
researcher would have automatic validity with psipil collecting information whereas the
boundaries were more blurred in respect to my positAs a result of such ethical
consideration, and my insistence that there waseea to take part, the numbers of
participants are lower in some classes than wasdfip. In retrospect it must have
appeared to the pupils that | was suggesting thayrshould not bother to take part. To
compensate for this the research was expandeti¢o dass groups to ensure a broad

representational sample was established.
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Issues around anonymity in the sample were impbrtAgain ethically, particularly when
dealing with minors, it is important to ensure tlag not exposed in any way. To ensure
pupil trust participants were identified only bypamber and all data securely stored.
There was no sense in anything unacceptablésrall times, the welfare of subjects...”

(Cohenet al, 2004: 58) was considered and paramount.

No participant withdrew from the research and mafityhose who were involved have
enquired about the progress of the research andaskedwhen can we do it again?’

This reflects the fact that pupil participants fekir views were heard and valued in the
process. Pupils were aware of the value theirritrttons had in this research. Staff
participants identified the group interview as biest CPD they had experienced in a long
time. Thus the reflection this provided to staffsapositive and supports the need for

teaching staff to work together.

The issue of accessibility to the participants waisa challenge to this research. As the
teacher of the pupils participating this presetglifficulty and all appropriate consent
was been granted by the relevant school and LogHidkities. Access to the adults who
were participating in the research was at a timmvenient to them. This research was not
ethically sensitive in nature as the study was ragnid establish views and opinions about

a pedagogy and the actual practical applicatiaiief

In educational research some teachers have badadihg betrayed by colleagues,
particularly when action research methodologieshzeen employed (Cohet al 2004),
where individuals have felt they have not beenrpged in a manner that reflected their
experience of the situation. To avoid any suctceam participants in group interviews

were given a transcript to review following theantiew to confirm the discussion that
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took place. The aim of this research was not ¢atifly teachers as a positive or negative

influence on young people and thus no teacher difeel betrayed by this research.

| was further aware of my indebtedness (ibid, 2@04he participants taking part as
without their contributions this research would hatve been possible. It was hoped that
participants would benefit from the interactionatttook place through the opportunity to
explore and develop their own practice. As presipmoted, feedback from participants

identified this as a strength.

In this research the anonymity of all participams been preserved. All participants were
referred to by an ID number in the case study sichwod the identity of Local Authorities
was removed. No participant will be identifiabtethis thesis and participants have been
informed of this. The purpose of this research fuflg explained to the participants and
there was no deception within it. The planningobethe research was underway and
sensitivity to participants during the researchudthcerve to validate the reliability of the

data.

4.9 Conclusion

The research methods undertaken in this researgddaior a rigorous approach that
acknowledged my position as a practitioner. Todcmh research in schools is very
complex and this is reflected in the dual approawtiertaken. This research has broadly
engaged with an interpretive paradigm and hasgtinened its validity through the
inclusion of qualitative and quantitative data gathg techniques. My position as teacher
provides a further layer of complexity and has lteslin this being an interpretive study

completed by a practitioner thus embracing theogbibhy of action research.
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This thesis will now analyse the data gatheredhig riesearch project and attempt to
establish in what ways, if any, cooperative leagriias been perceived by the participants

to support the four capacities @trriculum for Excellence
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Chapter 5 Research Data and Analysis

This chapter will explore the results of the reskatata gathered. The methodology for
this research was explained in Chapter 4 and sndapter the focus is on analysing and
summarising the key findings. The findings of tresearch will provide an indication of

what this means for learning and teaching.

5.1 Context

Scotland is divided into 32 Local Authorities aihistresearch was carried out in two of
these. Each Authority has financial responsibilityspending in relation to education and
in supporting the training of teaching staff. Lb&athorities can make decisions they
believe are relevant to their needs. The caseg sittbol is located in Local Authority 1
and this is the school in which | teach. Locallarity 2 was selected for this research as
this Authority is actively engaged in offering tmaig to all staff in cooperative learning.
Local Authority 2 is where the Development Offi¢er cooperative learning, who took

part in this research, is based.

5.1.1 Local Authority 1

In Local Authority 1 (LA1) the approach to learniagd teaching includes the promotion
of active learning strategies, the use of formatisgessment and thinking skills activities
in the classroom. LAL provides web pages on itsinet for staff that include various
excellent ideas and strategies for developing ad&arning within the classroom.
Included in this is the promotion of Gardner’s (39#nultiple intelligences, aspects of
thinking skills activities and suggestions on giseshg techniques as developed through
formative assessment. Some cooperative learniatggtes are included with a page

supporting the need to develop social skills inngopeople. All of these are excellent,
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however, on the website, there is no overall ggsater implementation. The pedagogies
and strategies outlined within it are valuable, boer, the philosophy supporting
pedagogies such as cooperative learning are nétiexypr is the full potential of such

pedagogies for improving learning.

This Authority promotes the use of critical skiéshniques and collaborative work in
teams, but it does not currently offer formal thagnin cooperative learning and does not
address the philosophy supporting this pedagogphifsophy which it has been argued
Is essential to ensure effective implementatiohrfdon & Johnson, 1994; Currie, 2007).
Having been exposed to this website and to fulhiing in cooperative learning, | would
agree that to effectively implement structured teativities and individual accountability,
it is necessary to have full training. Benefita t& gained from this site but the true

power of what cooperative learning has to offarasevident.

5.1.2 Local Authority 2

Local Authority 2 (LA2) has embraced the philoso@fyooperative learning and offered
full training to all staff in this pedagogy wheexquested. LA2 have six Development
Officers in place at all times who act as trainstgporters and guides for staff
implementing cooperative learning in their classngo The Development Officers are on
a 23 month secondment from their classroom positaomd this ensures motivated
individuals are always involved in training. Tlosuld however result in variations in
support due to staff changes and the possiblemthet cooperative learning is a
temporary measure just like the Development Officgositions (Currie, 2007). On the
other hand, the capacity built through the retdrthe Development Officers to school

must have a positive impact with the reintroductbisuch skilled individuals.
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In conjunction with the training there is a weltasished support network. Through this
network all staff are kept up to date with regulawsletters. Staff can also access an
intranet site which allows them to engage with &heAn inclusive and supportive
network has been established and the effectivesfesach element of this is under

constant review (Development Officer - LAZ April 2008 - Interview).

As early as 1998 LA2 invested in this pedagogyotwihg their own research into the
impact it had in Canada in an Authority which exgeced similar challenges to those in
LA2 such as economic deprivation, low attainmewnéle and engagement. The Canadian
Authority had won an award for ‘improving the lifbances of teachers and pupils’ by
turning around its results significantly througle implementation of cooperative learning.
The pedagogy was identified by LA2 as a means eéldping their own pupils and the
training for staff has been ongoing for a numbeyesrs now. LA2 is now being ‘bought
in” by other Local Authorities (14 as of Octobel03) in Scotland to develop their staff.
This means that other Local Authorities have idesttithe value of cooperative learning
and training is being delivered by Local Authorty If this is the case, it reflects an

understanding of the value of broad training withA®.

The literature review in Chapter 2 has shown thagsich cooperative learning strategies
have had in various studies. It has also attentpteatiow where the literature suggests
that cooperative learning can support the four ciéipa of Curriculum for Excellence

The research data gathered in relation to thithigthesis, will now be explored.
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Table 5 - Timescales for gathering research data

Participants Ethical approval Pilot Data Collection
granted
Pupils LA1 14t February 2008 15t February 2008 1st March - 31st May
2008
Teacher LA1 14t February 2008 20th February 2008 6th May 2008
Development Officer | 14t February 2008 No pilot * 1st April 2008
LA2

*please see comments below

5.2 Pilot
The data was gathered over a four month perioddeiirebruary and May 2008. The

pilot of the various research instruments was cotetbwith ten 5th year pupils during the

early part of February 2008 and two teachers.

5.2.1 Pupil Questionnaire
Pupil participants completed the draft questiorsamd the results of this were used to

identify emerging themes from the open ended quiesti As a result of the pilot the
original questionnaire was modified. The updatesion of the questionnaire was coded
and responses used to form multiple choice ansi#gzendix 1). From reading the
initial pilot results it was decided to identifyrgger and stage of schooling to build up a

demographic profile.

In the modified questionnaire adjustments were s&any as there were contradictory
responses from pupils. For example, three pugdstified their preferred way of learning
as being teacher led in an early question andithen open ended question stated their
preferred learning style was an interactive ond wikir peers as it provided them with the
opportunity to build their confidence, listen t@tbpinions of others and develop
independence. This suggested that the questi@was not clear and headings were put
in each section to assist this. Questions weradtaic to ensure the different options in

answers included the use of positive and negatiestipns (both for and against
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cooperative learning) for balance. Pupils wereb®ihg led to particular responses, and

support for and against cooperative learning was@eledged.

5.2.2 Questionnaire Design

The questionnaire was designed in sections witlaaling to focus the participants on the
areas being researched. Before Question 11 (Appéhgarticipants were advised they
were now answering specifically about cooperataagning to try and establish whether
any awareness existed of different learning anchieg approaches. The aim of this was
to clarify and assess whether pupils regard alViéiets as group work or actually
differentiate cooperative learning activities. Th® questions following this new

question refer to cooperative learning and thipéelto focus participants and extract their

perceptions of their experience.

5.2.3 Group Interview Questions

The group interview questions for the pupil pap#sits were straightforward and not
subject to any changes (Appendix 2). The respagises did not indicate that change

was necessary to the interview questions, the nsgsowere varied and displayed a variety
of perceptions. Due to impracticalities in thematime table and demands on pupils it
was not possible to conduct this part of the @kt discussion group and pupils were

given the opportunity to respond to the questiansfely, with time for reflection.

5.2.4 Teacher Group Interview LA1

As with the group interview for the pupils it wastmpossible to conduct a group interview
(Appendix 3) for the pilot with members of staifhe demands on teacher time made it
inappropriate to request time for two interviewdie participants in the pilot were invited

to read through and reflect on the questions tlemewwrepared for the teacher group
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interview. The responses obtained were detaiedlaoughtful and no further
clarification was required. The participants ie tesearch group were provided with the
questions prior to the interview to provide the ogipnity to engage with the questions and

reflect on them.

5.2.5 Development Officer LA2

The interview questions for LA2 could not be pilbt€éAppendix 4). The questions that
were used were relevant to LA2 and it was inappab@iand unproductive to pilot these
questions with any teacher in LA1 given the foctighe interview. With respect to this
the questions were reviewed again prior to thewide and were forwarded to the

Development Officer before the interview took place

5.2.6 Tally Sheets

The final area of the pilot relates to the tallgsts (Appendix 5) used to gauge the action
taking place during cooperative learning activitie¢he classroom with participating
pupils. The aim was to use the tally sheets fe mmute intervals with participants to
assess how they engage with some features of inedpacities o€Curriculum for
Excellence This worked well with the pilot group, and altlgh it was found that not all

of the criteria on the sheets could be viewed grgyperiod, a sense of where cooperative
learning did support the four capacities was ewviddimnis was more of a challenge to
complete during the formal data gathering periogdneer due to my dual role of teacher

and researcher.
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5.3 The Sample

In the case study school in LA1 the opportunityaice part in the research was offered to
all pupils taught in Geography in S1-S4. In S totalled 58 pupils, in S2 130, although
of these pupils 78 were only taught for half of gussible time due to timetable

constraints, the S3 class of 24 and the two S4&etamtalling 44 pupils.

The completion of questionnaires was hampered bgtmgal considerations and concern,
as already noted, and as a result | over compehsattating to pupils thdthere is no
problem, you don’t need to do this, only if youhwis and unfortunately a large potential

population of pupils decided they did not wishdkd home a consent form.

Pupils asked why they needed to fill out a contemb when they already answered
guestionnaires in school regularly without haviaglb this. This raises questions about
how information is gathered in schools in an ethecal practical sense and whether there

may be other means of doing so.

Asking pupils to take part was made more compleriyole of teacher researcher, by
explaining to the pupils this was for a degreeithébgat | was completing there was a sense
that | was asking pupils to do me a favour, thésrbt sit comfortably with me. As a result
there were not as many questionnaires completagafioped and this further had an
impact on the number of tally sheets that coulddmapleted during the data gathering
period.

There were 44 participants in total.

The number of participants in each year groups was:

S1- 6 participants of 58 =10.34%
S2 — 16 participants of 130 =12.31%
S3 - 7 participants of 24 =29.17%

S4 — 15 participants of 48 =31.25%
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In each case, despite the sample being small tresever a 10% participation level and
almost 30% in S3 with over that in S4 so this carviewed as a representative sample

within the school of those exposed to cooperataering pedagogies.

In this breakdown the gender balance was 17 bay2a@mirls with the following split:
S1 -4 girls and 2 boys

S2 —11 girls and 5 boys

S3 -5 girls and 2 boys

S4 -7 girls and 8 boys

In relation to there being a greater number of hbgs girls in S4, compared to every

other year group (where there were more girls$, tould be due to the larger complement

of boys in the sections.

When reviewing the analysis of the questionnairesworth noting that some pupils did
not follow the guide on the questions and may taven multiple choices for some
answers. This has been accounted for in the dsagd multiple answers have been

entered as a category on SPSS (Statistical Paédatiee Social Subjects).

The data from the pupils who have given multipleveers was analysed in conjunction
with other data and this is explicit in the anaysA further issue with the questionnaires
was that some pupils seem unaware of how to comfiiem. The degree of time taken by

pupils to complete the questionnaire varied buheuaust still be regarded as valid.

There was a sense that pupils could be very auezh@atd may need guidance in how to
complete the questionnaire or to have the detailaéxed in depth to them, but that may
have changed the answers given and indeed couldeen construed as leading pupils.
As such no guidance, other than the instructiontéemron the questionnaires, was given to

pupils regarding their completion. Although nospible to explore here, completing
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consent forms prior to the questionnaire may hawdyred a more serious approach to the

task for some pupils.

The six interviews for this research added deptihécanalysis. The interviews used
“standardised open-ended question€ohenet al, 2004: 271) in order to be systematic,
but also to allow participants to explore areay tiegjarded as relevanthe interview

with the Development Officer for LA2 (Appendix 4)as& completed at a time and place of
their convenience and the group interview for teasln Local Authority 1 (Appendix 3)

took place during an in-service training day at@ase Study school.

Group interviews took place with each year fromStAppendix 2) in April and May
2008. The rationale was to enhance the matertairdd from the questionnaires and to
give pupils the opportunity to add any informattbey thought relevant. This enabled
pupils to talk with peers and gave each participatiie interview groups the opportunity
to raise any issues. All interviews involving gapgook place during the school day with
the consent of class teachers. All interviews weoerded and transcribed personally.
The selection of participants in group interviewaswhrough offering the opportunity to

all and then, if groups were too large, selecthmgugh ‘names from the hat’. The number
of pupils wanting to take part was manageable thiéhexception of S4 where pupils were

selected in this way.

Gathering data from the tally sheets (Appendixrdypd to be problematic and the sample
from class lessons is relatively limited. Thishlights issues of teacher as researcher as
gathering data at one minute intervals from paréitng pupils would often be interrupted
by the needs of other pupils. To undertake thisfof data gathering more effectively one

would need to be a visiting researcher who obseowndyl As the teacher of all pupils in



106

the classroom, it was at times incredibly diffidadtgather data due to the demands of the

classroom.

A total of 11 tally sheets were fully completedoipserved lessons which amounted to 78
separate timed observations of pupils. The datzegad does, however, provide some
understanding of what interactions taking plactheaclassroom and this was used to add a
further dimension to the research. Some pupile leeen observed more than others in the
tally sheets and this reflected the managemensapgort issues of different classes. In

classes with high levels of need and support tasrdewer tally sheets available.

5.4 Findings and Analysis

The research questions to be addressed in thigsaalm to establish whether
cooperative learning can support individuals indbeelopment of the four capacities of

Curriculum for Excellence

The key findings from the data show that most mupilthis sample support the use of
cooperative learning in the classroom whereas &adre less positive about active
learning. Pupils stressed that they liked to wiodether, have class discussions and work
in teams. The teachers in LAL could see the valuleteractive activities but were
concerned that behaviour could be an issue anddima¢ pupils were not being given the
opportunity to be independent learners. For thehters from LA1 no teacher was using
cooperative learning in their classroom althougdhbrarctive lessons were a feature. As a
contrast to this, the Development Officer in LA2snable to identify the positive impact
teachers in that Authority had stressed cooperéaming had provided. The findings are
presented as a composite analysis that blendsdtes wf all participants. This allowed
the different voices and opinions to be heard.tdsresearch is within the interpretive

paradigm all opinions and experiences are relevant.
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The research data gathered follows an interprgidvadigm and includes evidence
established through qualitative and quantitativéhods. Data in this research has been
gathered from questionnaires, tally sheets anavietes. The tally sheets are presented at
the end of this analysis. The rationale for ugirgpmposite approach to the analysis is

that all views can be represented and analysedheige

The nature of schools and classrooms, where inttenais paramount, supports the use of
research questions that are within the interprggasadigm. The research questions aim to
tease out the positive and negative perceptioasimglto the impact of cooperative
learning in the classroom. The key research questhddressed were, as noted from

Chapter 1, page 8:

What are the perceptions of teachers and pupiislation to the ability of
cooperative learning strategies to:

» develop confident individuals?

» develop responsible citizens?

» develop effective contributors?

» develop successful learners?

5.5 Confident Individuals

Confidence is a quality that enables individualpadicipate fully and comfortably with
the challenges life presents. The literature revdentified a wide range of studies that
have shown the positive impact that cooperativenlag can have on confidence (Clark,
1988; Craigen & Ward, 2006 & 2008; Johnson & Jonnd®94; Jules, 1992 and Slavin,
1984). This study will now look at the impact ceogtive learning was perceived to have

by the participants.
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This research aimed solely to establish the contidgupils’ experienced as a result of
cooperative learning activities, however, througls process another confidence issue was
raised. It appeared that teachers had differeetdeof confidence when implementing
active learning. In LA2 the introduction of cooptve learning is broad, and although not
all teachers are willing to take part those thathanaintain a positive approach to the
pedagogy (Currie, 2007). An interesting point heas the Development Officer in LA2
noted that the degree of confidence that teaclegerienced in delivering cooperative
learning varied widely with cooperative learningrigemore broadly introduced in the
primary sector. This may in part be due to theilianty with more active learning at this
stage but was also due to the concern of teacloiciglskills in lessons. Initially teachers
can be reticent to include this for a number ofoes. These include:

“... secondary teachers have this thing about l&adhing my subject, | don’t have

the time, it's not my job ... Certainly during theademy* it's fairly easy to

convince them and talk them round about ti{iI3&velopment Officer - LA2
01/04/08 - Interview)

(*The academy is the name given to the trainingioied by LA2 in cooperative learning).

In LA1 the issue of social skills was also raisedhe group interview. No teacher in the
Case Study school was actively involved in coopegdearning lessons although a
number were engaging with critical skills technigjire their classroom. Critical skills
techniques includé.. experiential learning cyclesthat“aim to engage pupils in
collaborative, complex problem-solvingihd that learners shouid. construct individual
meaning from their experiencefCritical Skills Programme, online). This is ai
learning and there are links between these appesaubwever cooperative learning aims
to fully engage all learners, by ensuring full ungibn in tasks and individual
accountability. Cooperative learning is highlystured and social skills are always

taught.
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In the group interview there was genuine surprismfone teacher that social skills would
be taught, although some had formally includedatiills at the start of their courses.
No teacher routinely included explicit social skileaching, however, one teacher did
stress'We are doing it indirectly ..."(Teacher - LA1 06/05/08 — Group interview) through
the manners and general classroom interactioriakas place. Another teacher, having
implemented social skills teaching using the meshafdJohnson and Johnson (1992),
stated:

“I must say that is something that | underestimdteds much you would need to,

I'd just assumed they would know how to you kn@ivbe unpleasant to each
other but it is something you need to keep reimfgyc (Teacher - ibid).

What was apparent from this, was that, as teasheten assume that young people can
engage in an appropriate manner and thereforeetmigted to work together, or, we take
an alternative stand and stress that some pupilbeso awkward that there can be no
opportunity to work together. On being asked whethe teaching of social skills could
help one teacher responded:

“Yes | think that would help but if | think somegisithat pupils are going to be

picked on its not because the people who are mialanthem don’t know how to
behave, it can be because they are choosing tasty to them ...(ibid).

This was a concern that other teachers in the gvoiged, that some pupils could not be

trusted to work together. The confidence thatheexhave in interactive lessons can be
seriously hampered by the behaviour of some ofyoung people and this must be taken
into consideration. In this study the pupil papants who have been exposed to social

skills teaching during their cooperative learniagdons are significantly more positive

about interactive learning than the teachers in.LAl

The responses from LA2 alone would suggest thahtya can be persuaded of the benefit
of teaching social skills and have the confidemcéd so with the opportunity and

exposure to the relevant training themselves. Déxeelopment Officer in LA2 identified



110

this as an issue that many teachers would bringuipwith evidence and training most

teachers could be persuaded of the benefit thiddamning.

As teachers become confident teaching social skidsmpact this can have on learning in
the classroom is significant. Pellal (2007) identified cooperative learning as a soluti

to lack of learning in poorly behaved pupils.

5.6 Confident Individuals - Pupils

Confidence can be an issue for all individuals wasked to undertake new challenges and
ways of being and doing. The question that nowds¢e be explored is whether pupils

feel more confident through their involvement iroperative learning activities? This
section of the analysis is supported by the datiaeged from the questionnaires and the
comments from all interviews. The data gatherethfguestionnaires has been analysed

with the assistance of a statistical package.

The descriptive statistics here have been prodtiwedgh the software package SPSS
(Statistical Package for the Social Subjects).e a&im of using this package was to ensure
that the quantitative data that has been gathareddh the questionnaires can be analysed

efficiently and presented in an accurate graphigatesentation (Mujis, 2004).

The first research question aimed to establish dretooperative learning could help to
develop confident individuals from the perceptidteachers and pupils. The
Development Officer in Local Authority 2 statesttha
“... pupils start to feel more confident, more ned@l about even getting in the
room, never mind getting up to say somethi(i@eévelopment Officer - LA2
01/04/08 - Interview).

The responses from teachers in the case studylsocho&1 were more mixed. This

appears to relate to the importance of fully imp@tng cooperative learning strategies
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including social skills teaching. Comments thatugr learning does not benefit all
participants may be valid but this is in relatiomtore traditional group work, or even
critical skills and, is identified as a flaw in diiional group work in schools by Johnson &
Johnson (1994). Reflected in the comments beldiveisiownside that traditional group
work, without consistent social skills teachingn @ngender,

“...confident individuals for some pupils very musth for other pupils I'm sure it

makes life more difficult... Other pupils are colefit already that’s not their

bag...”, and

“The shy ones or the ones that are getting bulhednatter how vigilant you feel

you are being it can just be terribléTeacher - LA1 06/05/08 — Group interview).
Both comments, from different teachers, suggestdhafidence may not be aided by
group learning, or it is not appropriate for soradleey are already very confident.
However, the pupil perception of how confidence barenhanced, working in cooperative
learning groups, is radically different from thattlee teachers in LA1. This resonates with
the interview with the Development Officer in LAZhww insisted that pupils were more

confident through the process. Again, the diffeeebhetween some traditional group work

practices and those engaged in working togetheutflr cooperative learning are evident.

Table 5.1 below gives a breakdown of the respotwstige statement ‘I feel confident in
class’. In this sample only 6.8% of pupils (3)dstiey felt confident when questioned by
the teacher in the classroom, a frequently usettipeain classrooms employing traditional
teaching methodologies or used as a means of agsespil understanding. Blaek al
(2002) who advocate ‘no hands up’ and ‘thinkingdiro enable young people to collect
their thoughts would argue that this would giveifupme to be confident with their
answers in such a situation. What is interessnfi@ number of young people from the
sample who say they feel confident when they caoudis their ideas with other members
of their group (65.9% - 29 pupils) which is in ghaontrast to the perception of the

teachers in LA1.



112

Table 5.1
| feel confident in class
Cumulative
Frequency Percent Valid Percent Percent
Valid The teacher asks me
questions 3 6.8 6.8 6.8
I work on my own 11 25.0 25.0 31.8
| can discuss my ideas
with others in my group 29 65.9 65.9 o7.7
More than one answer
given 1 2.3 2.3 100.0
Total 44 100.0 100.0
Chart5.1

| feel confident in class

(] The teacher asks me
questions

[ 1 work on my own

O | can discuss my ideas
with others in my group

I More than one answer
given

Chart 5.1 above, which gives a very clear pictdrgne majority of pupils’ responses, can
be further supported by the evidence from the gugroup interviews. In relation to the
benefits this pedagogy had brought to one S3 pupegin asked to speak to the class they

stated:

“The more you talk in the groups the more you getditadsic] talking to other
people so you feel that confident that you waméltoto other people outside your
group... like in English I had my solo talk thingdsit kind of builds up confidence
to just go out and talk instead of hiding away §kel don’t really want to dagsic]
this, it just feels normal after talking in groufae[sic] people” (S3 pupil — LAl
21/04/08 — Group interview).

In S1 a pupil said working in groups gave thengood confidence...’and another that it
helped td'...raise our confidence when it actually comesrtaybe doing a class

discussion”(S1pupil — LA1 04/04/08 — Group interview).
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In S2 the ability to share ideas and answers wigtdighted:
“You don't feel as if it’s just yourself and yourcahare like what you're thinking
so you feel confident in the grouphd,
“You feel like if you mess up they will sort iind
“...even if it's not right then you have added st¢mrgg to it and then you don't feel
as though it's you who is getting the pure stupidvwer’(S2 pupils — LA1
24/04/08 — Group interview).
In the S4 interviews again there was a definiteseghat cooperative learning helped
support and develop individual confidence as onsl stated:
“...your no[sic] put on the spot like a teacher asks some answeyamndion’t
know it and you feel everybody’s looking at me laghoin’'t know the answer” and
“...if you get it wrong it's pure embarrassingS4 pupil — LA1 02/04/08 — Group
interview).
Other areas that were identified as benefittingviddal confidence included the extra
information and ideas that could be gathered frtimers in the groups, some said they felt
confident being given the opportunity to help expk® another pupil, that the group
would sort things out if you got the answer wrohgreby supporting individuals in their
learning and saving on any embarrassment from rgakistakes to the whole class. In

the interviews it was identified as giving indivala an opportunity to explore their own

ideas with others in their groups.

As a balance for this participants were given dlamstatement regarding when they
lacked confidence and this showed 11.5% (5 pupflf)e sample stating that they lacked
confidence when talking in groups although this wasbacked up with the interview
data. It could be that pupils misread statementsad some pupils did feel negative as

classroom teachers had suggested in their groaprietv.

In retrospect possibly more input and organisasarequired from the classroom teacher
to ensure pupils are fully engaged in cooperagaerling when the classroom learning
requires this. Again, there is the question oftvbethey were relating this directly to the

activities they had taken part in the Geographg<tar whether there were still unresolved
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issues from a different class with group arrangdmeli it is the former there are issues

around seating pupils appropriately and maintaitimegneed for social skills teaching.

Another noteworthy piece of data from this is #@t9% of pupils (15) stated they did not
like being asked questions by the teacher andtlaeiu22.7% (10) did not feel confident
when asked to complete tasks on their own. This ma&ibe around traditional pedagogies
but may involve issues around appropriately diffiéieged tasks which should be

considered as this may have an impact on a puguhéidence in learning.

The areas that have been identified as challerfgingupils are predominantly being
guestioned by the teacher and completing taskperently. Given that these are the
traditional methods employed in our classroomdHermajority of time they can be seen
as not enhancing self confidence for most of oynmilpun contrast to the positive response
that working and cooperating together has been shiowhis research to provide.
Independent learning is an important skill in tkeessroom and pupils need the confidence
to do this well. At times whole class teaching rbayappropriate, but to reach all pupils
alternative pedagogies must be used. Coopera&araihg has been shown here to

positively support building confidence in young pkoand through this learning.
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Table 5.2
I lack confidence in class
Cumulative
Freguency Percent Valid Percent Percent
Valid When the teacher asks

me questions 18 40.9 40.9 40.9
I work on my own 10 22.7 22.7 63.6
| can discuss my ideas
with others in my group S 114 114 75.0
Other 8 18.2 18.2 93.2
More than one chosen 1 2.3 2.3 95.5
Missing data 2 45 45 100.0
Total 44 100.0 100.0

Chart 5.2

I lack confidence in class

[} When the teacher asks
me questions

[ 1 work on my own

O | can discuss my ideas
with others in my group

Il Other
|:| More than one chosen
- Missing data

In Chart 5.2 above 18.2% of pupils (8) gave otleasons for their lack of confidence.
Two of the pupils (5%) referred to the poor behaviof some pupils. One pupil wrote, on
their questionnaire, they lacked confidence whemworking with constantly disruptive
pupils” and another wheh.. the neds are in class” It is true that unruly pupils cause
significant amounts of disruption in schools amassks. Pupils can be grouped together
which is a challenge not only for the teacher batiously for the learning of other pupils.
This is an area that requires further detailed emanon that there is not the scope to

address here. What is heartening within thisas tihese were the only negative comments
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in this respect. What both comments do suggdbaispupils would prefer their peers to
act with responsibility and a level of interactithiat enables learning. As a means of
addressing this social skills teaching should $tardise awareness of what is appropriate
in the classroom. Schools could then hopefully entmwards a situation similar to that in
LA2 where, it has been noted, social skills teagtias been spilling positively into other

situations.

In the interviews no participant stated that coapee learning activities had a negative
impact on their confidence. The group intervievgsidclude the two pupils above who
stated they lacked confidence when working withulynpupils and this was not raised at
that stage. To link again to the teachers’ percapif this in LAL there is a clear
difference to be seen between cooperative leammitigsocial skills explicitly taught in
lessons and traditional group work or critical lskiechniques that do not incorporate
social skills teaching. The pupils felt that thednfidence was enhanced by this process

and they did not identify issues of distress oty in their groups during this study.

The perception by pupils is that cooperative leggractivities, reflected through the
evidence gathered in the interviews and questioesatan support them in developing as
confident individuals. The perception of this widachers involved in cooperative

learning in LA2 would appear to agree with thah LA1 however there is reticence

among teachers as to the effectiveness of groupitegin building confident individuals.

It is important to maintain the focus at this pdhmt teachers in the case study school were
not engaging with the cooperative learning phildgopThis form of training has so far not
been made easily available to staff. There mayla¢sa desire by teachers to maintain the
status quo and it could be that teachers view aatipe learning as another trend in

education that may pass in time, irrespective oferu educational philosophies.
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5.7 Responsible Citizens

The aim ofCurriculum for Excellencéo produce responsible citizens centres on thd nee
to ensure all are able to participate in a civdisty and to display citizenship. The ability
to treat one another with respect should be evid&€he aim of producing active citizens,
one would hope, could be supported by modellindy faghaviour in a classroom. To
support this aim our young people and indeed @agtters need to be able to exhibit the
attitudes and behaviours that are responsiblerasidsive in a classroom. The teaching of
social skills has already been discussed in reldtdeacher confidence but the effect of
teaching social skills brings with it a sense ajp@nsibility to peers where each individual
is forced to consider taking turns, listening tiealative viewpoints, listening and
speaking with care and ensuring that all group nemhre encouraged to take part. Each

of these is an indication of individual responsipil

In LA2 the Development Officer not only identifi¢lde broader strengths of teaching
social skills but stated that there were repors the skills were being transferred
elsewhere leading to more responsible behaviour.
“Some teachers report that the skills are startinde transferred into other areas
for instance the playground or when they are beakgn out”(Development
Officer — LA2 01/04/08 - Interview).
It was stressed that working together and thinkimgugh the process of completing tasks
in a cooperative manner meant pupils were becomimige responsible.
“As soon as you are getting involved and thinkiogvigroups and teams work you
must be getting more responsibility, whether ytasr role within the group,
feelings and being aware of how other people dreid).
There is an awareness of a developing sensitinitgrgst the young people, who are
aware of different views and beliefs. This is asaathat the new curriculum hopes to

develop where pupils are able to see their owmastin a broader context and appreciate

the needs of different cultures and beliefs. bhaios society it is essential that young
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people can interact with a variety of differentigps, and the topics pupils are exposed to

in the Geography classroom enhance this. Theycaésie an understanding of Scotland’s
place in the world. Not every school subject cdhnegie to this in the same way however,
and the use of cooperative learning techniqueAia &cross subject areas has been seen to

enhance responsibility.

In LA1 when the group were asked whether they thbagoperative learning could help
to develop responsible citizens, the responses teatatively positive with,

“I think it kind of ticks all the boxesand*If it's done well” (Teacher - LAl
06/05/08 — Group interview).

These were the only references made directly fgoresble citizens by the teachers. In
later discussion however one department in padictressed that some pupils were slow
to start activities and thus take responsibilitytfeeir own learning. They were described
as wanting the teacher to do the work for them.reMban one teacher also raised the
point that there were serious time limitationsamg courses that did not lend themselves
well to cooperative learning strategies. As fabamg responsible for their own learning
one teacher stated:

“l agree that I think it does tick a lot of the besand | wish we could do more

given all the constraints we are under ... buthe bottom line is that there comes a

point where the individual has to sit with a perarrite an essay{(ibid).
The concern here is that giving too much time awenteractive lessons may prohibit
pupils from gaining the skills that are required $accessful independent learning. It is
necessary that pupils are seen to be responsibiarat levels. In group tasks however the
ability to work together, fully participate and gaxperience from others, may aid the
process of writing independently. This is becaddsas have been discussed and shared,

and therefore hopefully have made the individuateramnfident in their task as they will

already have had the opportunity to participate.
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Table 5.3
I show responsibility in my class by
Cumulative
Frequency Percent Valid Percent Percent
Valid Listening carefully to others
6 13.6 13.6 13.6
Being respectful of others
opinions and ideas 7 15.9 15.9 29.5
Respecting and
understanding different 2 4.5 4.5 34.1
beliefs and cultures
Making decisions that are
fair and affect the whole 6 13.6 13.6 47.7
group
More than one option
chosen 23 52.3 52.3 100.0
Total 44 100.0 100.0
Chart 5.3

| show responsibility in my class by

] Listening carefully to

others

m Being respectful of others
opinions and ideas
Respecting and
understanding different
beliefs and cultures
Making decisions that are

- fair and affect the whole
group

O More than one option
chosen

Among the pupils that chose more than one optidhisiquestion there is a sense of
personal pride by the pupils in that they couldtbeenselves in relation to others, and in
their own actions, in a positive light. Of the fi@pants 52.3% of the sample (23 pupils)
made more than one choice. Within this group 7080pupils) stated they listened
carefully to others, 87% (20 pupils) who identifildmselves as being respectful to
other’s opinions and ideas, 52% (12 pupils) whaiified their ability to respect and

understand different cultures and beliefs and 38%upils) who said they could make
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decisions that were fair and affected the wholeigroThe pupils’ perception is one where

they are showing how they can and are being reggeris relation to other pupils.

In the group interviews with pupils similar thenvesre identified. In the S4 interview,
pupils, through their comments were able to disfi@yr own sense of responsibility (or
not). One S4 pupil said she was not good at gveanx because:
“I don’t think I contribute well with teamwork caes tend to try and get my point
across a lot more than others and | tend to argyepoint so | don'’t really like
group work a lot”(S4 pupil - LA1 02/04/08 — Group interview).
This shows an awareness at least of areas thatilecan develop but other pupils in the
group were able to show how they could be resptmsilthat situation. Again another

pupil stated concern that some pupils were takaagnuch responsibility.

“There is normally somebody who takes more resoalitgi but when you are in
the exam there is no gonfsc] be someone else there to help y¢ibid).

This is a similar concern that some teachers iflebtit again this is contradicted by the
comments of the same pupil who stated:

“... you learn better because you are getting te sat other people would put
down for an answer ...{ibid)

and again the responsibility of some pupils in grsup when they were asked what they
could do about someone taking more responsibiigied.

“You could ask people what they think and what lyave said like if they agree
with it and if not why, have they got other ideasibid)

This pupil is able to relate their actions in rglatto others and show a degree of
responsibility that ensures inclusion in the granp reflects many of the answers that
were given in the questionnaires in relation tdigeihg more ideas and potential answers.
In the S3 interviews pupils identified a numberacgas where they felt responsible to other
group members:
“It actually makes you feel as if you are part ofji@up as if you are working
towards something, no just writing it down in a kband*... cause you've got to
find out what you’re looking for and then you've gmreport back and tell them

what you're doing so if you don’t research it yant tell them what they need to
know for their section’(S3 pupil — LA1 21/04/08 — Group interview).
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The S2 interviews were interesting as they inclual@dmber of pupils from the more able
sections who may have been more used to, and heifipythe competitive nature of their
normal classroom setting. There were learnersigngroup who engaged with their
learning independently and as the ‘top class’'wéendogether and subject to learning

approaches that supported competition.

Independent learning is an important skill, patady when mastery has to be shown, but
getting to that point can be supported and enhabg@doperative learning. For many of
the pupils, cooperative learning was not the noFar some this was a challenge, for
others a relief to be removed from the competisiteation and others seemed to lack the
motivation to participate fully. This served aseainder that social skills tasks were

included with the aim of producing better work.

With this class some pupils did not put in enoufjbrewith cooperative tasks. When the
results of tasks were available for all classeddbeS2 section did not produce the best
materials. There is a sense that they were coaffiertvith their traditional roles, may
have felt threatened, or even devalue the actastthey did not have full ownership of the

final product.

The issue of more able pupils was discussed ititdrature review in relation to the work
of Shacker (2003). It should be remembered howelat regardless of desired learning
styles, the research evidence to date shows thau@ils gain in cooperative learning
activities. The comments from the participantghis group, in relation to showing
responsibility, were positive:

“... because you are all being marked as one andtiink that you should just try

and contribute to it and just try and help the atheople to make an effort with
them” (S2 pupil — LA1 24/04/08 — Group interview).
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The S1 participants in the interviews focussedhenrelationship improvements that had

occurred as a response to their responsible agproac

“We haven't been fighting or fighting over a certanswer if we think it is wrong
we all just contribute and see if we can come up something”(S1 pupil — LAL1
04/04/08 — Group interview).
In relation to the criteria set for the four capiasi identified by the Curriculum Review
Group (2004) pupils identified themselves as beasponsible to others by participating,
listening carefully, being respectful of othersadeand opinions, respecting and
understanding different cultures and beliefs an#lingadecisions that are fair to the whole
group. Each of these skills is taught in coopeealiéarning lessons where pupils learn to

take turns, listen and speak carefully and makeeabdecisions with all involved. The

pupil perception of this is positive.

5.8 Effective Contributors

The Curriculum Review Group (2004) identify effgetcontributors as having attitudes
and abilities that enable individuals to engagthéir own learning and learning with

others in a variety of ways.

The literature review clarified the central ideacobperative learning where everyone
should work and learn together therefore everyemequired to contribute to activities.
This is built into the process through individuatauntability. Whether individuals are

being effective when they contribute to group wark now be explored.

The Development Officer in LA2 also addressed plosit and stressed the important role

that teachers had in ensuring all pupils are doutirng.
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“... one of the principal tenets of it is that eyene is involved, whether that then
becomes effective is something the teacher wowlidwadly monitor but you are at
least getting everyone contributing in some wéyevelopment Officer - LA2
01/04/08 - Interview).
This is an important point and one that | will coemhon here from classroom observation
and participation. The classroom ‘climate’ is sigantly improved when pupils are
engaged in cooperative learning activities andi@rtunity to observe what pupils are
actually doing is greatly enhanced. When pup#siateracting in their groups it is
possible for the teacher to move through groupskiyiclarify misunderstandings rapidly
and to a larger number of pupils without disruptatigoupils. Teachers are able to

establish a ‘sense’ of the pupil, what they are Bkd how they engage with their learning

in a much more holistic and rapid way than is daeswith traditional classroom teaching.

In the group interview of teachers at LA it waseabthat cooperative learning approaches
had the ability to tick all the boxes in referetcehe four capacities @urriculum for
Excellenceand in particular that of being effective conttidms. An important point
however was raised when it was suggested thatllmoials will always be able to fulfil
all the identifiers listed. For example one teachas able to say yes it would ensure
contributions from pupils, however, for some pupiilat may be limited.
“It certainly will tick all the boxes for many défent areas like the whole idea of
communicating in different ways like effective cbuitors, take the initiative and
lead, certain pupils will take the initiative anelld and certain won’t{Teacher —
LA1 06/05/08 — Group interview).
This is a point that links into differentiation atite fact that cooperative learning
pedagogies are good for ensuring all pupils caimdéladed in the classroom by the
dissemination of appropriate tasks and roles. Déeelopment Officer in LA2 was quick
to point out that the use of differentiated tasks&lso required in relation to social skills.

The activity and skill required should be approferi® the current level the pupil is
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working at. Monitoring of activities by the clasera teacher and the use of group
processing should help to address issues of egsaltipupils contribute effectively. Even
if pupils are unable to fulfil all the criteria idgfied in being effective contributors there
are still areas where they can be shown to darse. fact is, however, that teachers know
their pupils and appropriate ‘roles’ can be assigisemeet with individual needs and still

ensure progress for all.

The participants in this research were asked hey tfad contributed effectively to their
groups. As shown below there was a significant imemof pupils who identified two or
more areas where they had managed to do so. @fuhliple answers (56.8% - 25 pupils)
an additional 36% (16) said they always took apalit in activities, 46% (18) said they
always made sure they completed their role, 52%42M@i they always gave ideas to their

group and 23% (10) said they always took a fult paresearch projects.
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Table 5.4
| contribute effectively to my group by
Cumulative
Frequency Percent Valid Percent Percent
Valid  Always taking a full part in

activities 3 6.8 6.8 6.8
Making sure | always
complete my role 5 11.4 11.4 18.2
Giving ideas to the group 10 227 227 40.9
Taking a full part in
research projects and 1 23 23 43.2
presentations
More than one chosen 25 56.8 56.8 100.0
Total 44 100.0 100.0

Chart5.4

| contribute effectively to my group by

m Always taking a full part in
activities

m Making sure | always
complete my role

O Giving ideas to the group

Taking a full part in
research projects and
presentations

[J More than one chosen

Pupils participating in the research were posiéilseut the contributions they made in their
groups. The fact that the majority of pupils gavare than one answer suggests there was
appreciation of the different facets of their owarly and ability that can be used to assist
the learning of others. This links with responsibitizens as they are aware of their
responsibility to communicate with and work witlethpeers for mutual advantage. The
fact that not every pupil ticked all aspects ogefive contributing would suggest that the
comments from the teacher group interview are botuteand that not all pupils will

achieve every criterion noted or that they hadhaat the opportunity to contribute in that

way with their groups.
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In the pupil interviews what came across was thatpupils felt they had contributed well
but that at times found it frustrating (in the &ferview) if they were in the role of leader,
or it they were explaining something to anotherip@md felt that the pupil should have
been paying more attention. The sense of persespbnsibility here is strong where
there is an expectation for others to engage \iir bwn learning.

“... if they are supposed to know it is annoyirgyid“if you have to keep going

over it and over it"and... if they get it the first time and they hongdlidn’t know
or weren't in you don’t mind'(S4 pupil — LA1 02/04/08 — Group interview).

However some real strengths were identified bySteupils,

“I think it's better because instead of one perslming all the work everybody is
contributing so nobody is getting left owhd“everybody’s got to do something so
nobody can just sit back and relagbid).
Despite the level of frustration some pupils magnigfy they were able to extract the
positive from this which will be noted under susfetlearners. In the S3 section pupils
focussed on the fact that responsibility towar@sgtoup meant that pupils would actually
participate.
“We've got to set them questions and that fromgitoeip so that if they don’t find
that part there is going to be a bit missing ane tbacher is going to ask why is
that ndsic] in it and they’ll know that it is their fault thatis ndsic] there” and
“all the groups have made posters and then we'vetww@und and gave each other
information about their poster ... plus you aretipgj to say what you think of
theirs” (S3 pupil — LA1 21/04/08 — Group interview).
Therefore they would have an impact on the learoingthers in the group. Through the
process of peer marking and support pupils were @béxplore other ideas and assess
their own work and the work of others. The acgafup processing forced pupils to

assess, as a group, how they were achieving anttimaneeded to do next to take their

work to the next stage.
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For the S2 group a similar response emerged wiertgilouting to the group was seen as
the responsible action to take. For others th@Bcbntributing to groups changed some
of the relationships they had with peers and eistadydl interaction with new pupils.
“... you would talk to them and they would justglifisic] you but then as the days
went on they would start talking to you and listeyii (S2 pupil — LA1 24/04/08 —
Group interview).
Through this, pupils had managed to contributda&ir tgroups in a positive way that
established relationships as well as enhancing aomuation. Not all responses were so
positive to this however and this year group idediways that they had contributed but
felt that others did not do so as effectively as/thould. As previously noted the top S2
section had not achieved as well in collective $aak other groups and this is probably
reflected in the fact that here young people agatiflying some pupils as not contributing
as much as they could. Again, this raises thesifisat constant teacher monitoring and
effective group processing is required to ensurpuadils learn as would be hoped.
“l liked when you got jobs and different bits taute, but I think some people were
less contributing to the group than others with lbiits they had to learn{ibid).
The S1 pupils were able to identify a number of svinat they felt they had been effective
contributors from establishing positive relationshio helping others with their learning.
“l get along with everyone in the group and wetake turns in the group and see
if we can come with an answeahd*| also ask questions so like with certain

people they might not understand some things tharcgn help them understand it
better” (S1 pupil — LA1 04/04/08 — Group interview).

Again there is the sense of responsibility thahiared among the group and an awareness

of the links found within the four capacities thaives.
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5.9 Successful Learners

The findings of this research concur with the pecsipe that cooperative learning can
produce successful learners. This section was gefplty put at the end of the four
capacities as there is already a great deal oarelsevidence to show that cooperative

learning does produce successful learners. Tlsibéan discussed in the literature review.

This analysis will focus on the perceptions of gvants in relation to whether they
perceive their learning as being successful thrabghmplementation of cooperative
learning. The limitations of this study, due ®size and duration, cannot produce

extensive figurative data on results however Chapteas already supported this.

The literature already available in relation to iffirovements in pupils’ attainment is
sufficient evidence of improved learning among paupf all abilities due to cooperative
learning. Cooperative learning is not an overhighas far as raising grades is concerned
but is a longer term strategy that builds on skdtgether with shared learning to help
improve attainment. The perceptions of how codpardearning might help to produce

successful learners can however be explored.

From the earlier discussion on the dominant infbgsnon learning and teaching over the
last century it was important to establish someeseri how pupils experience the
classroom. Given that behaviourist approachdsesist in our classrooms (Pollard, 2002)
would the majority of the pupil sample be happywihat approach in the classroom and
perceive this as an appropriate way for them tmfedt is a pedagogy that works for some
but can create tension, anxiety and concern inrgtnather than effective learning). The
guestion is how many of our pupils learn best ldadiic teaching and how many would

prefer alternative pedagogies?
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With respect to the benefits of a didactic, behargt approach to learning in the
classroom evidence from the research data showthhanajority of pupils did not
support this style of learning with 75% (33 of g@mnple of 44) saying they learned best
when engaged in active learning. Pupils acrosgéhe groups identified working as part
of a group or team as the most positive learninmeagnce they had, working with a

partner was identified as the next most valuabpeagnce.

Vygotsky stressed the importance that learningttegecan bring, particularly when
interaction takes place between one more knowldilgé@arner... creating a zone of
proximal development for the childBeveridge, 1997: 30). Again this links well into
cooperative learning which promotes the engagewfegrioups that include learners of
different abilities (Johnsoet al, 1994; Johnsoat al,1990). Vygotsky’s theory can thus
be implemented through the benefits that come frarking with more able peers. In the
pie chart below 25% of the sample (11 pupils) idiexat learning on their own or through
whole class teaching was when they learned bestwith any response given, there may
be a number of reasons for pupil perceptions ae e many ways of learning in the
classroom, and the results of this question wougysst that a variety of learning and

teaching pedagogies are required by the teacher.
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Table 5.5
I learn best
Cumulative
Freguency Percent Valid Percent Percent
Valid  When | work with a
partner 10 22.7 22.7 22.7
When | work as part of a
group or a team 20 45.5 45.5 68.2
When | work on my own 6 13.6 13.6 81.8
With whole class
teaching 5 11.4 11.4 93.2
More than one response
given 3 6.8 6.8 100.0
Total 44 100.0 100.0
Chart5.5
| learn best

- When | work with a
partner

o When | work as part of a
group or a team

[J when 1 work on my own
Il with whole class teaching

O More than one response
given

From Table and Chart 5.5 above there is strongeeiel that the participants in this
research believe they learn best when engagedne gmrm of active learning and the
following analysis will look at all perceptions frothe group interview that show whether
or not it is believed that cooperative learninggugubies can help develop successful

learners.

In LA2 the large scale implementation of coopemtearning is ongoing with more

teachers being trained every year and that Auth@ihow engaged in aiding other
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authorities with their training. This is seen dsrgg term aim and not one where instant
results are expected. This is a realistic peroapin behalf of the Authority and reflects
awareness that change and implementation take Howgever, among staff, there is a
perception in the Authority that pupils are devéhgpas successful learners.
“You are also seeing increases in attainment beegugils can interact with each
other and learn from each other so it is a kinaloicken and egg thing ... from my
own experience more pupils are enjoying the worktarme that has to have an
effect on attainment’(Development Officer — LA2 01/04/08 — Interview).
In the teachers’ group interview one teacher nitatithe very act of discussing work in
groups enabled them to quickly become aware ofl puigtakes and thus address these to
help improve learning.
“One important thing | found is that you quicklydeene aware of the
misconceptions they hadind“when you hear them talking about it you quickly
realise what they see and | think that is very a&hbla...” (Teacher — LA1 06/05/08
— Group interview).
Other teachers identified the learning that takasgpwhen pupils explain to one another,
as they are forced through that process to devbkipown understanding. That can be
linked to the experience of more able pupils why ima frustrated at times but when
questioned use terms such as ‘deep’ to explainthewthinking may have developed.
This supports the idea that cooperative learninigides do not prejudice the more able
but challenge them to further develop their slaigl learning.
“l just think well the minute that person explailwsthe other person or they figure
out why one answer is wrong then you know they learaed something and
that’s one of the best things about having the gsdyibid).
Despite neither of these coming from cooperatiigrwork there is an understanding

that pupils can benefit from interacting with omether. With the opportunity for

teachers to train in cooperative learning thisnigigea that can be developed further.
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Pupils were asked in the questionnaire, as alreathd, how they learned best. Reflecting
back to the first pie chart in this section witle title “I learn best when” the majority of
participants cited learning interactively. Pupitsse explained why some of them learn so
well in this way already with references to deegriéng and greater understanding. The
comments from pupils about their own learning aod leffective they perceived that to be
in the interviews will now be discussed.
In the S4 interview pupils were able to identifg tvays they had benefitted from
contributing to their groups and at times aiding ligarning of others'You understand it
better because you have had to explain it to sometse” (S4 pupil — LA1 02/04/08 —
Group interview) and this links back to the teaatmnments about the benefits of learning
together. The pupils were further asked if theg banefitted from some of the different
activities they took part in the classroom andelation to a carousel one pupil stated:
“it was good because you got to see what other leethppught outside from the
group ... so if you get other people’s views yau £2e how differently they do it”
(ibid).
This shows the need for short term groups whenlgpwere given the chance to work with
different pupils to further develop and expandrthearning as well as the support that
comes from working in their base cooperative legagrgroup. One pupil noted that groups
working together for a long period can get intoatort zone, as well as a support zone,
and the importance of being placed into anotheirenment so that their learning is
challenged,
“because you don’t learn anything if you are iruy@omfort zone, you don’t
stretch yourself*(ibid).
This is an insightful comment from a pupil that acwledges that to be a successful
learner it is important to be challenged and thainge is part of that process. Cooperative

learning supports this through the formation ofrsk&rm groups and a variety of activities
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that involve different partners and groupings winilaintaining the need for individual

accountability.

The S3 pupils were able to identify a number of svidnat they felt had helped their
learning from the action of explaining somethingl éime comprehension that required to
the changes in their own perceptions
“you get to hear what other people think so[sig] just what you think so it might
just change your opinions a biind“it’'s no just kinda[sic] oh I've read it you've
got tae[sic] know what you have read and then you are talkingeople about it
S0 you are ngsic] just reading it”and“you don’t forget it straight away’(S3
pupil — LA1 21/04/08 — Group interview).
What is evident from this is that pupils can reldie quality of what they have learned in
lessons to previous learning pedagogies employ#teitGeography classroom and are
able to assess their own understanding in thathbeg a greater knowledge of the
relevant material. Indeed one pupil stated, eliendh this pupil had stressed they did not
like working in groups, that when discussing anglaixing ideas in the groups sinks in

deeper’(ibid).

The S2 participants were also positive in respeettiat they had learned through
cooperative learning. The ideas of support, engagée and responsibility are within their
contributions to the group interview.
“I learn better because when I'm in a group | knbwe got to dagsic] something
and that means I'm learning something like all tinee instead of just sitting
watching” and“you understand more if you see it from other petgppoint of
view” and“if you get stuck you’ve got somebody else to g8 pupil — LA1
24/04/08 — Group interview).
Other pupils in this group said they couldn’t rgaly why but they thought the whole

process helped and supported their learning.
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The S1 participants responded positively also aaied that they thought they learned

better and that being able to discuss their anshedped their learning.
“You can cooperate with other people bettarid“because you are getting all
different answers’and“you can look at it from a different point of view(S1
pupil — LA1 04/04/08 — Group interview).

In response to asking pupils if they learned welbtigh cooperative learning pedagogies

the perception of pupils was consistently basetherbenefit they had from sharing with

others in their cooperative learning groups.

5.10 Additional Themes from the Findings
Although the main aim of the research has beestabésh if, and in what ways,

cooperative learning pedagogies can be seen taseupp four capacities @urriculum

for Excellencel thought it was important to ask broader questiabout how pupils might
like to learn in the future, and to assess what therent understanding of cooperative
learning was. In the questionnaire participantsevesked to identify their preferred

activities in the classroom and state why this was.

Table 5.6
The activities | most enjoy in the classroom are
Cumulative
Frequency Percent Valid Percent Percent
Valid  Working on my own 2 45 45 45

Working in groups 14 31.8 31.8 36.4
Whole class teaching 1 2.3 2.3 38.6
Working on projects 19 43.2 43.2 81.8
More than one chosen 8 18.2 18.2 100.0
Total 44 100.0 100.0

Chart 5.6

The activities | most enjoy in the classroom are

Bl working on my own
[ working in groups

[ whole class teaching
Il Wworking on projects
[ More than one chosen
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Of the 18.2% of pupils (8) who made more than dmeae 9% (4) said they enjoyed
working on their own, 14% (6) said they enjoyed kitog in groups, an additional 7% (3)
said they enjoyed whole class teaching and 16%r{joyed working on projects. When
asked why a particular activity was enjoyed of ththgat said they enjoyed working on
their own the reasons given for this were that @ilgdelt they learned more this way, one
said they felt more involved and one that they dagincentrate more. One further pupil
identified being able to discuss things and helagrobdpinions as being the reason they
preferred working on their own which suggests thipil did not fully understand the

questionnaire and the issues around this havedisemssed previously.

Pupils who said they preferred working in groupk.836 - 14) gave the following reasons,
14% (6) said they felt they learned more in thigweo (2) that they felt more involved
and 14% (6) that they could discuss their answéis athers which has already been
discussed in the group interviews, it should beddbat group interviews took place only

after pupils had completed questionnaires so thaseno leading taking place.

In relation to whole class teaching only one pigehtified this as their singular preferred
way of learning. Of the two pupils who gave thignultiple responses they appear to have
misunderstood the question as they have ideniifiedidition to being able to concentrate
more that they could discuss things and hear atpigtions and be more involved. The
evidence from this sample suggests that traditim@hing pedagogies do not support
learning for the majority of pupils in our secongalassrooms. This does not mean such
pedagogies should not be used as some pupiltestill well this way but to reach all

pupils alternative practice such as cooperativenleg is required. What is evident is that
neither the traditional approach nor cooperatiaenmg is exclusive in aiding learning and
each approach has a place. Therefore any teatiteuses only one approach is not

supporting the learning of all pupils.
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Of the 43.2% of pupils (19) who identified working projects as their preferred way of
learning there were a number of multiple reasowergi In total 20% (9) said they felt they
learned more, 27% (12) identified feeling more ined with their learning, 16% (7)
referred to concentration and working more on sk 16% (7) also said they could
discuss things and hear other opinions. No o#sans were offered although pupils
were given the opportunity to identify them. Agaktive learning is seen as the
predominant area that pupils find enjoyable indlassroom. This does not suggest that
pupils are not learning, as they have identifiedldheas in which they feel it benefits them,

rather the process is rewarding and engaging.

Pupils were asked what they preferred the teach@o twith them in the classroom (Table
and Chart 3.7). The aim here was to approachaime sssue from another angle to see if
this supported or challenged what the pupils sadevtheir preferred ways of learning.
The data obtained from this question supports tpgig comments about how they like to
learn and again stresses the interactivity thdesred by the majority in lessons with
63.6% (28 pupils) directly saying they liked intettge activities. Of the 11% of pupils (5)
who chose more than one option the breakdown w&s(B) liked class discussions, 5%
(2) liked the teacher to talk to the whole clasd an additional 9% (4) wanted to work
together. Adding in the pupils who have chosenatiban one option and the total
number of the sample who prefer interactive legyraidds up to 75% (33 pupils). This is

clearly a significant portion of the sample.



Table 5.7

| prefer when my teacher

Cumulative
Frequency Percent Valid Percent Percent

Valid Has class discussions 11 25.0 25.0 25.0
Talks to me 4 9.1 9.1 34.1
Talks to the whole class 7 15.9 15.9 50.0
Lets us work together 17 38.6 38.6 88.6
More than one chosen 5 11.4 11.4 100.0
Total 44 100.0 100.0

Chart 5.7

| prefer when my teacher

B Has class discussions
- Talks to me

[ Talks to the whole class
- Lets us work together
] More than one chosen

Whether pupils were interpreting this working tdgatin relation to cooperative learning
or group work in general was clarified. Pupils &vasked what they understood by the

term cooperative learning.

5.10.1 Questions about cooperative learning

There is evidence here of a solid understandinigvthat takes place in a cooperative
learning situation is different to traditional gpwork. From the 9.1% of pupils (4) who
chose more than one response, although this wasnnmption in this question, 7% (3) of
responses said cooperative learning was learngegher, 5% (2) that it was team work

and only 2% (1) that it was group work. An additib9% (4) comments said they thought
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it involved depending on and helping one anothdre majority of pupils could relate to

cooperative learning as more than traditional gnvork.

Table 5.8
What do you understand by the term cooperative learning?
Cumulative
Frequency Percent Valid Percent Percent
Valid Learning together 16 36.4 36.4 36.4

Team work 5 11.4 11.4 47.7
Group work 7 15.9 15.9 63.6
Depending on and
helping one another 12 27.3 27.3 90.9
More than one chosen 4 9.1 9.1 100.0
Total 44 100.0 100.0

Chart 5.8

What do you understand by the term cooperative learning?

B Learning together
B Team work
[ Group work

] Depending on and helping
one another

[] More than one chosen

This evidence shows that although pupils may haenlnterpreting cooperative learning
in different ways, there was an understanding et they were doing involved a degree

of responsibility to one another, a supportive emvnent and that it benefitted their

learning.

5.10.2 Pupils’ hopes for future learning

In the last two questions, pupils were asked te ggasons why they would like more or

less cooperative learning activities in the futuhe relation to why pupils might enjoy



139

more cooperative learning activities in the clasarponly one pupil added a negative
comment and stated they did not like working irt thiay. This was also noted previously
in the discussions where the same pupil was aldtate that this form of learning
provided deep learning for them, so they were awhtbe benefits that can take place
even if it did not include their preferred learnisigle. In relation to the 20.5% of pupils
(9) who had given more than one answer, an additibh% (5) pupils said it increased
their confidence, 11% (5) that it helped them getli@r understanding of the topic, 16%
(7) that you get to hear others ideas and 16%h@k)it was a fun way to learn. Overall the

feedback from pupils is very positive.

Table 5.9
Iwould like more cooperative activities in the classroom because
Cumulative
Frequency Percent Valid Percent Percent
Valid It increases my confidence
8 18.2 18.2 18.2
| get a fuller understanding
of the topic 7 15.9 15.9 34.1
You get to hear other ideas
11 25.0 25.0 59.1
Itis a fun way to learn 8 18.2 18.2 77.3
Other 1 2.3 2.3 79.5
More than one chosen 9 20.5 20.5 100.0
Total 44 100.0 100.0
Chart 5.9

I would like more cooperative activities in the classroom because

] It increases my
confidence

(] I get a fuller understanding
of the topic

O You get to hear other
ideas

M 1t is a fun way to learn
|:| Other
- More than one chosen
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To test how well participants liked cooperativerteag the last question was written as a
negative to authenticate previous responses aadoid leading pupil participants into
giving only positive feedback. Pupils were givlae bption however, to say they had
enjoyed cooperative learning as this had come @massue on the pilot. Pupils were
asked to say here why they would not like more eoaipve learning activities in the
classroom and given the option, to put other conisigrat had not previously been raised
in the pilot. Of the responses here, there aigraficant number of pupils (43.2% - 19
pupils) who identify pupils not working well togethas having a negative impact on their
learning. In this instance some pupils must haaenlreferring to traditional group work

where no social skills had been included.

This finding is not, however, broadly borne outhie interview data where pupils
displayed a much more positive response, in gerterttie interactions that took place
during the lessons. Of the pupils who entered rtitae one choice, pupils again
identified the impact others can have in lessorbk 886 (2) pupils saying it can take too
long to get others to understand, 5% (2) that spaople don’'t work well together and one
that they can get sidetracked during the activityhat is clear from this, as already
discussed, is that the regular teaching of sokilis $n lessons is vital not only to ensure
actual cooperative learning activities are takitage but also to ensure these are
developed by pupils. This does not need to bege lpart of a lesson but a few minutes at
the start of the period or during a new activi§ompleting this regularly will remind
pupils of the importance of working well togethdrhe teaching of social skills can, on its

own, help to develop a number of criteria withie fbur capacities.
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Table 5.10
I would like less cooperative activities in the classroom because
Cumulative
Frequency Percent Valid Percent Percent
Valid It can take too long to get

others to understand 4 9.1 9.1 9.1
Some people don't work
well together 19 43.2 43.2 52.3
| can get sidetracked 2 4.5 4.5 56.8
None - | always enjoy it 15 34.1 34.1 90.9
More than one chosen 2 45 45 95.5
Missing data 2 45 45 100.0
Total 44 100.0 100.0

Chart 5.10

I would like less cooperative activities in the classroom because

] It can take too long to get
others to understand

] Some people don't work
well together

Oican get sidetracked
Il None - | always enjoy it
[J More than one chosen
(] Missing data

Pupils were then given the opportunity to add ammpments they wished about
cooperative learning. Only 4 pupils took this oggpoity and only one was negative. The
comments relating to cooperative learning thatpastive embody the philosophy of
active learning which are that pupils can engatgcgvely with their learning, and with
one another. The final comments that these pupdsed to make in relation to
cooperative learning were:

“I really enjoyed it, it was really funny and coajéive learning is good and |
should improve my learning in it.”

“Personally I find whole class or individual work more beneficial for learning.

“l think we should have cooperative learning becaiu%s a new way of learning
and it's a way of people working with others arouhdm.”
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“It's good getting to sit and talk amongst eacheatland share our views and
opinions it also gives you a chance to voice wioatlyave managed to understand
and picked up. It also saves you from sittingilense working on your own.(All
quotes from question 14 of the questionnaire.)

5.11 Tally sheets

When gathering evidence for this thesis, the mioalienging area to do so, was the tally
sheets (Appendix 5). The reason for this was dukd demands on me as the classroom
teacher and the management required in some &siviDespite being able to gather data
for only 11 classes, there were 78 timed obsematior pupils. Each observation would
last for one minute at the group and during tmeetany evidence of the points identified
in the table below would be noted. As previousgcdssed the following indicators for
each capacity were selected, as | believed it wbaldossible to see these when working
in cooperative learning groups and there were saspects that could be covered within
the Geography curriculum. Not all areas are a$ ieplesented through the tally sheets
however, particularly in relation to the ‘responsibitizens’ section, as the curriculum did
not lend itself to addressing these areas on thiepkar occasions of the observed lessons.
There was however, still evidence of each. Intdide below the number of positive
observations for each of the elements of the fapacities are indicated on the right hand

side. Further discussion of these will follow aftiee table.
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Table 5.11 - Tally Sheets.

Four Capacities Number of Positive Observations
Confident Individuals

- Self respect 42

- Self aware 37

- Relates well to others 56

- Secure beliefs 27
Effective Contributors

- Works in partnership and teams 63
- Communicates positively 62

- Thinks through problems 43

- Problem solves 36

- Contributes ideas 67
Successful Learners

- Enthusiasm 51

- Motivation 51

- Openness to new ideas 42
- Determined to read high standards 28
Responsible Citizens

- Respect for all group members 44
- Develop knowledge and understanding ofL8
the world and Scotland’s place in it

- Understand different beliefs and cultures 12

The table above, despite the limitations in coifgrthe data, is able to provide positive
evidence that when working in cooperative learrgraups, pupils are engaging with the
four capacities o€urriculum for Excellence The degree to which different capacities are
addressed is a feature of the curriculum at ang,timith some areas of the curriculum,
particularly in the Geography class, focussing mruaderstanding of the world and
Scotland’s place in it and ‘understanding differbeliefs and cultures’ at certain points.
The elements identified under the capacity of ‘oesible citizens’ were features of some
course work during the data gathering period batpirticular classes involved, did not

facilitate the use of tally sheets at the appraetienes.

The findings from the tally sheets are beneficgatleey add another dimension to the
evidence already gathered through the questiormaird interviews. As already discussed
there is very positive evidence of pupils feelingrenconfident through the

implementation of cooperative learning and thisupported here with evidence that on 56
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occasions pupils were found to relate well to ometlaer. To engage well with others a
degree of confidence is required and through furdleselopments of pupils self respect,
awareness and a positive sense of their own bétiesfean grow. The effect of having
answers and contributions, made to the group vakssists the development of this in

young people.

The section on ‘effective contributors’ is verymgiicant. An essential theme within
cooperative learning is that all pupils are invahaand indeed individually accountable.
The evidence here shows that pupils were highlglred in working in partnership and
teams, and communicating positively, which was sujggl by the inclusion of social
skills. The challenge to provide this degree ¢éiaction within traditional classroom
approaches or indeed traditional group work is hihe ease with which cooperative
learning can support the development of this cap&ievident. This area was fully
supported by the pupils’ responses in the questioes when many had given multiple
responses with respect to the ways in which theyributed effectively. As cooperative
learning requires ‘group processing’ at some pmir@very lesson, this encourages pupils
to think about their own contributions and how tlvay do so more effectively and

encourage others to do the same.

Pupils have shown positive aspects of being abikitd through problems, and, to a
lesser degree, problem solve but again this coelldue to the actual activity taking place
at the time and the opportunity to observe thiss important to remember here, that

pupils have identified active learning as the wagytlearn best in this research.

This directly links into how pupils have shown thestves to be successful learners in this
research. Table 5.11 above shows the majoritypiipwere able to display enthusiasm

and motivation for the tasks undertaken and thisacdy enhance their learning. The
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openness to new ideas that was shown by a numlipeipd$ displays the benefits of
engaging with others, rather than simply throughtdacher and a book, as pupils can
extract information and ideas from one anotheris Ppositive point was raised by pupils in

the group interviews already discussed.

The area where there is least data is in relatiaegponsible citizens. This could in part
be due to a flaw in the choice of elements for tiaisacity or to the timing of the lessons
and the curriculum content included when obsernativere possible. For an external
researcher this could be more effectively manageshsure particular activities could be
observed. The fact that 44 of all the observatohsplayed pupils interacting in a
respectful way (by being polite, taking turns,disihg to one another and accepting other
opinions and views) is however, very positive agdia supports the impact of building

teams and the development of individual socialskil

Geography as a subject lends itself well to devabpp sensitive and informed approach to
understanding different parts of the world andahallenges that can be faced in certain
situations and there is evidence of this withintdll sheets. The evidence from the
interviews shows that pupils believed they had rgaddo engage as responsible citizens.
To structure lessons so that pupils can engagetieéy in decision making and take a
participative approach on a regular basis, can bely to develop them as responsible

citizens.

5.12 Implications of the Research Findings

The most prominent implication of this researcthis detailed evidence established here
that cooperative learning activities, when well mg&d and effectively employed, can and
do, support the development of the four capacdfgSurriculum for Excellence This

evidence comes from the participants themselvescHers acknowledge the benefits that
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can be made in learning through interaction andipwho participated were able to
identify the different quality of learning it praled for them. Participants identified the
‘deep’ learning that had occurred through coopeedearning. James Atherton (2005)
identifies ‘deep’ learning as linked to intrinsiotivation and ‘surface’ learning to
extrinsic motivation. As already explored more &ygment and personal reward comes
when motivation is intrinsic (Bandura,1986; Koh892 and McLean, 2003). Atherton
goes on to summarises the work of Ramsden (ctigtherton, 2005) on surface and deep
learning and identifies deep learning as learnivag includes relating:
“.... previous knowledge to new knowledge... dggtishes evidence and argument
... relates theoretical ideas to everyday expemenorganises and structures
content into coherent wholeind the'emphasis is internal, from within the
student”
Surface learning is identified as lacking the limksleep learning with a deal of
memorising and unrelated tasks (ibid). What igwoirthy within this is that there is a
different quality to learning that is considere@p@nd the participants were able to
identify this. Participants found themselves emgggvith others in a way that required
them to explain themselves and explore their l@ggrfinding links and deepening their
own understanding. They also recognised the centid it engendered and the way that

they themselves contributed. This is backed uthbyevidence gathered from

participating pupils, while actively engaged in ttiassroom, through observation.

This research has been able to identify the flatsaditional pedagogies where pupils are
able to take a more passive approach to theirileggaand although this benefits the
learning of some pupils it does not do so for dlhe majority of learners benefit from a
more active learning style rather than that ofabdience and the apathy that can be

associated with traditional classroom practice.
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Throughout this analysis what emerges is the neeéffective and regular teaching of
social skills, not only to ensure that cooperateagning is actually taking place, but also
as a means of enhancing the life chances of pupil&Al it has been noted that many
pupils lack social skills and in LA2 there is evide that the teaching of these skills is
having an impact beyond the classroom. In todsgtsety the need for appropriate social

skills is essential.

Pupils have identified the ways in which they a# aware through this research and have
been able to assess their own development inael&ti cooperative learning. Pupils have
shown awareness of the support that can be gamneabperative learning activities but
also, the responsibility that will fall onto thenmhan working independently, and the need
to ensure they are also responsible for this. 8ean appreciation that working together

can help to promote the ability to work confiderdlyd effectively on their own.

A significant finding was that 75% (Table 5) of thepils participating (33) said they
learned best when working interactively. Of this5%6 (20) identified working as part of
ateam, 22.7% (10) when working with a partner afarther 6.8% (3) gave more than
one interactive response. This is particularlygigant given that the predominant

pedagogy in our secondary schools is didactic pr@ach.

One further important implication of this reseaiglthe challenges that have been
highlighted through practitioner research. As dssed in Chapter 4 of this thesis there are
tensions in the role of teacher as researcherensare an objective stance is taken, the
researcher must at times be able to disengagelhdthction of the classroom, but, as the
teacher responsible for delivering the lesson,ith@most an impossible task. A teacher’s
first responsibility must always be to the pupitslas such the gathering of data for

research in particular contexts becomes untenalile.demands of a day to day, period by
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period classroom experience make the teacher'sasmtesearcher a hazardous one. Of the
many lessons that involved cooperative learningagedies only 11 of these could be used
to gather data through tally sheets. These hawaded valuable data but without the aid

of interpretive approaches, this research may nesee been possible.

5.13 Conclusion

The findings from this analysis of research datafao a need for more interactive
learning practices in our classroom. Indeed, forowe learning in our young people
cooperative learning has a very positive role ttyplThrough the teaching of social skills
as general practice, learners should be able tagengffectively and more productively.
This research analysis provides substantial evielémet cooperative learning supports the
four capacities o€urriculum for Excellence The inclusion of cooperative learning

strategies alone will go a long way to embracirghilosophy of the new curriculum.
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Chapter 6 Conclusions

This Chapter will summarise the main findings irs ttesearch and clarify whether
cooperative learning, can support the developmetiteofour capacities a€urriculum for

Excellence

6.1 Findings

6.1.1 Is Cooperative Learning an Effective Pedagogy?

What is clear from this research is that coopegdtarning is a very well researched
pedagogy (further details in Chapter 2 — literatergew) that fully supports the four
capacities oCurriculum for Excellence Cooperative learning has been shown to develop
successful learners through engaging learners gfteetively in their work and by
increasing achievement. Young people gain in danite through the interaction they
experience with their peers, this was evident mbg through the literature review but
through the data obtained in this research. THrdhg process of cooperative learning
every young person is required to contribute asdrese of responsibility grows in relation

to peers.

6.1.2 Is Training Necessary to Effectively Implement Cooperative
Learning?

Currie (2007) explored whether whole school impletagon of cooperative learning was
effective and this was discussed as part of tlsisaech in the interview with the
Development Officer in LA2. It appears that theaer the number of teachers who are
engaged in this pedagogy, the more effective itmoverall. Through this study and my
own personal experience it is clear that aspecte@berative learning methodology can

be ‘cascaded’ to other colleagues but to fully effdctively embrace the philosophy of
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cooperative learning it is essential that appraerieaining is provided. Active learning
has become ‘a theme’ in all our learning and teagkirategies but to expertly implement
cooperative learning a firm understanding of theotly is essential. Through reflecting on
my own experience | am convinced that time, praciicd a deep understanding of the
philosophy supporting this pedagogy is essentias my confidence and skill has
increased in this pedagogy learners have beert@bleggage more effectively. Teachers
need time to train and reflect on this and thecads’ model would lead to partial

understanding of the pedagogy and ineffective imgletation.

6.1.3 What Does This Mean for Teachers?

What this means for teachers is that appropriateitrg is required. The drive in

education to ensure more active learning needs gupported by appropriate CPD.
Teachers are expected to embrace pedagogies dlyadrth unsure of and lacking
confidence in. This presents a challenge to maafepsionals. Effective active learning

IS not easy to implement for many teachers andnikésls to be supported. For teachers to
implement effective active learning pedagogies thesd to be supported by peer and

authority wide planning, support and training.

In this research the teachers involved benefittech ftheir participation, as six of the
sample advised me that the interview had beengbe@PD they had experienced in years.
Teachers had the opportunity to discuss and shanepractice through the process. This
reflects the benefits peer support can have andifeis the difficulties teachers have in
their day to day experience in actually engagirigatively with one another. Time must

be made available, where teachers can engage mnggtdeexplore their own practice. Itis
also necessary that teachers have the opportangygage more with educational theory

and again the need for time is evident. Teacherp@fessional in their approach and aim
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to provide the best learning and teaching for yopegple but this is often very practice
based. Given the time, and opportunity, to engegeeducational theory, and an
awareness of the impact that different pedagogiashave will develop the confidence

and belief in the effectiveness of active learrstrgtegies.

6.1.4 Implications of Teacher as Researcher.

In Scotland today there is a drive to have morehtess engaged in researching their own
practice through action research and this is aifeaif the Chartered Teacher and Masters
programmes. Schools and Authorities are enthusitsengage with this but the
challenges a teacher is faced with may limit theabers involved. The process of being a
teacher researcher involves having a dual role puthils and this raises ethical concerns.
The issues can be addressed through informed dondemwever, the demands on teacher
time, the responsibility for the whole class anel glathering of research data are all

potential areas of difficulty.

In this research the impact of introducing a nedgg®gy in the classroom, engaging
learners with this and developing my own skillshet same time, highlighted why so few
teachers are willing to engage in this way. Theglexity of the classroom, at times,
made it impossible to collect data. This was tég &rea in which | experienced
difficulties. The reason for this was beyond mwtcol and due to the nature of

classrooms and different pupils.

I had not fully appreciated the challenges of #search process, and although | was
unable to gather a greater degree of data frortatlyesheets, | am relieved that the variety
of data gathering techniques used meant that felddia was gathered. Any teacher
undertaking research will experience challengesateanot the general experience of

external researchers. The data gathered in thésreh is enhanced due to the
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relationships that were already established withénschool. The analysis of this research
will now explore in what ways cooperative learnimgs found, in this thesis, to support

the four capacities aZurriculum for Excellence

6.2 The Four Capacities

6.2.1 Successful Learners

Cooperative learning is a pedagogy that has bdgeaed to rigorous and detailed
research into its effectiveness in supporting liegrn Within the four capacities there is
the need to develop successful learners, anditénature review in this thesis was able to
support this by citing evidence that showed learmere found to benefit academically,
with improved attainment, in a number of studiel(k; 1998; Johnson, 1993;

Hauserman, 1992; Gillies, 2000; Slavin, 1984 ander¥al1986).

In the case study school participants were abideotify the areas where they believed
they had been successful. A significant portiothefsample of participants - 75% (33
pupils) - said they learned best when working witiers and cooperative learning was
regarded as supporting this. There was awarenegaifticipants that ‘deep learning’

occurred as a result of the cooperation involved.

6.2.2 Confident Individuals

Confidence was an area that was regarded as @&pdsjtproduct of cooperative learning
in the literature reviewed and | could find no ende of it reducing confidence in
participants. There was, however, significant emk that the confidence of young
people was supported by it (with improved confidgncThis is possibly supported by the
inclusion of social skills teaching that enableshers to find new ways of relating to one

another and provide a safe environment in whiobxigore their ideas. It has been stated
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that the very act of being supported by peersudsiog answers and ideas aids pupil
confidence (Johnson & Johnson, 1994; Johmt@b 1990; Clark, 1998 and Manning,

1991).

Pupils in the case study school stated it gave tt@midence because they were able to
gain support from other learners and enhance thairideas. Participants’ identified the
benefit of having a support network and the stlemgproviding answers as a group
preferable to providing answers as an individuaémwthey may be concerned, or lack
confidence, if giving an answer. The sharing efisl created confidence that answers

were thought through.

The teachers participating in this research wereerautious about the possible impact on
confidence through young people working together stressed that some may lack
confidence in that situation. It should be cladfithat where no social skills are taught

learners may not support one another’s confidence.

6.2.3 Responsible Citizens

Responsible citizens should be able to take gfarl in society, make informed decisions
and show respect for others. Although in theditiere review | was unable to locate any
research data on cooperative learning that woukettly support this area, | did locate
research on the development of relationships angongg people. Here it was found that
there were improvements in the interactions betvoeess ethnic groups (Johnson, 1982)
following the implementation of cooperative leamgppractices. Gillies (2000) found that
young people trained in cooperative learning pcastiwere able to cooperate effectively
over time with different groups showing that thdlskhey had established provided them

with respectful attitudes to other individuals.
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In the case study school, participants regardetiskeéves highly in this area. There was a
sense of pride in achievements and the abilityadkwell with others, relate to one
another and show support in their groups. In tiberviews it was clear that some
relationships had developed as a result of thedot®n, where some participants
collaborated with unexpected pupils. Although sgradicipants found this a challenge at
first, there was a sense that participation becamesponsibility as it had an effect on

others in the group.

6.2.4 Effective Contributors

Effective contributors take part. The literatuegiew in Chapter Two was able to
establish that learners became more involved aver in activities and required less
extrinsic motivation to do so (Johnson, 1985). iBupere found to support and encourage

one another (Hauserman, 1992).

The patrticipants in this research were able totiflewhen they did not contribute
effectively to their groups and this reflects the@nse of shared responsibility. This is also
an indication that teaching social skills is essgrnthen engaging in cooperative learning

activities.

6.3 Good Practice

This research has identified what ‘good practisein relation to effective learning and
teaching, as defined by HMIle and Ofsted. Chapfec@ssed on the background to
Curriculum for Excellencand the thinking and research evidence in supgatt The
evidence supporting curricular developments airmndrace the challenges of a particular
time and today there is a need for flexible, adaptaeam spirited, confident and

articulate individuals. The notion that all of sieeskills can be achieved through didactic
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learning and teaching approaches is incorrectenigage learners fully and develop the
rounded individuals that our society needs today/nwist embrace an active learning
approach. Curriculum planners and developers Hare, considerable time, been aware
of the necessity of this. Reflected in many culac developments is the fact that active

learning is an important element in the processesklopment.

From the evidence of research, curriculum planaimg school inspections in Scotland and
England it is clear that active learning is idaatifas ‘good practice’. Where practitioners
may struggle with this is in its effective implentation. Cooperative learning, through
effective training of practitioners and implemerdat is a highly effective way of ensuring

active learning is embraced in the classroom.

6.4 Effectiveness of the Methodology

The effectiveness of the methodologies were exaeltegathering participants’ views and
opinions on cooperative learning. The methodomgiere, however, more limited in
relation to the breadth of the research and tmsicapart, be regarded as a result of the

scale of the study and of the complex situatioprattitioner researcher.

The nature of this research required that two pgnasl of research were followed. This
presented the opportunity to reflect on extensivigiphed research data which served as
an excellent background to the pedagogy underwevigne challenge that presented itself
was in gathering data, aiming to be as objectiveassible, while being involved in an
authority relationship with the pupil participantshis did, however, present a unique

perspective on the case study school.



156

A positive outcome of this approach has been thpiipask how the research is
progressing and what | will be engaging with nekhis has served as an excellent model

of life-long learning and the need to develop, spe&t we are trying to instil in learners.

6.5 Implications of This Research

This research has shown, through engaging witlvaialditerature on cooperative

learning, that it is a highly effective pedagogysupporting learning in the classroom.

This pedagogy has also been shown to support thec&pacities o€Curriculum for
Excellencean an effective way. Good practice is highlighteday as practice that engages

and supports learners and cooperative learning éxeellent pedagogy to do this.

Effective training for practitioners is requiredl@arning and to some extent this is
underway through the implementation of formativeessment strategies. In a broader
sense, practitioners should be given more oppdyttmiengage with colleagues, work
collegially and share our current good practicbe @emands of schools are such that
budgets are cut, timetables are challenging, agskthave an impact not only on financing

CPD but on our ability to share good practice.

The Teachers’ Agreement (2001), report on teackiectereness (Hay McBer, online) and
the Scottish Consultative Council on the Curricul{1®95) all support the need for
teachers to work together. The Scottish Governifg@8) requires that learners’
experiences should be more holistic, active anggreethem for a changing and
developing society. There is a sense that aatiaing is required at all stages in a school

with staff and with pupils.

In our schools today there is, at best, limitedapmity for staff to work together despite

the impact of the Teachers’ Agreement (2001). Withe agreement the need for teachers
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to work together was identified but this is morencoon in the primary than secondary
sector. Staff must be given an opportunity to work in thvay as should pupils.
Authorities need to acknowledge that there areoreag/hy practitioners can be reluctant
to engage in active learning and address this ¢ir@uoviding the network and CPD
support to do so. Local Authority 2 in this resdainas made significant moves to
establish this with its teachers. Local Authofitin this research embraces the notion of
active learning and provides some online suppaitidbe effective this will need to
involve practitioners in active, experiential leagnthemselves. It has become evident
within this thesis (by looking at research on l&agrand how we learn) that it is important

that active learning be included for all.

6.6 The Future

Cooperative learning is a well researched pedagotie United States and Canada but
there is significantly less research found in Soadl As a result of this thesis, and the
increasing engagement with this pedagogy in oucaihn system, it would be
appropriate to implement further research into #énesa in Scotland. It may be possible to
conduct a positivist study in the near future gittlem number of Local Authorities in
Scotland who now regard training in this area gsartant for their teachers (14

Authorities as of October 2008).

6.7 Is Cooperative Learning an Appropriate Pedagogy to
Support the Four Capacities of Curriculum for Excel lence?

This study shows that cooperative learning pedagoaie an excellent means of
supporting the four capacities Gtirriculum for Excellence Cooperative learning is an
effective, efficient and productive way to engag@rhers regularly in the skills and

qualities that are required in our young peoplayod
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The four capacities of successful learners, confidedividuals, responsible citizens and
effective contributors can be regularly explored anpported on a day-by-day and period-

by-period basis when practitioners have the oppastio be appropriately trained in this

pedagogy.

The aim of this study was to investigate wheth@peative learning could support the
four capacities o€urriculum forExcellence. Through the literature review conslifiad
analysed, and the data gathered and interpretddaacase can be made that this
pedagogy, being grounded in research and suppoytacdody of literature, clearly shows
that the four capacities @urriculum for Excellencare always engaged when cooperative

learning takes place.
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Appendix 1

Pupil Questionnaire

Is cooperative learning an appropriate methodotogupport the 4 capacities of
Curriculum for Excellence

Thank you for taking the time to complete this dioesaire. Please answer the questions
as honestly as you can. Your identity will be podéd. There is space for comments at
the end if you have anything else you would likadal. Please put a circle round your
chosen answers.

These questions are about you.
1. a. Boy

b. Girl
2. a. S1
b. S2
C. S3
d. S4

These questions are about how you like to learn.

3. | learn best in class:

when | work with a partner

when | work as part of a group or a team
when | work on my own

with whole class teaching

other

®oo oW

4. | feel confident in class when:

the teacher asks me questions

| work on my own

| can discuss my ideas with others in my group
other -

apop

5. | lack confidence in class when:
a. the teacher asks me questions
b. | work on my own
C. | can discuss my ideas with others in my group
d. other -

6. | show responsibility in my class by: (chose ethone applies to you — you may
chose more than one)
a. listening carefully to others
b. being respectful of others opinions or ideas
C. respecting and understanding different behefs cultures
d making decisions that are fair and affect thel group
e other -
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7. | contribute effectively to my group by: (chashkich one applies to you — you may
chose more than one)
a. always taking a full part in activities
b making sure | always complete my role
C. giving ideas to the group
d. taking a full part in research projects andsprgations
e other -
8. The activities | most enjoy in the classroom are
a. working on my own
b. working in groups
C. whole class teaching
d working on projects
e other
9. | like these activities because:
a. | feel I learn more
b | feel more involved
C. | can concentrate and work on task more
d. | can discuss things and hear other opinions
e other
10. | prefer when my teacher:
a. has class discussions
b. talks to me
C. talks to the whole class
d. lets us work together

These questions are about cooperative learning.
11.  What do you understand by the term cooper&amming?

a. learning together

b. team work

C. group work

d. depending on and helping one another

12. I would like more cooperative activities in ttlassroom because:
a. it increases my confidence
b | get a fuller understanding of the topic
C. you get to hear other ideas
d. it is a fun way to learn
e other




13.

14.
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I would like less cooperative activities in tlassroom because:
a. it can take too long to get others to undedstan

b some people don’t work well together

C. | can get sidetracked

d. none — | always enjoy it

e other

Thank you for completing this questionnaireggske write anything else you want
to say about cooperative learning below:
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Appendix 2

Group interview guestions for pupils in Case Stadyool

Is cooperative learning an appropriate methodotogupport the 4 capacities of
Curriculum for Excellence

Thank you for agreeing to take part in this grauenview. During the group interview
you will be asked to share your thoughts and opsion different ways of learning in the
classroom. It is hoped you will give some ided&odv you think your classroom learning
has helped you to be a successful learner, cortfiddividual, responsible citizen and
effective contributor.

1. What is your favourite way of learning in thassroom and why is this?
2. Do you think you learn better this way and can give a reason for this?
3. In what ways have you contributed to cooperdeaening activities in the

classroom? For example do you work well with oshiaryour group, ask questions
that help your understanding, take part in disamssor any other way you can
think of?

4. Do you feel a sense of responsibility to yowugp? What is that like? In what
ways have you or others been responsible?

5. Do you feel confident in your cooperative leaghgroup and in the classroom?
What makes you feel confident? Is there anythivag tould help your confidence?

6. Given the choice would you chose to work moredaperative learning groups or
more on your own? Why is this?

7. Are there any other points you would like to mak discuss about cooperative
learning?
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Appendix 3

Group interview (for Case Study school in L ocal Authority 1)

| s cooper ative lear ning an appropriate methodology to support the 4 capacities of
Curriculum for Excellence?

Thank you for agreeing to take part in this grauenview. During the group interview
you will be asked to share your opinions and thésigh the questions below. The aim of
the group interview is to gather data on how andhat ways you perceive cooperative
learning techniques can help to develop succeksduters, confident individuals,
responsible citizens and effective contributors.

1. Have you had formal training in cooperative héag (or critical skills) techniques?
What did that training consist of? If not, whatrfodoes your group work take

2. How often do you involve your classes in coopeedearning? Is there scope for
more group involvement?

3. Do you teach social skills in your cooperatiegsions?

4. What cooperative learning techniques have yed asnd how effective have you
perceived them to be?

5. Do you perceive group activities as benefitiogrypupils? If yes, why?
If no, why?
6. What would you outline as the strengths, if asfygooperative group work?
7. What are the limitations, if any, of cooperatgreup work?
8. In what ways do you think cooperative group woaik support the 4 capacities of

the new curriculum by helping to develop succedsfalners, confident
individuals, effective contributors and responsititezens?
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Appendix 4
Interview guestions for Development Officer in Lbgaithority 2

Is cooperative learning an appropriate methodotogupport the 4 capacities of
Curriculum for Excellence

Thank you for agreeing to this interview.

1. The evaluative report by Strathclyde Universitythe Authority’s Cooperative
Learning Project was published in April 2007. Tiraport highlighted a number of
strengths in pupil social skills development andagority in support of cooperative
learning from teachers and pupils. Do you belignat overall this report is a fair
reflection of the impact of cooperative learningNarth Lanarkshire schools?

2. The report highlights the strengths of the ‘Aeag’ as a means of delivering CPD
on cooperative learning. Is your role now to erteaand support this initial training?

3. Given that all staff were given the opportunidyopt in’ to this training what has
the uptake been? Are there any particular grofipsachers who have been motivated by
or resistant to training in this area or can yopla&x your role as a Development Officer
further?

4. The report indicates a greater implementatiocooperative techniques in the
Primary sector can you give any possible explanatfor this? Do you think this specific
to North Lanarkshire or a possible feature of tlag wchools are organised in the Primary
and Secondary sectors?

5. From the teachers you interact with what is yapinion about the confidence
teachers may feel in delivering social skills teaghn their lessons as is a feature of
cooperative learning?

6. This Local Authority appears to be committed@operative learning for the long
term. Can you give some understanding of whyigisWhy has this Local Authority
opted for cooperative learning?

7. Drawing on the feedback you have received frtaff san you highlight some
specific ways that cooperative learning is thougHiring benefits in the classroom and to
our young people in general?

8. Given your experience of and with cooperatiareng in what ways do you think
cooperative learning can help develop the 4 capaaif Curriculum for Excellence
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Appendix 5

Tally Sheet for observation of cooperative actatin the classroom.

5 bar gate tallying will take place over set pesied 1minute observation with each pupil
participating.

Date: Observer: Class:
Pupil | Confident Effective Contributors Successful Learners Rasjie Citizens Comments
No: Individuals

-Self respect -Work in partnership and -Enthusiasm -Respect for all

-Self aware teams -Motivation group members

-Relates well -Communicates positively -Openness to new -Develop knowledge

to others -Thinks through problems ideas and understanding

-Secure beliefs|

-Problem solve
-Contributes ideas

-Determined to reach
high standards

of the world and
Scotland’s place in it
-Understand
different beliefs and
cultures

-Secure beliefs|

-Problem solve
-Contributes ideas

-Self respect -Work in partnership and -Enthusiasm -Respect for all
-Self aware teams -Motivation group members
-Relates well -Communicates positively -Openness to new -Develop knowledge
to others -Thinks through problems ideas and understanding

-Determined to reach
high standards

of the world and
Scotland’s place in it
-Understand
different beliefs and
cultures

-Secure beliefs|

-Problem solve
-Contributes ideas

-Self respect -Work in partnership and -Enthusiasm -Respect for all
-Self aware teams -Motivation group members
-Relates well -Communicates positively -Openness to new -Develop knowledge
to others -Thinks through problems ideas and understanding

-Determined to reach
high standards

of the world and
Scotland’s place in it
-Understand
different beliefs and
cultures

-Secure beliefs|

-Problem solve
-Contributes ideas

-Self respect -Work in partnership and -Enthusiasm -Respect for all
-Self aware teams -Motivation group members
-Relates well -Communicates positively -Openness to new -Develop knowledge
to others -Thinks through problems ideas and understanding

-Determined to reach
high standards

of the world and
Scotland’s place in it
-Understand
different beliefs and
cultures
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Appendix 6
UNIVERSITY of GLASGOW

Faculty of Education

Ethics Committee for Non Clinical Research Involving Human Subjects

EAP2 NOTIFICATION OF ETHICS APPLICATION FORM APPROV AL

Application No. (Research Office use only) E897 - 2
Period of Approval (Research Office use only) 31 January 2008 to
31 May 2008

Date: 14 February 2008

Dear Clare

| am writing to advise you that your application for ethical approval, reference
E897 for ‘Is cooperative learning an appropriate methodology to support the 4
capacities of Curriculum for Excellence?’ has been fully approved, following your
fulfilment of the required amendments.

You should retain this approval notification for future reference. If you have any
gueries please do not hesitate to contact me in the Research Office and | can refer
them to the Faculty’s Ethics Committee

Regards,

Terri Hume
Ethics and Research Secretary
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Appendix 7
Faculty of Education

CONSENT FORM

Title of Project: TIs cooperative learning an appropriate methodology to
support the 4 capacities of Curriculum for Excellence?
Name of Researcher: Clare McAlister

1. I confirm that I have read and understand the Plain Language
Statement for the above study and have had the opportunity to ask
questions.

2. T understand that my participation is voluntary and that I am free to
withdraw at any time, without giving any reason.

3. I consent to being observed in the class (pupil) and fo interviews being
audio taped (all). (Copies of transcripts will be returned to me for
verification - participants will be referred to by ID number and no
reference to identity will be involved in any publications arising from
the research.) (For pupils - participant or non-participant in the
research will have no affect on grades, assessment or employment).

4. T agree/do not agree (delete as applicable) to take part in the above

study.
Name of participant Date Signature
Name of Person giving consent Date Sighature

(if different from participant, eg Parent)

Researcher Date Sighature
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Appendix 8
FACULTY OF EDUCATION
Plain Language Statement
1.
University: Glasgow University

Department of Educational Studies
Title of Project: Is cooperative learning an appropriate methodology to
support the 4 capacities of Curriculum for Excellence?

Researcher: Clare McAlister

Supervisor: Dr Margery McMahon

Degree: Master of Philosophy (M Phil) by research
2.

You are being invited to take part in a research study. Before you decide it is
important for you to understand why the research is being done and what it
will involve. This research will be included in a thesis submission for a
research degree. The degree is a Master of Philosophy at Glasgow University.
Please take time to read the following information carefully and discuss it
with others if you wish. Ask us if there is anything that is not clear or if you
would like more information. Take fime fo decide whether or not you wish to
take part. Thank you for reading this.

3.

The purpose of this study is to explore a learning methodology (cooperative
learning) and the new curriculum. Cooperative learning gives the opportunity
to work together while learning. In Scotland the school curriculum is changing
and it is now known as the Curriculum for Excellence. As part of this
curriculum the aims are that young people will develop in the 4 capacities. The
4 capacities are; successful learners, confident individuals, effective
contributors and responsible citizens. The purpose of the study is to
investigate if cooperative learning can help develop the skills, behaviours and
attitudes required to develop and support the 4 capacities.

4.

Pupils

As a pupil you have been chosen because of your class. It is hoped that
approximately 4 classes can take part involving approximately 100 pupils.
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Teacher
As a teacher you have been chosen because of your experience in working
with groups. It is hoped that approximately 6 participants will take part

5.

It is up to you to decide whether or not o take part. If you decide to take
part you will be given this information sheet to keep and be asked to sign a
consent form. If you decide to take part you are still free to withdraw at any
time and without giving a reason. If you decide not to take part this will have
no negative impact on you. You will still take part in the class but no data will
be gathered from you.

6.

Pupils

If you take part data will be gathered on your work and interactions in class.
The data will be gathered by observing you working in your group. You may
also be asked to take part in a group interview. Interviews may be audio
taped but you will only be identified by an ID number. Interviews will be
made into written documents and used only for the purpose of analysis. The
data will be gathered over approximately 4 months. All data will be destroyed
at the end of the research.

Teacher

As a teacher you will be asked to take part in a group interview that will be
audio taped. Your identity will be protected and identification will only be by
an ID number. Interviews will be made into written documents and used only
for the purpose of analysis. The interviews should only last an hour and will be
arranged during a time that is convenient to you. You will be asked to explore
some questions in relation to cooperative work within the classroom. It may
be requested that you take part in a follow up group interview. All material
will be destroyed at the end of the research.

7.

All information, which is collected, about you during the course of the
research will be kept strictly confidential. You will be identified by an ID
number and any information about you will have your name and address
removed so that you cannot be recognised from it.
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8.

The results of the research will be published at Glasgow University as a
submission for an M Phil degree. The report may also be prepared for
dissemination in academic and/or practitioner journals.

The results of the research are likely to be published in 20-24 months
(September/October 2009).

You will not be identified in any report or publication.

You can obtain a copy of the published results from Glasgow University.

As a participant you will be provided with feedback at regular intervals during
the progress of the project.

9.
The research is being completed as a post-graduate degree at Glasgow
University and there is no external sponsor or funding body involved.

10.
The study has been reviewed by the Faculty of Education Ethics Committee.

11.

You can contact my supervisor Dr Margery McMahon
M.McMahon@educ.gla.ac.uk for further information. If you have any
concerns regarding this research you may get in fouch with the Faculty of
Education Ethics Officer by contacting Dr George Head at
G6.Head@educ.gla.ac.uk.

Thank you very much for agreeing to take part in this study.
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Appendix 9

4" February 2008

Copy of letter to Local Authority 2

Dear

M Phil resear ch into cooper ative learning strategies

| am writing to request permission to contact Depeatent Officers in relation to research
into Cooperative Learning iméme removed

| have recently returned to my full time post as®dography atschool name removed)
following a 2 year secondment at Glasgow UniversAy Glasgow | was involved in a
training programme on cooperative learning witame removedgnd | am now
implementing this in my department. | am also utadeng a Masters of Philosophy at
Glasgow University investigating whether coopemtirarning is an appropriate
methodology to support the 4 capacitie€africulum for Excellencel am conducting
research in Smithycroft Secondary School with teesland pupils. | would also like to
interview some of your staff, with their permissiamrelation to the impact cooperative
learning has on learning and on delivering theplcdies ofCurriculum for Excellence

It is hoped that if the Development Officers thihks appropriate that | may also conduct a
group interview with approximately 6 secondary teas involved in cooperative learning.

All participants will be supplied with a plain langge statement and a consent form to
complete. All data gathered will be stored inekkd cabinet or on a computer with a
password. All data will be destroyed at the enthefresearch. All identities will be
protected by the use of ID numbers. No individugll be identified at any time.

If you require further information in relation this it can be obtained from my supervisor
Dr M McMahon atM.McMahon@educ.gla.ac.uk

Yours truly,

Clare McAlister
(Address removed)
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Aggmdix 10

4" February 2008

Copy of letter to Local Authority 1

Dear

M Phil resear ch into cooper ative lear ning str ategies

| am writing to request permission to undertakeaesh into the use of cooperative
learning strategies to assist in the delivery efdtcapacities d€urriculum for Excellence
This is as part of a Master of Philosophy resedegdree | have undertaken at Glasgow
University. This research will involve pupils as@ff. Teaching staff who have been
involved in critical skills training or group workill be invited to take part in a group
interview in relation to their experience. PupiisGeography will be taught in cooperative
learning groups and invited to take part in grauenviews and to complete questionnaires
about their learning experience. Participatingilsupill also be observed when working

in their cooperative learning groups.

The period of data gathering will be approximatelynonths. It is hoped that this
experience will benefit pupils by helping them depethe skills, behaviours and attitudes
that are fundamental to the 4 capacitie€ofriculum for Excellence

It is hoped that approximately 100 pupils will paigate along with approximately 6
members of staff. All participants will be suggliwith a plain language statement and a
consent form to complete. All data gathered welldbored in a locked cabinet or on a
computer with a password. All data will be destrdwt the end of the research. All
identities will be protected by the use of ID numgheNo individual will be identified at
any time.

If you require further information in relation this it can be obtained from my supervisor
Dr Margery McMahon aM.McMahon@educ.gla.ac.uk

Yours truly,

Clare McAlister
(Address removed)



