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Abstract

There is growing interest and acknowledgement that culture plays an important
role in learning. It is increasingly recognised that theories of learning that rely on human
brain, affective and pedagogic explanations are not sufficient. It is accepted that the way
the mind, as opposed to the brain, functions is to a large extent the result of the cultural
context. The central aim of this thesis is to deepen our understanding of the relationship
between culture and learning and to show the substantial effect of culture, or the context,
on learning.

The theoretical perspective is essentially social constructionist. However the
study gives more emphasis than social constructionism does to the role played by ‘/a
pensée’, or thought, in culture. Social acts are held to be the surface manifestation of a
deeper structure of mental phenomena, or cognitive constructs. It is held that societies are
defined by their cognitive constructs and that these constructs influence the ways of
thinking of actors in society and ultimately their behaviour. In order to convey and explain
this emphasis and the fundamental significance of cognitive constructs in learning a new
theoretical perspective has been created. It has been termed cognitive-social
constructionism. This term has been coined in order to combine both the focus on
cognitive constructs and the relationship with social constructionism. The study and its
theoretical perspective are inter disciplinary, crossing the boundaries of anthropology,
sociology and psychology.

The ‘cultures’ or societies on which the analysis is based are those of England and
France. The study explores the existence of cognitive constructs on two levels: the
contexts of the two societies; and pupil attitudes to learning and pupil performance in
learning. At the level of the contexts data is taken from two sources: firstly research
literature on the societies and their educational systems, both past and present, secondly
empirical work carried out in classrooms in the two countries. At the pupil level data are
based on empirical work. The methodology used is cross cultural ethnography, as in order
to answer the research questions posed, the in-depth approach of an ethnography was
required.

The study explores the existence of societal and cognitive constructs in both the
background and classroom contexts of the two countries as well as in pupil learning. It
identifies English and French constructs which are present in both the contexts and in pupil
learning. The study is able to demonstrate the extent of matching between the context and
learning. The development of cognitive-social constructionism as a theory, based on these
findings, has important implications for the understanding of learning and teaching. It
provides an explanation for inter country differences in pedagogy and pupil performance,
as well as intra country differences in pupil performance.
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Introduction

“You have to know a country well before you can pretend to measure the force of its real

education.” (Sadler, in Higginson, 1979 p. 35)

The main aim of research in education must be to better understand the process of
learning in order to make improvements in learning possible. This thesis sets out to
explore the fundamental contribution of culture, and national culture in particular, to
learning. It is written at the close of the 20th Century where the last years have seen both
an increase in the perceived link between the strength of national economies and the
efficiency of national educational systems, and an increase in the international comparisons
of individual countries. National systems of education have been de-stabilised by these
external pressures and the internal pressures of meeting the demands of a post-modern
society. Primary education in England in the 1980s and 1990s seemed to be losing its way.
It was threatened by changing societal values concerning performance and achievement and
the role of education in the modem world. Economically, England’s position in the West
was threatened by competing Asian economies, by countries whose educational systems
seemed to prioritise the very elements of teaching and leamning which Anglo Saxon theories -
of education held to be ineffective. English governments responded by tightening central
control over education (Educational Reform Act 1988), imposing a national curriculum,
national assessment and accountability and by encouraging more South East Asian
approaches to teaching and learning. However it is the cultural understanding of learning
which has been significantly missing in the educational debates and policies of this last
decade’.

The aim of this thesis is to start to bridge the gap in our understanding of the role
of national culture in education. It is argued that styles of teaching and learning are not
sufficient to explain differences in children’s performance. Education is a social process
and cannot be understood without reference to its cultural and contextual setting. Key
words in this study are culture and context.

In order to understand the culture and context of a national system of education it
needs to be compared with that of another country. Comparative education, like the
discipline of anthropology, is based on the tenet that the study of other contexts and

'In 1997 leading members of the English educational field (Reynolds 1999, Tate 1997) started to give a
greater prominence to the effect of culture on learning.



cultures increases understanding of our own context and culture. Furthermore such
comparisons lead ultimately to more understanding of cultural process, in this case
education, in general.

In this study the concept of learning is explored primarily through an ethnographic
study of two English and two French primary schools. The ethnographies provide data
firstly, on the processes in the classroom, during which pupil understanding about culture
is negotiated and formed. Secondly, the ethnographies provide data about the influence of
national culture on pupils’ perceptions of school and their motivation to learn. Another
important focus of the study, and source of data, is the national socio-cultural historical
settings of primary education in England and France. A further and final important area is
that of comparative English French pupil performance? at the end of primary education in
key subject areas. Thus an approach of multiple perspectives was used to understand the

influence of national culture on learning. The following figure sets out this approach:

Culture - Learning
where culture is defined in where learning is defined in
terms of the background socio- terms of pupil perceptions about
cultural historical context, school and pupil motivation,
schools and teachers, and and pupil performance
classroom processes.

Figure 1. The influence of culture on learning

Origins and development of this thesis

My interest in researching culture and education arose from my academic,
biographical and professional background of cross cultural comparisons. Social
anthropology, in which I graduated, gave me an interest in how culture, where culture was
defined in terms of cognitive phenomena’, affected social behaviour. Biographical factors
of a bilingual and bicultural English French background also gave me a strong personal
interest in the cultures of the two countries. Finally my professional experience of teaching

2 Parallel to this study I was concurrently working on the STEP project (see Appendix 1.4.), which widened
my understanding of English and French primary education both in depth and in breadth, and the QUEST
project (see Appendix 1. 3.) which triangulated the ethnographic study and included data on comparative
assessment of pupil performance in the two countries.

3 Social anthropology, in the 1970s when I graduated, was increasingly concemed with systems of
classification (Levi-Strauss 1963, Douglas 1966, Leach 1964).



English in French primary schools and French in English primary schools, as well as
parental participation in my own children’s experience of education in English and French
primary schools, led to the formulation of two research questions:

1. What are the differences between primary classrooms and learning in the

English national context and the French national context?

2. What can the perceptions of the pupils reveal about how they, and their

attitude to learning, are affected by these differences?

Initial reading (which was of necessity wide ranging as it included the disciplines
of history, anthropology, sociology, psychology as well as the field of education) and data
gathering (which suggested that English and French pupils’’ perceptions of schooling
conformed to different ways of thinking) gave rise to a hypothesis:

Cultural characteristics affect pupils’ ways of thinking which are in turn a key

variable in their approach to learning

At this stage the concept of leamning was restricted to pupils’ perceptions of school
and their motivation to learn. Subsequently, as a member of the QUEST team (see
Appendix 1. 3.) my research interests expanded into comparative assessment. The
definition of learning in the hypothesis thus expanded to include learning output: the
performance of English and French pupils in language and maths. This led to the
formulation of a third and final research question:

3. Do the cultural learning characteristics of England and France affect pupil

learning and if so in what ways?

Pian
This study is divided into four parts comprising eight chapters. There are two
chapters in each part.

Part One contains the theoretical perspective and methodology. Chapter One sets
out to provide the theoretical background to the study. It gives an essentially cognitive
definition to the meaning of ‘culture’ and traces the development of theories of culture
through different disciplines. Chapter One is divided into four sections corresponding to
the three disciplines of sociology, anthropology and psychology with a final section which
starts to draw the three disciplines together and starts to create a unified cognitive-social
theory of learning, under the umbrella of comparative education. Chapter Two looks at
methodology.

Part Two presents the evidence for the argument that social and cognitive

constructs exist at the contextual level of: nations and their educational systems, and at the



contextual level of the classroom. Chapter Three uses the research literature to present the
background context of English and French society and education. It illustrates what is
meant by ‘national culture’. It goes further than providing an understanding of the
background context in which the empirical data will be set as it also draws out the inherent
English and French social and cognitive constructs which lie hidden in the contexts.
Chapter Four narrows the contextual focus and, using empirical work, explores the
existence of social and cognitive constructs in English and French classrooms.

Part Three looks at pupil learning and the extent to which social and cognitive
constructs are also to be found in pupil perceptions and pupil performance. Chapter Five,
which is based on this study’s empirical work, compares pupil perceptions of schooling
and motivation in the two countries. Pupil motivation is seen to be linked to underlying
national social and cognitive constructs. Chapter 6 looks at the output of pupil leamning. It
compares the performance of English and French pupils’ in language and maths and relates
differences in performance to social and cognitive constructs. It is based on a separate
empirical study for which the author was responsible (see QCA study, Appendix 1. 2.; and
publications listed in Appendix 2, Nos. 4, 5, & 6)

Part Four is given over to summarising the main findings and making further
theoretical developments. Chapter Seven draws together the evidence from the study’s
empirical data and findings from the existing literature, in order to establish the existence
of English and French cognitive constructs in education and society and to show how they
affect pupils’ learning in the two countries. It includes an evaluation of the study. Chapter
Eight takes up where Chapter One left off and develops the theory of a cognitive-social

constructionist explanation of learning.



Part One

Theory and methodology



Chapter One
The theoretical background

Introduction

This study belongs to the field of comparative education in that it is comparing
education across national boundaries with the aim of improving our understanding about
education in general. However such a seemingly neat categorisation, whose intention is by
‘naming’ this study’s theoretical position to ‘nail’ it, is but one stroke of the classificatory
hammer in the building of an unavoidably complex theoretical structure. The problem is
that the meaning of the term ‘comparative education’, as used in the 1990s, is under some
dispute. Alexander (1999, p. 8) refers to “its crisis of identity and purpose”. The
complexity of this study’s theoretical position is partly due to the diversity in the nature
and the scope of comparative education. Progress has been made to clarify the scope and
methods (Theisen and Adams 1990) (Crossley and Broadfoot 1992), but there is still some
contention as to whether comparative education should move away from trying to establish
‘law like’ conclusions to making generalised statements and whether it should encompass
descriptive, analytical, evaluative and exploratory studies. It is not certain either that all
would agree with Theisen:

“It (research in comparative education) should be planned, problem focused,
theory driven (or with expectations of contributing to theory), and undertaken with an
explicit methodology.” (Theisen, 1990, p. 278)

This study does however share Theisen’s concerns. It is because comparative education is
showing increased methodological, theoretical and paradigmatical diversity (Theisen, op.
cit.) that the classification of a study under the umbrella of comparative education is not
sufficient but requires considerable amplification.

Both the scope and the nature of comparative education is unclear. What is it? It
has been described as a field or ‘context’ (Broadfoot, 1977, p. 133) because it is not
strictly speaking a discipline. Broadfoot describes its goal:

“To build on systematic studies of common educational issues, needs or
practices as these are realised in diverse cultural settings in order to enhance awareness
of possibilities, clarify contextual constraints and contribute to the development of a
comprehensive socio-cultural perspective.” (Broadfoot 1999, p. 26)

This study also shares these aims. Furthermore it belongs to comparative education in its

cross disciplinary approach. Comparative education has been described as:



“Embracing a heterogeneous set of intellectual and professional objectives and
activities, comparative education is the product of many disciplines and can lay claim to
no single conceptual or methodological tool that distinguishes it clearly from other sub-
areas in education or the applied social sciences.” (Theisen, 1990, p. 277)

This study is an instance of the multidisciplinary approach of comparative education as it
finds its roots in a complex intermingling of the disciplines of sociology, anthropology and
psychology. The theoretical background is complex because the social phenomena that this
study analyses are complex and need a range of different disciplinary explanations. These
theoretical sources need to be unravelled and their origins explained before they can then
be combined into a single unifying theory that will form the theoretical backbone of this
study.

Accordingly the important contributions from the three disciplines will be looked
at in turn under the headings of social, cultural and leaming theories. Finally these will be
integrated into a combined socio-cultural and cognitive theory. In presenting the
theoretical setting of this study under the three chapters of social, cultural and learning
theory, which correspond to the three disciplines of sociology, anthropology and
psychology, a certain amount of repetition is unavoidable as it is the same social
phenomena which are looked at but from the perspective of different disciplines. The three
disciplines act in the same way as differently tinted sunglasses, producing shightly different
images of the same scene. This study is not only a fusion of the theoretical perspectives of

different disciplines but also of different theoretical perspectives within each discipline.

1.1. Social theory: society, education and socialisation

In asking questions about how culture affects learning this study has to explore the
concepts of English society and French society®. It has a strong theoretical base in
sociology, it also shares many of its substantive concerns with those of the sociology of
education. It tries to offer a sociological explanation for the behaviour, the perceptions,
and the work produced by English and French pupils; that is, it explains these pupil
attributes in terms of the social forces that act upon them At the most general level there
is a strong functionalist input from Durkheim in the basic assumptions made in this study
about such concepts as society and education. This study also makes basic functionalist
assumptions about socialisation which derive initially from Talcott Parsons. These

assumptions need to be to be recognised and made explicit.

“For a definition of culture see Section 1. 2. The justification for looking at culture in a national context is
set out in Chapter Two.



Durkheim established the concept of society as a ‘thing’ or social fact, which is
more than the sum of its parts. Society cannot be ‘seen’ but it has an identity:

“Ainsi la société dépasse l'individu, elle a sa nature propre, distincte de la
nature individuelle,” Durkheim, 1963, p. 62)
and that identity can sometimes be ‘seen’. Following Durkheim again, the identity of a
society is created by the people within it and their actions together. It is held in the present
study that the identity of society is thus visible through the actions of its members. This is
based on Durkheimian theory that the identity of society “the idea that it forms of itself
(Durkheim, 1965, p. 470) can be observed in the processes whereby societies confirm that
identity through ritualised conduct. Although Durkheim was primarily thinking of
ritualised conduct in religious communal activities, this study takes the locus of ritualised
conduct, where the identity of society can be observed, to be that of state education. It is
held that the empirical data of teacher-pupil discourse and action, pupil perceptions, and
pupil work, on which the research presented here is based, contain within them symbols
which pertain to English and French society and help to define the identity of the two
respective societies. Society can now be defined as:

“Distinct and relatively autonomous communities whose members’ mutual social
relations are embedded in, and expressed through, the medium of culture.” (Lewis,
1976, p. 16)

The term ‘society’ is thus used in this study as synonymous with national context or
country in the sense of English society or French society, because it is taken that members
of English and French society share a general common identity. Another functionalist
assumption, again derived from Durkheim, is that it is the perception that society has of
itself, which is its identity (Durkheim, op cit.), that helps to maintain its cohesion”.
Stepping outside the functionalist perspective momentarily, this basic concept of identity is
developed in this study to refer to a definition of identity which is held to operate on several
levels and consist of a combination of these different levels: firstly an overt and
manipulated identity which is expressed in the public domain; secondly the identity which
members from other societies ascribe to a particular society; thirdly the identity which
members of a society are consciously aware of holding; and finally an unconscious
identity. To return to functionalism and the cohesion of society this study is very
dependent on Durkheim’s concept of the collective conscious, in other words his view that

one of the ways in which society is held together is shared ideas or mental representations.

5 But departing from functionalism this study does not include teleology in its definition of society, that is
that society anthropomorphically organises itself in a certain way for its own good.



For Durkheim the sharing between individuals of what goes on in the mind is the first
prerequisite of a social group:

“(The State) serves to bring about that communion of minds and wills which is a
first condition of any social life.” (Durkheim, 1957, p. 69)

This study’s concept of identity in society is thus derived from Durkheim’s collective
unconscious. Identity is a fundamental concept in this study since, in exploring the
relationship between culture and learning, English and French culture first have to be
defined and it is the particular culture of a country that gives it its identity. Furthermore as
will be seen in Section 1. 2. culture, or a country’s identity is held to consist of patterns of
thinking, ‘la pensée’®, or ideas. Thus this study’s position that there is such a ‘thing” as
English society and French society; that these can be defined by shared identities; and that
at the heart of these shared identities are shared patterns of thinking can be traced backed
to Durkheim.

Another significant debt, that this study owes to Durkheim, is the concept of the
role that education plays in society. Durkheim maintained that social institutions such as
education or religion had specific roles in relation to each other and to society as a whole,
in the sense of an organic solidarity, which helped to maintain the cohesion of society. The
cohesive role of education was held to be multi-directional in that it interrelated at the same
level with other institutions, it operated downwards and bound individuals together and

upwards to incorporate individuals into society. This can be presented diagrammatically:

society
education religion family

V \ !

ioeneodeoeioveiodeoeuneaeolos

Fioure 2 The functionalist perspective of the role of education

Thus the functionalist definition of education was that it structured society’s collective
opinions and handed them on to the next generation in order to turn individuals into social

beings. members who are part of society because they share in its identity:

® The term ‘la pensée’ is considered crucial as the basis of this study is the degree to which the ‘pensée’ of
a society can be revealed in pupil perceptions of school and learning. Defined in the Petit Larousse as
“Ensemble des idées, des doctrines (d’un individu, d’un groupe)” it is awkwardly translated into ‘ways of
thinking’ or cognitive constructs.



“Education is the influence exercised by adult generations on those that are not
yet ready for social life. Its object is to arouse and to develop in the child a certain
number of physical, intellectual and moral states which are demanded of him by the
political milieu for which he is specifically destined.” (Durkheim 1956, p. 71)
Durkheim’s collectivist definition of education is highly relevant here, although such strong
functionalist concepts of determinism and societal equilibrium are rejected. Individualist
concepts of education such as Kant’s are seen as less useful”:

“The end of education is to develop, in each individual, all the perfection of
which he is capable.” (Kant, quoted by Durkheim 1956, p. 62)

This study 1s concerned with the basic argument that education helps to initiate new
members into the existing ‘pensée’ of a given society:

“The system of ideas, sentiments and practices which express in us, not our
personality, but the group moral beliefs and practices, national or professional
traditions, collective opinions of every kind .... To consolidate this being in each of us is
the end of education.” (Durkheim, 1956, p. 72)

Thus English and French education could be seen as institutions, which both overtly and
covertly, pass on the respective ‘pensée’ of each society into the country’s citizens.
Bourdieu has criticised Durkheim for his concentration on moral education:

“L'oeuvre de l’école, dans le développement moral de l’enfant, peut et doit étre
de la plus haute importance.” (Durkheim, 1963, p. 16)
and Durkheim’s argument that it was moral® education rather than ‘la pensée’, that bound
individuals together and created the society’s identity. This does not seem a very fair
criticism of Durkheim whose thinking was clearly influenced by the intellectualism of his
time and the important contemporary role, both in France and in England, which was given
to morality and religion. As has already been seen Durkheim also understood education to
mean what he calls “une constitution mentale” and the need for individuals to think the
same way in order to identify themselves as a group, on the lines that “We think the same

therefore we are the same™;

7 One of the inherent conflicts in national systems of education is the tension between individualist or
collectivist ideas about the nature of education. Interestingly the two definitions relate strongly to the basic
contrasts between English and French education. The former characterised English primary education at the
time that empirical work was carried out and the latter was more readily associated with French primary
education. This is one of the reasons why Durkheim is seen to be particularly relevant to the understanding

of contemporary French primary education. Dubet (1996) also relies heavily on Durkheim’s sociological
approach in his analysis of French primary education.

¥ Durkheim’s use of the term “morale” is problematic in translation. Pickering (1979) uses the English
word morality and makes it clear that morality includes descriptive ethics (observed action and attitude as

10



“Pour gouter la vie en communauté au point de ne pouvoir s ‘en passer, il faut
avoir pris I'habitude d’agir et de penser en commun.” (Durkheim, 1963 p. 197)

When Durkheim’s work is taken together as a whole there is sufficient evidence to support
the argument of this study that social identity is based on shared ways of thinking. The
idea that we think the same, therefore we are the same, is Durkheimian in origin. It is an
approach echoed more recently by Sadler (quoted by Higginson, 1979, p. 49 and p. 98),
and Halls (1976).

The functionalist perspective of the role played by education in society was further
elaborated by the American scholar Talcott Parsons in the 1950s. For Talcott Parsons the
main function of education was socialisation. This study agrees with the concept of
socialisation as a strong downwards force acting upon individuals. Terms such as
‘internalisation” and ‘induction’ were used to convey the social force of the process:

“The internalisation of certain patterns of value-orientation.” (Parsons, 1951,
p. 208)

“The comprehensive and consistent induction of an individual into the objective
world of a society or a sector of it.” (Berger and Luckman, 1966, p. 150)

In the same way as Durkheim took religion as an example of a social process in which a
society’s identity is revealed because ritualised conduct is a social process through which
society makes and remakes itself, so this study uses socialisation in school as the
fundamental process where society is making and remaking itself and pupils acquire the
identity of their society. School socialisation gives us the chance to see what is in the
package that is contained within each country’s definition of education as it is presented to
the next generation. Socialisation has been termed “an access activity” (Wentworth, 1980
p. 65), access not only for new members but, as in this study, also for observers:

“The ‘observer’ may see society’s investment and understand it as an access
procedure that opens the secrets of society to prospective members (or to observers)”.
(Wentworth, op cit.)

Thus this study holds to the idea that socialisation, which could be described as:

A symbolic representation of society is usually said to be what is presented,
passed and received during member replacement activity”. (Wentworth, 1980, p. 61),
is an accessible social process where national characteristics of identity can be analysed.

It is held that it is in schools in particular that the identities of society can be explored.

Classroom practice, teacher discourse and pupil output (in the form of children’s work), as

seen in laws, customs, modes of behaviour and thought) and traditional ethics (how people reason about
morality.
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well as pupil responses are taken on one level to be ‘ritualised’, in the sense that they are
manifestations of the identities of English and French society and that such data can be
analysed in order to establish those identities.

The phrase ‘on one level’ of the preceding paragraph refers to one way of looking
at socialisation and society, the view from the top down where as Dawe (1970, p. 209)
puts it, “The actor is on the receiving end” This is seen as useful in understanding the
background contexts of England and France; looking at the influence of the history and
structure of the educational systems of the two countries on the classroom contexts and
their influence on pupil perceptions and learning. However does the structural approach
reflect empirical reality and is it philosophically sound? English and French pupils and
teachers are not robots and English and French societies are riven with conflicting tensions
and different ‘ways of thinking’. Individuals exert upwards forces on systems. Change is
a feature of both systems. Social theory needs to reflect the tensions of modern society.
Thus this study is also indebted to the sociology of social action where there is:

“The notion of actors defining their own situations and attempting to control
them in terms of their definitions” (Dawe 1970, p. 212)

It is maintained in this study that individuals, that is pupils, gradually start to define in
their terms what are the ‘ways of thinking’ of their society. It is through their exchanges
with teachers, peers, parents, other adults and the media that their experience as pupils
becomes meaningful.

Thus on one level this study is looking at national systems and structures - the
macro level, and at another level the focus is on individual pupils - the micro level, and the
theoretical perspective of social action. Individual pupils, their perceptions and their
understandings of the world around them are central to building up this study’s definition
of national culture. Pupil ‘pensée’ is explored from the angle of pupil understanding of the
reality of schooling. The theoretical assumptions of phenomenology, ethnomethodology
and symbolic interactionism which underlie the methodology are examined in Chapter
Two. In this area key influences have been such classic works in the New Sociology of
Education as Lacey (1970), Ball (1981), Hargreaves (1967), Woods (1985) and Pollard
(1985). These works share the assumption that pupil strategies and negotiations are the
key to understanding social reality. Strategies are defined as

“A type of patterned and active adaptation to a situation by which an individual
copes. 1t is a creative but semi-routinised and situational means of protecting the

individual’s self.” (Pollard, 1985, p. 155)
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Pupils are thus seen to have a measure of self determination. Interactions between
teacher and pupil, and pupil and pupil are, on a second level, points where different points
of view are continuously presented, negotiated and exchanged. Meanings have to be
negotiated before they are established. It is at these moments of inter-reaction that change
occurs. Meanings are not smoothly transferred in the classroom. There is often pupil
resistance. In practice teacher meanings are often not transferred to their pupils, or the
resulting negotiation between teacher and class may be a pupil understanding that was not
the original intention of the teacher. Moreover the direction of change is multi-directional.
Firstly change is from the top down as the pupil is influenced by the ‘pensée’ of the
teacher. Secondly the teacher’s ‘pensée’ can be changed by the pupil’s ‘way of thinking’.
Thirdly the pupils’ peers, by witnessing the point of interaction, can be influenced by the
exchange of meanings that they have seen occur. Hence the importance in the empirical
work of observing the processes that occur in the classroom and the importance of
interviewing pupils in groups, as the negotiation of meaning is an ongoing process.

This study is interested in covert cultural messages. Education is seen as
polyphasic, like an iceberg its appearance is deceptive as it carries more invisible than
visible information. In the same way as the hidden curriculum has been shown to pass on
cultural messages about gender (Spender 1980), race (Wright 1992) and social class
(Willis 1977) so this study is able to explore how the hidden curriculum passes on national
cultural messages about ways of thinking.

The two ways of looking at society (Dawe’s 1970 ‘two sociologies’), which can be
summarised as from the top down or from the bottom up, are often thought to be in
conflict. Attempts on both sides of the Channel have been made to resolve the conflict. For
example Giddens (1979) argues for a theory of structuration. By distinguishing between
the terms structure and system Giddens argues that sociology should look at how a system
(the social practices of actors) through structure (rules and resources) is produced in social
interaction. On the other side of the Channel, Bourdieu has tried to fuse structure and
agency by the theory that social action results from a dialectical relationship between the
individual’s thought and his/her surroundings. Bourdieu termed the former ‘habitus’,
which he defined as:

“The active presence of past experiences, which, deposited in each organism in
the forms of schemes of perception, thought , and action, tend to guarantee the
correctness of practices” (Bourdieu, quoted by Harker, 1992, p. 16)

The latter, which he termed ‘field’, has been defined as:
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“A structural system of social relationships at a micro and macro level”.
(Grenfell, 1998, p. 16)

This study does not see conflict between the ‘two sociologies’ but takes a
pragmatic approach to social theory. It combines both approaches. It sees that there are
downward forces favouring particular ‘ways of thinking” for particular groups in society
which act on individuals, for example the ‘pensée’ associated with gender. At the same
time it sees that individuals seek to be self determining and take an active role as they are
confronted with familiar or unfamiliar ‘ways of thinking’.

This view of society can be presented diagramatically as :

Society

{

Education as a national institution

{

Toeeecaocoohoeores

{

lonodeieoveiodouoaeol pouvopeielos

Figure 3 A pragmatic approach to social theory in education

The above approach to social theory, where both ‘downwards’ and ‘upwards’
forces in society are recognised, also underlies social constructionism, which Sections 1.
1., 1. 2. and 1. 3, are leading up to through their consideration of social, cultural and
learning theory:

“The goal of a socio-cultural approach is to explicate the relationships between
human action, on the one hand, and the cultural, institutional, and historical situations

in which this action occurs, on the other.” (Wertsch, 1995, p. 11)

Finally this study is indebted to Weber, firstly because of his role in developing a
theory of social action but particularly in his concept of the ideal type. The concept of an
ideal type is fundamental to sociological theory:

“The sociologist constructs type- concepts and seeks to formulate general
statements about what happens.” (Runciman, 1978, p. 23)

In the search for a positivistic social science, Weber like Durkheim developed theoretical

tools. In order to define and concentrate on meaningful social action and separate it out
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from the more unmeaningful social actions of emotions and errors, which he saw as
deviations from a pure type, Weber created the ideal type:

“An ideal type is formed by the one sided accentuation of one or more points of
view and by the synthesis of a great many diffuse, discrete, more or less present and
occasionally absent concrete individual phenomena, which are arranged according to
those one-sidedly emphasised viewpoints into a unified analytical construct. In its
conceptual purity, this mental construct cannot be found empirically anywhere in
reality”. (Weber, quoted in Thomson & Turmnstall, 1971, p. 63)

The concept of an ideal type is central to the present study. It is used in different ways. It
is held that the identity of society is enshrined in an ideal type. Societies have abstracted
idealised types and within society there is a concept of an ideal type member of society’
who represents those general characteristics. This is what Inkeles (1968, p. 76) meant by
socialisation being forward looking, as it looks forward both to an idealised adult and an
idealised society. Looking first at an ideal type of society, it is important at this point to
make a distinction between this study’s aim of constructing the identity or ideal type of
English and French society and concepts such as ‘stereotypes’ or ‘national character’. The
latter two terms are not sociological in origin (although they make interesting data for
analysis) as they are descriptive and not analytical terms which derive from two levels of
perceptions of identity, those held by the outsiders and those held by the insiders of a
society. This study analyses both consciously and unconsciously held social phenomena in
order to construct ideal types for the identities of English and French society. Looking
secondly at the notion of the ideal member of a society, in its most abstract form
deterministic socialisation is about developing the ‘ideal’ member of society, the individual
whose ways of thinking and ways of doing typify the ‘ideal’ of the identity of that society.
In a useful introduction to Durkheim’s work Fox makes the same point:

“(French education) is a product of French civilisation; it consists of
transmitting it; in short it seeks to make men modelled on the ideal type of man that this
civilisation implies.” (Fox, introduction to Durkheim,1956, p. 30)
and again in more detail:

“Each society sets up a certain ideal of man, as much from the intellectual point
of view as the physical and moral; that this idea is to a degree, the same for all the

citizens; that beyond a certain point it becomes differentiated according to the particular

? Ideal types are not restricted to one per society. Different ideal types are associated with different sub
groups in society. It is interesting to speculate whether England, with its relatively greater emphasis on
individuality, allows for a greater variety of ideal types than does France.
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milieux that every society contains in its structures. It is this ideal, at the same time one,
and various, that is the focus of education.” (Fox, introduction to Durkheim, 1956, p. 70)
One of the aims of this study is to reveal the identity of the ideal type of pupil and adult
encapsulated in English and French schools. It is held that important data to be used in
constructing these abstracted ideal types is to be found in the structures and practices of
educational systems themselves because education itself embodies these ideal types.
Durkheim makes this explicit:

“French schools interpret and express the French spirit.” Durkheim, 1956,
p- 107
An example of this approach is Beattie’s (1996) comparison of teacher selection systems in
England and France, where the two national ‘spirits’, to use Durkheim’s words, are
explored . The concept of an ideal type is used in this study in its methodology, as will
later be seen, and in the presentation of the analysis. Thus this study constructs ideal types
using data from the educational systems of England and France, classroom observations,
pupil perceptions, and pupil work. Pupils’ perceptions, for example, are analysed in terms
of ideal type constructs of ‘work’ and ‘teachers’. Pupils’ work is analysed and resented in
the form of idealised types of national models of ways of thinking. They are ideal types
because they represent an analytical construction of empirical data but no one informant
could be found in reality to exemplify all the attributes of the type.

In this study social identity has been seen to be defined by the ways of thinking or
‘la pensée’ of members of society. Because social identity is objectified in the process of
socialisation (Berger and Luckman, 1966, p. 78) it is like social reality, of whichitisa
part, ‘seen’ as the reality by members of society. Ethnocentrism is not therefore just a
question of individual bias, it is the consequence of social identity and the cohesion of
society. The introduction of the insiders’ point of view and the consideration of whether or
not ‘la pensée’ is consciously or unconsciously held by members of society have important
theoretical implications. Durkheim uses the term ‘la conscience collective’, without
addressing the issue of degrees of consciousness. It was not an issue for him, Whorf, in
his understanding of the role that language played in influencing thinking, presented the
unconscious position:

“The individual is utterly unaware of this organisation (of thinking) and is

constrained completely within its unbreakable bonds.” Whorf , 1956, p. 256)
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Bourdieu also talks of the ‘cultural unconscious’ recognising that ways of thinking were
often held unconsciously: Berger and Luckman take a more mixed approach and imply
that ways of thinking can be held both consciously and unconsciously:

“(Internalisation is) the process .... by which the objectivated social world is
retrojected into consciousness in the course of socialisation.” (Berger and Luckman,
1966, p. 78).

Giddens (1979 p. 5) defines three levels of consciousness: the unconscious, practical
consciousness “Tacit stocks of knowledge which actors draw upon in the constitution of
social activity”, and discursive consciousness “knowledge which actors draw upon on the
level of discourse”. In this study the data consists of both consciously and unconsciously
held ways of thinking as it is maintained that social identity consists of both consciously
and unconsciously held ways of thinking. Giddens’s discursive consciousness (what
English and French pupils say about their school experience) is used to understand both
their practical conscious and their unconscious. The theoretical implications of looking at
consciously held ways of thinking are that society cannot only be analysed from the
observer’s point of view but that the point of view of those members of society should also
be considered. This is the theoretical position behind Weber’s concept of ‘intended
meanings’:

“Only occasionally is the meaning of action, rational or irrational, raised to the
level of consciousness: where many people are acting in a similar way. .... But that
should not prevent the sociologist from constructing his concepts on the basis of a
classification of possible ‘intended meanings’: in other words, as if men acted in practice

in conscious awareness of the meaning of their actions”. (Weber quoted in Runciman,
1978, p. 25)

To conclude this scction on social theory it has been seen that both structure and
agency are used in order to look at the problem of whether culture affects learing,
However sociological perspectives are not sufficient to explain so complex a topic, an

examination of the anthropological contribution needs to be made.

1. 2. Cultural theory

In pursuing a socio-cultural and cognitive theoretical background to this study
each element of the background and its theoretical traditions need to be looked at. Section

1. 1. dealt with the input from the ‘social’, that 1s, sociology. Section 1. 2. is concerned

with the ‘cultural’ and includes the input from anthropology.
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An anthropological definition of culture

The concept of ‘culture’ is fundamental to this study. What is meant by culture in
the present study and why is it necessary to turn to anthroplogy? In essence the
anthropogical perspective is valued because the present study has a holistic notion of
culture. Whilst the erstwhile overt differences between anthropology and sociology to do
with subject matter and methodology have largely evaporated, studies in the two disciplines
are still coloured by their traditional assumptions. These differences need to be unravelled
in order to understand the extent to which this study uses an anthropological perspective as
well as a sociological perspective. Much of what was written about society and the content
of socialisation in the previous chapter on social theory was to do with culture. But there
is a difference in emphasis. Sociology is more preoccupied with the internal workings of
parts of society and anthropology is more interested in how the parts interrelate in order to
define the whole. So though the two disciplines are looking at the same social phenomena,
the term “culture’ was not much in evidence in Section 1. 1. and instead predominates in
Section 1. 2. This is because the meaning that this study gives to ‘culture’ is more
associated with an anthropological understanding of the term.

The perspectives of the two disciplines need to be looked at in more detail,
Sociology gives a definition of culture which is limited to internal organisation. Definitions
tend to consist of a list of internal characteristics. For example: Berger and Luckman
(1996, p. 83), Inkeles (1968), Wentworth (1980, p. 68) and more specifically Woods
(1990):

“Social, shared, systemic, cognitive, learned, ... ... values and beliefs, rules and
codes of conduct and behaviour, forms of language, patterns of speech and choice of
words, understandings about ways of doing things and not doing things.” (Woods, 1990,
p.27)

Anthropology has a much wider brief. It is inherently cross cultural and comparative.
Because anthropology is more concerned with a whole society, in comparison with other
‘whole’ societies, the focus tends to be that of the identity of society. Thus the social
anthropologist Lewis defines culture as:

“The sum of learned knowledge and skills ... that distinguishes one community
from another.” (Lewis, 1976, p. 17)
and more strongly:

“Culture is thus the protective shell of a community and cultural distinctions

become, to some extent, an index of social identity,” (Lewis, 1976, p. 16)
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The emphasis in anthropology is differences between societies. Culture is thus the symbols
by which small, large groups or societies identify themselves as distinct from other similar
social groups. The term ‘culture’ in anthropology is almost a synonym for the term
‘society’ in sociology with the difference that the anthropological perspective gives priority
to the role of group identity. One of the ways in which sociology and anthropology differ
is in the emphasis that they place on identity. Sociology, with its preoccupation with
internal organisation, tends to look at identity between the sub groups of society, whereas
anthropology is more concerned with the external identity of society as a whole.

The present study follows an anthropological perspective in that it is preoccupied
with looking at ‘whole’ societies, how the identities of England and France are defined, and
how the differences between the two countries establish their separateness and thus their
identity. In this study the terms ‘country’, ‘national context’, ‘society’ and ‘culture’ are
also often used synonymously as what is considered to be important is that there is an
underlying assumption of a cultural expression of identity in all these terms. It is this role
of identity'’, or difference between countries which allows nationals to feel that they are
‘English’ or ‘French’, that this study sees as the most important feature of cultural
differences. In more concrete terms the focus of this study is to explore national ‘ways of
thinking’ as they exist in the domains of: the history and the educational systems of the two
countries, classroom contexts, pupil perceptions and pupil performance, in order to learn
more about the identities of the two countries. Hence the indebtedness of this study, and
the tribute paid by anthropologists, to Durkheim, who was the first social scientist to draw
attention to the concept of identity in society.

Despite the present study’s focus on two Western industrial countries it can still
claim to be anthropological. Anthropology has traditionally been concerned with the
variously termed ‘primitive’, ‘tribal’, ‘non-industrial’ or ‘exotic’ societies and because
these societies tend to be small scale and relatively undifferentiated, anthropological studies
tend to look at how kinship, religion, politics and economics are intertwined and make up
the whole. But in more recent years anthropology has expanded into studies of
industrialising and industrial societies and has also taken on the challenge of looking at
cultural conflict and cultural change. This study follows this development of the discipline
into other fields of enquiry. It takes what are assumed to be familiar, the cultures of
England and France, but looks at them as though they were ‘exotic’ cultures. As Bourdieu

has pointed out, this is not an easy task as the researcher’s own cultural characteristics are

10 A definition of identity was previously given in Section 1. 1. Identity and ‘pensée’ are thought to be held
both consciously and unconsciously.
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“coextensive and consubstantial with his consciousness” (Bourdieu 1976, p. 192-193). It
is perhaps easier where the researcher is bicultural as biculturalism tends to encourage the
conscious awareness of cultural differences. Secondly, although it is clearly beyond the
limits of this study for it to explore in depth the interrelationship between education,
religion, economics and politics in England and France and how these constitute English
and French society, this study does take an anthropological perspective in looking at how
education relates to society and the development of its cultural identity. It explores what
Bruner calls, “the institutional ‘anthropology’ of schooling™, or, “the situatedness of

education in the society at large” (Bruner, 1996, p. 33). Itis in this sense that it can
claim to be anthropological.

Two more meanings associated with the term culture need to be looked at. The
first is the role that education has to play in culture. Education is seen as not only to
transmit culture and cultural identity but because, as Bruner says:

“Education is a major embodiment of a culture’s way of life, not just a
preparation for it.” (Bruner, 1996, p. 13),
education is culture. Secondly, Bruner also makes the point that culture is concerned with
power (Bruner, 1996, p. 28). the more societies are internally differentiated the more
culture itself is differentiated and hierarchised so that it is not equally shared by all the
subgroups of society. It is beyond the bounds of this study to look at and compare the
degree to which culture is differentiated and unequally shared in the two countries.
However it is considered that this line of research would be interesting and fruitful. It

could throw light on the relative importance of inter- and intra- national differences''.

A cognitive definition of culture

Another major contribution of anthropology to this study is the concemn that both
share with a cognitive definition of culture, that it is how you think that determines what
group you belong to. It has already been claimed that this view is Durkheimian in origin.
The anthropological definition of culture includes ways of thinking but the concern with
thinking developed much further in structural anthropology which looked at the logical

""There are however parallels between this study’s main focus on how culture affects pupil learning and
studies which have looked at how the differentiation of culture affects subgroups within society. For
example, Bernstein’s analysis of the association of language codes with the group identity of social classes
(Bernstein, 1965) is an example of the effect of one aspect of culture on society. Bourdieu’s work on
cultural capital and the inequality of its possession (Bourdieu, 1977) is another example of how culture
affects society. Studies such as Bowles and Gintis (1976) and Willis (1977) although also primarily
concerned with how schools transmit inequality are also influential to this study as they are in essence
exploring the role played by the hidden cultural agenda of schools in creating the cultural identity of society.
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relationship of ideas within culture. Structural anthropology thrived in the climate of
French intellectualism from 1900 to the 1970s (in the same way as social action theories
thrived in the climate of American individualism). The French anthropologist Augé defines
the subject as:

the object of anthropology is to .... elicit social and historical logics.” (Augé,
1979, p. 90) (where ‘logics’ is a poor translation of “logique”, which really means a
system of interrelated ideas).

Stepping outside the discipline of anthropology the emphasis given to the cognitive
element in the term ‘culture’ can also be traced to Bourdieu and Bernstein. It has already
been seen that Bourdieu’s concept of culture is largely unconscious. It consists of ‘master-
patterns’. He defines culture as:

“Culture is not merely a common code or even a common catalogue of answers
to recurring problems, it is a common set of previously assimilated master-patterns from
which, by an ‘art of invention’ similar to that involved in the writing of music, an infinite
number of individual patterns directly applicable to specific situations are generated.:
(Bourdieu, in Dale, 1976, p. 194).

Bourdieu drew particular attention to the patterns of thought pertaining to education,
making the point that scholastic thought is different from the more everyday patterns of
thought. Because the identity of the elite of society is defined by scholastic thought, it
represents the ideal form of thought. He has suggested that thinking patterns could be used
to define cultural communality in the same way as linguisticians use inter-comprehension
to define linguistic commonality. In the field of education, for example, England, Holland
and Scandinavia might seem to have more cultural communality than France and its
immediate continental neighbours. In terms of intellectual thinking patterns he has
suggested that this would work diachronically as well as synchronically, so that in the same
way as fossils are used to date prehistoric eras, so subjects of intellectual debate could be
used to date intellectual and historic periods of time. Bourdieu also draws attention to the
type of ‘mentalité’ that is associated with institutions of higher education in Paris.
Graduates of the Ecole Normale have been ‘formed’, that is their ideas have been formed,
they are ‘normalien’. Leaving aside Bourdieu’s interest in the hierarchical nature of
different types of thinking within society, it is Bourdieu’s emphasis on “patterns of
thought” and their relationship to cultural identity which is important to this study as one
of the aims of this study is to try to define some of these “master-patterns”, the “cultural
unconscious”, or ways of thinking, that are deeply embedded in English and French

education and society. It will be shown that primary school pupils in the two countries
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exhibit ‘English’ or ‘French’ identities, because the ways of thinking that they hold are
characteristic of the national culture of their institutions. It is fundamental to this study that
one of the effects of education in any society is the influence that it has on the ways of
thinking of many of its pupils. As Bourdieu says:

“Programmed individuals - endowed with a homogenous programme of
perception, thought and action - are the most specific products of an educational
system.” (Bourdieu in Dale, 1976 p. 193)

Bourdieu has also had an influence on the way in which this study sees the role of schools
(in theory) in promoting national culture:

“Consciously (and also in part unconsciously) to transmit the unconscious, or,
to be more precise, to produce individuals equipped with the system of unconscious (or
deeply buried) master-patterns that constitute culture.” (Bourdieu, 1976, p. 195)
or,

“To transform the collective heritage into a common individual unconscious”
(Bourdieu, op cit. p. 196)

even if practice the above does not always occur. Education was recognised by Bourdieu
as having a key role to play in the construction and transmission of culture:

“Schools are the socially objectified structures which generate all other social
practices.” (Bourdieu, quoted by Robbins, 1998, p. 30)

Thus Bourdieu is valued in this study for drawing our attention to the relationship between
svstems of thought, systems of education and cultural identity.

Another important contributor to this argument is Bernstein (if, as in the case of
Bourdieu, culture is taken to include social class cultures). Bernstein too is interested in
how cognitive constructs underlie much of what is transmitted in education:

“] believe that the structure of socialisation is not a set of rules, but
classification and framing relationships. 1t is these - I think, that shape the cognitive
structures.” (Bemnstein, 1975, p. 11)

His thesis that middle class children are advantaged in the educational system because they
have access to the ‘elaborated’ code of teacher discourse seems to suggest that these
children and their teachers have the same cognitive constructs. He refers to the “inner
logic” of pedagogic practice (Bemnstein, 1990, p. 64) and concludes that the function of
pedagogic practice is to relay culture. It does not seem too far fetched to therefore infer
that he is recognising that there are underlying cognitive constructs in education and that

these affect learning, as middle class children are more likely to share these constructs than
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working class children and thus perform better. So Bernstein’s work too is highly relevant
to this study as it makes the same connection about the effect of culture on learning.

itiv ropolo d_cultur

This study is also influenced by cognitive anthropology which started to develop in
the late 1960s. It has been defined as:

“The organised study of the thought systems of individuals in other cultures and
sometimes in our own.” (Gardner 1987, p. 244)

Cognitive anthropology was influenced by structural anthropology with its emphasis on not
only thought rather than action, but the systemic and structural nature of thinking.
Anthropologists, such as Wijeywardene (1968), Beidelman (1961) and Milner (1969) had
also become interested in the cognitive phenomena of systems of classification and
taxonomies. Another major influence on cognitive anthropology was the development of
computer science and its application in structural linguistic analysis. A branch of
anthropology grew up which maintained that ‘idea systems’ or ‘symbolic systems’ could be
analysed according to mathematical and logical processes and that paradigms, schemas and
trees could then be constructed. Whilst this study takes issue with the more extreme forms
of cognitive anthropology (Tyler, 1969 p. 14) and the proposition that logical methods of
analysis can be applied to what are held to be the essentially non-logical systems of
cultural ideas, it is nevertheless a field of study to which this study is indebted. For, to put
it at its most simple cognitive anthropology is interested in cultural knowledge:

“It investigates cultural knowledge, knowledge which is embedded in words, in
stories, and artefacts, and which is learned from and shared with other humans.”
(D’Andrade, 1995, p. 1)

Both this study and cognitive anthropology (D’ Andrade 1995, p. 146, Gardner 1987, p.
244) share an interest in systems of thought and the role that they play in defining culture:

“the object of study is not these material phenomena themselves but the way they
are organised in the minds of men. Cultures are not then material phenomena; they are
cognitive organisations of material phenomena.” (Tyler, 1969, p. 3)

Thus this study’s cognitive definition of culture is in keeping with that given by cognitive
anthropologists. Furthermore there is a shared assumption that systems of thought, or
‘idea systems’ affect social life.

Another shared proposition, which belongs more to philosophy, is the observation

that human minds do not seem to like chaos and disorder and so seek to organise the world

into categories or systems of classification:
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“It is as if the human cognitive systems were a structure seeking device.”
(D’Andrade, 1995, p. 120).
but that the categories themselves are culturally variable. This is the assumption in this
study’s analysis of English and French pupils’ perceptions of schooling; that pupils’ shared
constructions of how they categorise what they experience in the school context are the
result of their minds imposing order over chaos and that this order is culturally determined.

It is also held that systems of thought operate at a deeper level than language and
influence language, as Boas (1916) and Bloch'? (1991) argue. The traditionally accepted
view that : “language powerfully conditions all our thinking” (Sapir 1929, p. 162) is not
thought to present the whole picture of the relationship between thought, language and
culture. The author would argue that thought plays a more important role than is generally
accepted”. Language is taken to be an example of cultural identity which captures
underlying differences in cognitive constructs. So that although language is seen as a
crucial access point into a culture it should not be regarded as the determiner of cultural
differences. This point requires further study, but it is argued that that role belongs to the
systems of thinking that lie behind language classifications.

Finally there is some commonality between the methods of analysis used
in this study and those of cognitive anthropology (which will also be looked at in more
detail in the section on methodology). Whilst some cognitive anthropologists devise
mathematically complex models to attempt to set down on paper the ‘idea systems’ of a
particular domain in any one culture which the present study neither commends nor seeks
so to do, it does try to establish what cognitive anthropologists call cultural schemas. The
concept of a schema goes back to Kant (D’Andrade, 1995, p. 122) who used the example
of a dog to show that people share a cognitive construct of the definition of a dog without
thinking of any particular dog. D’Andrade defines a schema as:

“An organised framework of objects and relations” (D’ Andrade, 1995, p. 124)
“An abstract organisation of experience” (D’ Andrade, 1995, p. 150)
The term ‘construct’ is preferred here to that of ‘schema’ as it has more structural and less
visual overtones but the definition is similar. Thus in the same way as Moffat (1995)

draws up a schema of American students’ concept of friendship so this study presents the

12 _ According to Bloch (1991) observations of cultural learning in pre-industrial societies show that it is
often non linguistic. Our assumptions about learning and cognition are perhaps coloured by the literary
culture in which we live.

13 If thought is taken to precede language, then a more satisfactory explanation of change can be given.
Change, which would be blocked in the Sapir Whorf hypothesis as devlopments could not occur before the
language was there to describe them , could be seen to occur first in thought and then secondarily, either
deliberately or unconsciously, in language.
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constructs that English and French pupils have, for example, of teachers and work. One
aim of both this study and that of cognitive anthropology is thus to produce as accurate
and comprehensive a picture as possible of constructs in one domain. Thus this study will

uses a cognitive anthropological perspective in relation to culture.

The comparative approach and anthropology

Many of the basic assumptions of comparative education derive from
anthropology; firstly the concept of comparison. The main aim of this study is to
understand more about how children learn. It is held that ‘facts’ (in this case educational
facts) have little meaning unless they are compared with similar ‘facts’, either within
systems (for example, pupil attitudes from different socio-economic areas within a national
system of education) or, as in the case of this study, similar educational ‘facts’ across
different national educational systems. In order to carry out cross cultural research it is
necessary to study the educational context of each system in order to understand the
meaning and function of those educational ‘facts’. In this way a cross cultural study has to
distil out of the comparison what are essentially cultural ‘facts’ if any real understanding is
to be gained about ‘how children learn’ in general. It is almost as a by product of this sort
of analysis that a picture of a national culture emerges, a picture which has links with
Weber’s ideal types and some of the aims of American cultural anthropology:

“Anthropology’s task is therefore seen as that of understanding the irreducible
character of a given culture, or of its ‘dominant tendencies’, to revive a term from Ruth
Benedict’s study.” (Augg, 1979, p. 18)

Although it is beyond the bounds of this study to understand ‘how children learn’ in
general, it is hoped that this study will result in both greater knowledge about the role of
culture in children’s leaming and greater knowledge about the differences between English
and French culture.

A key reason for using the anthropological perspective in comparative education is
that cross cultural comparison is the basic building block of anthropology. The aim of
social anthropology is to learn more about people (humankind) by looking at peoples
(cultures, societies). It takes as its starting point that the clue to understanding culture or
society in general and one’s own culture or society in particular, is to understand ‘other’

cultures and societies. In outlining the preoccupations and assumptions of the

anthropological perspective Lewis quotes Rousseau:
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“One needs to look near at hand if one wants to study men: but to study man one
must learn to look from afar: one must first observe differences in order to discover
attributes.” (Lewis, 1976, p. 16)

The job of the anthropologist is thus first to translate culture, or to make exotic culture
comprehensible before comparisons can be made. One of the tasks of this study has been

to make the ‘not quite so exotic’ culture of France understandable to an English person,

and vice versa.

Thus in the same way as this study was located within the sociological tradition so
it may be seen to belong to the anthropological tradition. It makes basic anthropological
assumptions about the definition of meaning through comparison and uses a cognitive
anthropological definition of culture. In looking at the effect of culture on learning, using
in this case the English and French primary school context, this study uses an

anthropological perspective to explore the meaning of culture in the two societies.

1.3. Learning theory, part one

The first two sections of this chapter have set the sociological and anthropological
background of this study. They have shown that variations in human behaviour require
social explanations and not individual explanations. The latter is an approach generally
associated with the discipline of psychology. Although this study is not directly concerned
with individual explanations of behaviour, nor does it support the methodology used in
some areas of psychology, it nevertheless does reflect some of the concerns of the subject.
It is held that social and cultural theory are not sufficient for a thesis in the field of
education. What goes on in the mind must also be looked at, particularly with the
emphasis that is given here to cognition in the understanding of culture Looking at the
problem from the discipline of psychology it is similarly held that the psychological
explanations of learning which depend on the key variables of intelligence, personality,
motivation and affectivity are not sufficient either, as each of the above variables is itself
affected by culture. This study takes the view that education and leamning are a process
which combine what goes on in the brain and culture.

There are two main reasons why leaming theories are relevant to this study. The
first, is that analyses of empirical data in the field of education cannot be carried out
without reference to theories of learning. For example, in the area of classroom contexts in
England and France, more understanding can be gained from a comparison of the process

of learning and its outcomes in the two countries if these are analysed in terms of implicit
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and explicit learning theories. Thus in Chapter 4.1. this study will look at the degree to
which different theories of learning and teaching are espoused in English and French
education. It will consider to what extent the classroom processes observed in England and
France reflect behaviourist, developmental, connectionist and socio-cultural theories of
learning. Secondly learning theories need to be looked at because this study, as an
exploration of the relationship between culture and learning, must presuppose a theory of
learning. The theory of learning needs to be identified and clarified, which is the aim of this
and the following section.

Learning theory has been divided into two parts in order to concentrate on
individualist explanations in this first part, and socio-cultural explanations in the second
part. However even in this first part social and cultural factors are seen to be important

variables in learning.

Learnin

What is learning? It seems to be a difficult concept to pin down. Bower describes
it as:

“One of those loose, open concepts that include diverse sub types ... (it) is more
like a chapter heading than a technical term in contemporary psychology.” (1981, p. 15)
In a general sense leamning involves a change (which could be in either a negative or
positive direction) as an individual’s existing knowledge and experience react with new
situations. The change that occurs is a mental phenomenon, in other words there has been
a change in the ‘way of thinking’, but it may sometimes be ‘seen’ in the individual’s
behaviour. There are two main problems here, firstly the theoretical issue of the degree to
which an individual’s learning is affected by innate “ability’, developmental patterns or by
environmental experience (and the extent to which this is social experience) and secondly
the problem of how learning is to be measured. Leaming can only be inferred to have
taken place through performance. Thus performance is not synonymous with learning, it is
an indication of the learning that might have taken place. As regards the first problem this
study takes the view that social experiences are the dominant input in learning. It follows
Bruner’s view of learning which is that it involves the generalising, checking and
restructuring of ideas and that this is carried out in social situations with others who know
more. For the second problem this study does not use performance to infer particular
learning in an immediate before-after situation but regards pupil performance as an
indication of how learning has taken place over years of schooling and thus reflects the

cultural context of that learning.
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Learning and motivation
Psychology has greatly increased our understanding of the role that motivation

plays in learning. McMeniman who defines motivation as “that which energises and
directs behaviour towards a goal.” (McMeniman, in Langford, 1989 p. 215) outlines
three main types of motivation: intrinsic, achievement and extrinsic. It can be hypothesised
that there will be variations between cultures as to the relative importance of these different
types of motivation. But culture even has powerful influence within each type of
motivation. Looking first at intrinsic motivation, the concept of ‘self motivation’ includes
notions of ‘ownership’, ‘control’, ‘choice’ (de Charms’s ‘origin’, 1968, 1976) in the
classroom. It is maintained that “‘personal causation’.... is a powerful motivating force
directing future behaviour.” (McMeniman, 1989, p. 217). The empirical evidence from
French classrooms in Section 4 challenges this narrow and culturally bound view of
personal causation. Intrinsic motivation also includes the construct of self-efficacy
(Bandura 1977), where the individual’s investment in a task is said to vary with his or her
past experience of success or failure. There is however evidence to suggest that the linked
concept of self-esteem is a cultural variable. (Robinson, 1990). Robinson found that low
achieving Japanese and French pupils were still motivated towards school unlike English
low achieving pupils. Secondly, achievement motivation, which is also associated with
attribution theory, is culturally variable. Weiner (1984) identifies four main causes that
pupils attribute to success or failure in a given task: ability, effort, luck and perceived
difficulty of the task itself. Chapter Four will illustrate cultural variation in pupils’
attribution to the first two causes. Finally extrinsic motivation is also a culturally variable
concept. Kozeji (1985) looked at the role of teachers and parents in extrinsic motivation.
American and Asian cross cultural work (Stevenson & Stigler 1992, Stevenson & Lee
1990) and the comparison of British and Chinese learners (Salili 1993) has shown the
difference in parental attitude between Western and Asian cultures.

Theories of learning
Thus returning to the original equation that education and learning are made up of

a combination of what goes on in the brain and culture it has been suggested that culture or
social experience is a dominant factor, and this will be returned to in the next section,
(affective factors are also clearly fundamental but are not part of this study) but what can
the discipline of psychology contribute to the understanding of learning? Philosophers and
psychologists have been intrigued since the Ancient Greek period by the nature of the mind

and the mental processes involved in learning. There has been a spiral development of
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understanding as theories have emerged, only to be criticised and then replaced by
alternative theories. This study takes the view that the learning process cannot be
adequately explained by any one theory, but when the different theories are considered as a
whole then there is considerable accumulated understanding of the leamning process.

Briefly, the main learning theories used to explain learning are first, developmental
psychology. Piaget (1950) demonstrated that there are stages of learning which are
associated with the age and development of children. He defined four main stages:
sensorimotor (0-2 years), pre-operational (2-7 years), concrete operational (7 years) and
formal operations (11 years). Piaget’s work led to the concept of the child’s ‘readiness’ to
learn, and an emphasis on ‘discovery’ learning rather than teacher instruction.
Behaviourism brought to psychology the theory that learning depended less on what went
on in the brain and more on behavioural adaptation to repeated stimuli. Behaviourism
developed from Pavlov and other Russian scientists’ work on animal conditioned reflexes
(Boring 1957). Skinner (1953, 1954) applied behaviourist theories to learning. It was held
that learning was enhanced by repeating stimuli and that learning was reinforced by reward
and/or punishment. Connectionist models have added to the understanding of learning in
that it can be rule based as in symbolic processing (D’Andrade 1995, pp. 136-149) or that
it can evolve from multiple experience or parallel processing. Cognitive psychology of the
1960s looked at learning as the processing of information (Newell and Simon, 1972).
Neisser defines cognition as:

“The activity of knowing: the acquisition, organisation and use of knowledge.”
(Neisser, 1976, p. 1)
The central importance given to the domain of thought or ‘ways of thinking’ in the present
study has been shown in Sections 1.1 and 1.2. Cognitive psychology, which prioritises
thinking, is seen as the most relevant theory of learning to this study. Cognitive theory
needs to looked at in more detail to make this clear.

A cognitive theory of leaming
Cognitive theory tries to explain behaviour in terms of how the mind'* processes

information. Cognitive psychology is much preoccupied with the methods of the mind, for
example, it has been defined as:

“A method of processing information.” (Rosenthal, 1978, p. 1)
In its origins it was influenced by the development of computer processing. It is a branch

of cognitive science, which has been described as:
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“The convergence of interests in psychology and artificial intelligence. ”
(Schank, 1977, p. 2)

However cognitive psychology goes beyond information processing and it has important
theoretical implications for this study. Cognitive theory maintains that we have mental sets
and that the mental phenomena of abstraction, transfer, perception and interpretation are
influenced by what has already been stored in the mind and that this in turn affects
behaviour:

“Cognitive theorists saw processing of new information as dependent on a
learner’s prior knowledge and processes.” (Wahlberg, 1992, p. 12)

Although the nomenclature applied to the concept of a mental set (or ‘prior knowledge and
experience’ or ‘pre existing structures’): varies from one psychologist to another: Neisser
(1976) uses the term “schemata’, Schank'* (1977) uses ‘schemata’ ‘scripts’ and ‘frames’
and Miller (1960) uses ‘images and plans’ the general meaning is the same. For Neisser
perception depends on what we already know:

”We can see only what we know how to look for, it is these schemata that
determine what will be perceived.” (p. 20) “Schemata are anticipators, they are the
medium by which the past reflects the future: information already acquired determines
what will be picked up next.” (Neisser, 1976, p. 22)

Similarly Schank talks about a “script’ which he says is:

“A structure that describes appropriate sequences of events in a particular
context. A script is made up of slots and requirements about what can fill those slots.
The structure is an interconnected whole, and what is in one slot affects what can be in
another. Scripts handle stylised everyday situations. They are not subject to much
change, not do they provide the apparatus for handling totally novel situations. Thus a
script is a predetermined, stereotyped sequence of actions that defines a well known
situation.. Scripts allow for new references to objects within them just as if these objects
had been previously mentioned: objects within a script may take ‘the’ without explicit
introduction because the script itself has already implicitly introduced them.” (Schank,
1977, p. 41)

He explains how they influence our understanding:

“Understanding then, is a process by which people match what they see and hear

to pre-stored groups of actions that they have already experienced. New information is

understood in terms of old information.” (Schank, 1977, p. 67)

14 “Mind’ is used as a general term encompassing what goes on in the brain as well as socio-cultural input
15 Schank (1977, p. 10) traces the development in social psychology of the concept of a mental set.
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What is not altogether clear in cognitive psychology is the degree to which the
variation between ‘scripts’ is based on cultural rather than individual variation. Gardner
(1987) in his pursuit of what he calls the “heartland” of cognitive science, how all humans
think, is not interested in affective and cultural factors which he describes as “fuzzy” areas
and which to him confuse the main issue. He is concerned with innate and universal
‘frames’ of mind, a Chomskian deep structure type of thinking. This study, whilst not
disagreeing with the proposition that there must be some sort of commonality in the way
we all think, is however given over to exploring those very same “fiizzy” areas which
Gardner refers to. Not all cognitive scientists, as will be seen, take the same extreme
position as Gardner. There is an acknowledgement that culture must play a part. For
example, Miller using the terms ‘“mages and plans’ and looking at the extent to which
these cognitive features determine behaviour, recognises that the term image includes:

“All the accumulated, organised knowledge that the organism has about itself

and its world ... it includes everything that the organism has learned - his values as well
as his facts.” (Miller, 1960, pp. 17-18),

and that:
“Differences in plans would seem to characterise different cultures as well as

different personalities.” (Miller, 1960, p. 123)
Neisser too, warmns of the danger of ignoring the cultural context. He argues that there is
considerable congruence between schemata in any one culture:

“To the extent that we live in a coherent culture, we have encountered a more or
less standardised set of social experiences.” (Neisser, 1976, p. 188)
There is thus a suggestion from some cognitive scientists that cognitive frames might have
cultural input. Perhaps the universals of how we think are at a deeper level still and the
frames that cognitive scientists have looked at are in fact cultural ones? It is argued that
cognitive psychology is due for a revival if and when it is explicitly used in conjunction

with socio-cultural theories, as it will be seen to be used in this study.

Conclusion to leamning theory, Section 1. 3.

Cognitive theory is an attractive, if partial, theoretical explanation of learning. It
explains how we visually perceive objects in terms of prior knowledge. It explains our
understanding in terms of prior knowledge. Cognitive theory provides a theory of learning
for this study provided there is an added input from the social and cultural context (as will
be seen in Section 1. 4.). Cognitive theory can then explain how English and French

children enter school with prior cognitive sets of understanding. The understanding they
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already have allows them to understand the knowledge and experience of the classrooms’
national contexts. Cognitive theory will be used to explain the relative success of the
different teaching approaches used in the two countries as teaching styles are more likely to
match the existing “schemata” of the two samples of pupils. As will be seen it also
provides a theoretical basis for the perceptions held by pupils about schooling from
different cultures. Pupil perceptions can be thought of in terms of “schemata”, or
cognitive constructs of understandings and expectations. Furthermore in the area of
children’s output or work the theoretical contribution of cognitive psychology will be seen
to be fundamental. It provides an explanation of why pupils in different cultures tend to
produce work which conforms to a cultural type. Pupils have ‘learned’ a cognitive
construct and their work shows instances of the cultural definition of that frame, whether it
be the definition of a ‘good’ story in language or the ‘correct’ approach to computation in

mathematics.

Section 1. 3. has looked at the input from psychology to this study. The role of
motivation in learning and the relevance of cognitive theories have been seen. However it
is clear that a cognitive theory of learning needs to be combined with a socio-cultural
approach in order to explore the relationship between leamning and culture. Section 1. 4.
examines a final input from social psychology before suggesting that what is required is a
theory which combines the social, cultural and cognitive.

1. 4. Learning theory part two, towards cognitive social constructionist theory

So far in this chapter the contributions that have been looked at from the three
disciplines of sociology, anthropology and psychology have all concerned cognitive and
cultural phenomena. More specifically when contributions from the discipline of
psychology, concerning learning, were considered, it was recognised that culture had an
important role to play. This theme will now be pursued in another area of psychology that
makes more specific links between cognitive constructs and culture. Given the umbrella
term of social constructionism, it gives pre-eminence to social and cultural factors in

learning.

Social constructionism

Social constructionism covers such approaches as socio-cognitive-developmental
theory, the socio-historical approach, the cultural historical, and the socio-cultural
approach. Mercer (1992, p. 61) and Ingleby (in Richards and Light, 1986) provide a brief
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guide to the terminological variety. More useful is a description by Mercer, on the above
mentioned page, of what social constructionism is:

“The essence of this approach is to treat human learning and cognitive
development as a process which is culturally based not just culturally influenced; a
process which is social rather than individual, a communicative process, whereby
knowledge is shared and understandings are constructed in culturally formed settings. It
does not, in principle, oppose the idea of innate elements in cognitive development but it
does suggest that cognitive development is situated by culture.”

The importance of this theoretical approach to this study should be clear as social
constructionism is both cross disciplinary in nature and gives priority to socio-cultural
factors in its explanation of learning. Social constructionism introduces another discipline,
that of linguistics, as language is seen to be the main conveyor of cultural meanings.
Language is seen to have an active role. It not only reveals meanings in interaction but can
also be used to construct meanings:

“Our culturally adapted way of life depends upon shared meanings and shared
concepts and depends as well upon shared words of discourse for negotiating differences
in meaning and interpretation.” (Bruner, 1990, p. 13)

“How does language interaction serve to ‘scaffold’ the child’s efforts at
expressing and understanding both events and utterances? How are categories,
explanations and representations embodied in interactive discourse? How are
underlying intentions of the speaker expressed and interpreted in discourse?” (Bruner,

1987, p. 11)

Thus language analysis is also an important feature of this study as will be seen later.

Social and cultural psychology

In order to understand the dominant role of social constructionism in the approach
adopted for the present study it is necessary to look at the different perspectives that the
term conveys. The emphasis varies with each approach as does the relevance to this study.
The first perspective to be looked at, which connects culture and cognition, but not
language, is that of social learning. It was recognised in the late sixties in American
psychology (Bandura, 1969) that internal or developmental factors were not sufficient to
explain behaviour but that there must be a reciprocal relationship between external and

internal factors, or, cognition and experience, as the following quotations exemplify:
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“Children’s thoughts are moulded from birth by the social milieu in which they
are raised ............ Socially mediated experiences greatly expand an individual’s fund of

knowledge.” (Bower, 1981, p. 31)
Bower (1981, p. 28) provides a useful diagram to explain Bandura’s view of the

relationship between behaviour, cognition and experience:

Person

7N

Behaviour < Environment

It is seen as useful as this study maintains at a general level that pupil behaviour is to be
explained by a combination of cognitive constructs and socio-cultural experiences. In
other words what pupils think about given situations influences their perceptions and
understandings (which in turn influence their cognitive constructs) and that this causes
them to respond and behave in certain ways

Much earlier reference to the influence of the social on behaviour can also be
found in the psychology literature. First Wertsch refers to a call by Dewey in 1901 that
explanations of human behaviour in terms of individual behaviour were not sufficient:

“In his view psychology would have to come to terms with how individuals are
culturally and historically situated before it could understand many aspects of mental
Sunctioning.” (Wertsch, 1991, .p. 3)
Secondly there is an early recognition of the importance of the social from the literature of
cultural psychology. Jahoda (1993, p. 133) cites a reference by Wundt in 1920 to a
statement that that the main task of psychology must be based on “the phenomena of
social life”. Cultural psychology is also important to this study as it attempts to combine
the theoretical approaches of two disciplines, that of anthropology and psychology, as
Wertsch makes clear in his quotation from Shweder (1990):

“(Cultural psychology is) an interdisciplinary human science.” (Wertsch, 1995,
p-3)
Perhaps the most influential figure to emerge from cultural psychology in terms of this
study’s theoretical position is that of Bruner. This is because Bruner takes what he calls
the ‘psycho-cultural approach’ into the field of education. Education, he says,

“is a complex pursuit of fitting a culture to the needs of its members and of

fitting its members and their ways of knowing to the needs of the culture.” (Bruner,
1996, p. 42)
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Bruner recognises the ‘no man’s land’ situational problem of learning, or education (also
referred to by Daniels, 1998):

“I shall commute back and forth between questions about the nature of mind and
about the nature of culture, for a theory of education necessarily lies at the intersect
between them.” (Bruner, 1996, p. 13)

This approach is very important as it shares the same under standing adopted in the present
study that, education and learning are a combination of what goes on in the brain and
culture When Bruner’s work is looked at in more detail it shows that cultural psychology
has other very significant contributions to make to this study. Bruner (like Lévi Strauss)
suggests that although we all share the same basic apparatus for thinking (that is our
brains work in similar ways) we use it differently, that:

“Different cultures place different emphasis upon the skilled use of different
modes of thought.” (Bruner, 1996, p. 26)

This approach will be seen to underlie the analysis of the differences between learning in
English and French classrooms and the output of pupils’ work. It will be seen that English
and French culture emphasises different modes or models of thinking. Another major
Brunerian influence on this study is Bruner’s cultural definition of ‘Self’, ‘Selfhood’ and
‘Self-esteem’. Bruner argues that culture provides an ‘ideal’ type of ‘Self’:

“Different cultures both shape it (selfhood) and set its limits in various ways.
Some emphasise autonomy and individuality, some affiliation, some link it closely to a
person’s position in a divine or a secular social order, some link it to individual effort or
even to luck.” (Bruner, 1996, p. 35),
and as we assess ourselves relative to this ideal so it shapes our perception of ourselves,
our ‘self-esteem’. Thus:

“How self esteem is experienced (or how it is expressed) varies, of course, with
the ways of one s culture.” (Bruner, 1996, p. 37)

In practice there exist several different types of ‘ideal self’, but this study is only concerned
with an abstracted national construct of self. Bruner thinks culture, and in this case school
culture, also provides different ways of managing self esteem:

“The chance for discourse that permits one to find out why or how things didn't
work out as planned.” (Bruner, 1996, p. 37)

This has direct relevance to the influence of culture on learning as it provides a theoretical
basis for understanding the cultural difference in motivation found in this study between
English and French pupils.
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Bruner, influenced by Vygotsky, was also interested in the role of language in
learning. He considered that language and culture form symbolic systems and that children
learn by communicating or participating in the public process of negotiating within a
symbolic system. This is significant for this study as it reinforces conclusions reached in
the sections on social and cultural theory that as children learn they are at the same time
internalising cultural values. Several studies have explored this theory empirically,
particularly in one to one mother-child social interactions. For example, Rogoff (in
Foreman and Whiting, 1993) showed how Guatemalan Maya mothers favoured
demonstration and unobtrusive direction in their interaction with their offspring compared
to American Salt Lake City mothers who were more didactic in their interactions and
conveyed a cultural message about individual worth. Seymour (in Blyth and Whiting,
1988) in the Indian context of mother to child observed the transmission of ‘dependency’.
Wertsch (Wertsch, 1991, p. 139) too recognised that children from different cultures learn
different patterns of cognition and that this process can be observed through the language
used. The present study follows in the same tradition as these studies, the difference lies in
the choice of focus. It is based on the specific empirical context of classroom settings and
interaction between teacher and pupils. However this study is not only influenced in the

area of social contructionism by social and cultural psychology, another major input is the

socio-historical approach.

The socio-historical approach
The next approach to be looked at is socio-historical theory, which is most often
associated with the name of Vygotsky. The term socio-historical is used because it

conveys a historical perspective. Cole (in Wertsch, 1995) prefers to slightly play down the

historical aspect by introducing the extra term of ‘cultural’ as in ‘socio-cultural historical
psychology. As a Marxist, Vygotsky, and other psychologists in Russia such as Leontev
and Luria, were preoccupied with providing a theory which would explain the relationship
between human culture and history in terms of both evolutionary progress and conflict or
sudden change. Although social behaviour or practice thus had a more historically
explanatory meaning for Vygotsky, it was his emphasis on the primordial influence of the
‘social’ on cognitive constructs and behaviour that made his theories have such an impact
on the Western world: with its more individual psychological explanations.

“All the higher mental functions are interiorised relations of a social order ....
Their composition, genetic structure and mode of action, in a word all of their nature is

social.” (Vygotsky quoted by Leontev in Light (1991, pp. 40-41),
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and, “Verbal thought is not an innate, natural form of behaviour but is determined by a
historico-cultural process.” (Vygotsky, 1986, p. 94)
The ‘social’ was also seen to have an influence on learning where social was taken to mean
social interaction. In contrast to contemporary western psychologists’ understanding of
learning where children were seen to be programmed to progress almost naturally through
developmental stages:

A child is “a natural seeker after, and architect of his own understanding.”
(Piaget quoted by Wood in Richards and light, 1986, p. 101)
so that the teacher’s role could almost be limited to providing the correct environment,
Vygotsky thought that it was the social environment and social interaction which promoted
development. Instruction therefore had to be ahead of the child’s level:

“The only kind of instruction is that which marches ahead of development and
leads it, it must not be aimed so much at the ripe (the stage the child is at) as the
ripening functions.” (Vygotsky, 1986, p. 188),
as leamning preceded development: “The developmental process lags behind the learning
process.” (Vygotsky, 1986 p. 188
In this paradigm intelligence could be defined as “The capacity to learn through
instruction.” (Wood, in Richards and Light, 1986, p. 101). The role of the teacher or
person with whom the child is interacting was thus maximised. Learning was thought by
Vygotsky to consist of two levels: first the level which corresponds to what the child has
already learnt and second a level of leaming which the child could reach if aided by
instruction or interaction with others, otherwise known as the zone of proximal
development, or ZPD. The link between learning and the social was made clear by Rogoff:

“Vygotsky defined the ZPD as a dynamic region of sensitivity to learning
experience in which children develop guided by social interaction’” (Rogoff in Light,
1991, p. 68)

Although this study does not set out to carry out a Vygotskian analysis of children’s
learning (it will however make parallels between a more Vygotskian theoretical view of
learning in France compared to a more Piagetian model of learning in England) it is
important to look at his theory of learning as it provides another example of a theoretical
perspective which combines cultural and mental phenomena. Both Rogoff (op. cit.) and
Cole, quoted by Serpell (in Wertsch, 1985), make the point that the ZPD is the point where
culture and cognition meet. As in cultural psychology, language is thought to play a
fundamental role. It is regarded as playing an important part in the development of
cognition. Whereas Piaget saw language as an indication of a learning stage, for Vygotsky
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language was the tool which enabled learning in a social environment to take place,
language comes to be seen the formative part of a child’s growth:

“The child’s intellectual growth is contingent on his mastering the social means
of thought, that is language.” (Vygotsky, 1986, p. 94)
This study’s position regarding the role of language will be looked at later.

Thus the present study is also influenced by the socio-historical perspective of
learning, as it also connects cultural and mental phenomena. A final social constructionist

influence on the present study to be examined is that of socio-culturalism.

Socio-culturalism

Socio-culturalism is the term favoured by Wertsch (1995), Zinchenko (1985),
Bronckart (1995), Olson (1995) and others as by leaving out the term ‘historical’ it does
not convey the same evolutionary assumptions about society as the Soviet approach.
Nevertheless socio-culturalism is rooted in Vygotsky’s work. Human behaviour is again
seen to be largely explained in terms of cultural patterns:

“The structuring of human activity is of a socio-cultural nature.” (Bronckart,
1995, p. 76)
The part played by cognitive constructs, which is seen as fundamental in this study, is also
recognised in the socio-cultural approach:. Wertsch (1995, pp. 56-57) sees that socio-
cultural research is looking at the relationship between mental processes and socio-cultural
settings. The basic unit of analysis in this approach is not individuals or society but action
and in particular ‘mediated action’. What is meant by this term is how people behave
using such ‘tools’ and symbolic systems as language and writing. In this sense the
individual is not considered to be a free agent as he has to express himself using a symbolic
system which is itself a product of the historical and cultural context. This study does not
make use of the term mediated action as it does not want to be over associated with any
one socio-constructionist approach. Nevertheless the units of analysis in the present study,
which are teacher discourse in the classroom, pupil discourse about schooling and pupil
expression in written form could be accurately described as mediated action.

The position of this study regarding language needs to be re-visited before
concluding this section of social constructionism. The basic argument in this study is that
language is not culture free. However unlike the already mentioned Sapir Whorf
hypothesis this study does not agree that it is language that is constraining thought. It is
argued that the relationship between language and thought is more two sided and
symbiotic. Following Bloch (1991)’s conclusions that learning is not only often beyond but
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above language this study holds that cognitive constructs can influence cultural patterns.
The way that language is used is seen as part of culture and thus it not only helps to build
culture it also reflects culture and cognitive constructs. In the same way as ethnic dances
are a visual form of culture so language use, it is argued, can be the sound medium of
culture.

Language plays two main roles in this study. First it is used as a ‘way in’ to
cognitive constructs in this study’s three types of data. The language used by teachers and
the meanings about cultural learning thereby conveyed are fundamental to the observation
of classroom processes. The analysis of the language used by pupils in their perceptions is
essential to understand their cognitive constructs. Finally it is the language that pupils use
in their written work which suggests the underlying acquired cultural models of thinking.
Secondly language is seen to play an active role in the pupils’ formation of these cognitive
constructs. Linking together Bakhtin (1986) and Bernstein (1990) it is recognised that
pupils have first to accept the ‘mediational means’, which consist largely of language,
before they can progress through their country’s national educational system. As Bernstein
has shown there is not but one language in the school environment but several discourses
or codes (‘voices’ in Wertsch 1991, Bernstein, 1990). Teacher discourse is the most
important ‘voice’ in school. But as all discourse contains latent social messages so teacher
discourse is a reflection of the social and cultural context. Bernstein expresses this idea in
the following way:

“Pedagogic discourse has no rules of its own, it is embedded in regulative
discourse.” (Bernstein 1990, p. 184)
where regulative discourse is defined as “the dominant principles of a given society”.
Furthermore this study holds that regulative discourse is itself a product of cognitive
constructs so that pupils are not only acquiring the language of teacher discourse but the
cognitive constructs that underlie it. This idea can be found in Wertsch:

“Teachers want to organise intermental functioning so that its patterns can be
mastered and internalised by students.” (Wertsch, 1991, p. 112)

Thus language is readily available and analysable data which contains within it messages

about cultural cognitive constructs.

Social constructionism has been looked at in some depth as it provides the
background theoretical perspective of the current study. In exploring the relationships
between education and learning, and the socio-cultural setting it is, like this study, multi-

disciplinary, secking to fill in the gap between several disciplines:
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social theory
¥

cultural theory — ? <« leaming theory

Moreover social constructionism adds a further dimension, that of language. The term
social constructionism was described earlier as an umbrella term because it embraces
several different approaches. These differences stem mainly from whether the approaches
are setting out from the disciplines of psychology or sociology. As this section on theory
has demonstrated this study is not associated with any one discipline in particular but
instead firmly occupies the middle ground between several disciplines. Wertsch (1995, p.
30) even questions whether social constructionism should not be non-disciplinary. A game
analogy might be useful here. The players in this game would be units of society. They
could comprise individuals, or groups, or institutions or on a larger scale, national cultures.
Their actions could be looked at in terms of moves in different skill zones. These zones
would be social, language or cognitive ones. Society could be represented as a board game
with players making moves from one interrelated skill zone to another.

This study belongs to the social constructionist perspective because social
constructionism joins the three fundamental concepts of society, culture and learning
which were explored in Sections 1. 1., 1. 2. and 1.3. into one theory. Social constructionist
theory provides a socio-cultural theory of learning. It holds that children leam in a social
context when they are interacting with peers, adults and teachers. Social constructionism
sees that children are ‘scaffolded’ through learning by these social participants. Language
plays an important part in mediating learning from the transmitter to the receiver.

Leaming has taken place when there has been a change in the child’s cognition. This
change is seen as fundamentally social in origin as it was acquired as a social package
containing explicit or implicit social assumptions and was conveyed by language which is
also socio-culturally loaded. This theory of learning could be represented as:

Learning = socio/cultural + language - cognition
This is not explicitly stated anywhere but underlies such studies as Rogoff (1993) and

Chan (1979). It accords with this study’s view of learning and the dominant position given

to the effect of culture and cognitive constructs on learning.
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Conclusion to Chapter One

This chapter has had two main aims: to set down the building blocks of a
theoretical model which is required for this study; and to trace these back to their original
sources in social, cultural and learning theory. This study has worked towards a theoretical
basis which encompasses issues such as societal identity, socialisation, individual
interaction, cultural relativity, learning, and cognitive constructs. It was seen that what was
required was a combination of theoretical concepts whose sources were to be found in the
three disciplines of sociology, anthropology and psychology.

First to be considered was social theory in terms of structure. To Durkheim is
owed the concept of society as a social fact, that society has an identity, and that this
identity is expressed in shared ways of thinking. It was suggested that ‘ways of thinking’
were both consciously and unconsciously held. The role of education in embodying
societal identity and the part that it plays in socialisation was also seen to be Durkheimian
in origin. Weber’s concept of an ideal type was held to be of central importance as it
provided the justification for claiming the existence of abstracted ideal cognitive constructs
associated with particular countries. Secondly the contribution of social theory in terms of
social action and agency was considered. In order to explain the reality of conflicting
pressures in society and change, and the need to explain meaning from the individual’s
point of view, social action theory was also required. Thus individuals were seen to make
experiences meaningful through social interactions. Structure and agency were not seen as
conflicting explanations but rather as complimentary ones, which together could more
accurately describe social reality.

The ‘holistic’ and comparative approach of this study were seen to come from the
anthropological preoccupation with looking at whole societies and comparing them.
Further justification for a cognitive definition of culture was also found in the
anthropological tradition. The concept of a cognitive construct was seen to derive from the
influence of cognitive science on anthropology and on psychological theories of learning.
The concept that cognitive constructs can influence social practices was also seen to be
rooted in anthropology. Psychological explanations of learming and motivation, where they

involved social and cultural factors were examined.

It was concluded that social constructionist theory provided the closest existing
explanatory framework as it offered a ready made package linking social, cultural and
learning factors. A different route might have been to refer directly to social

constructionist theory. The approach used here, of delving into each discipline in turn, was

41



chosen for two reasons. Firstly because it was thought important to show the development
of the theoretical perspective. Social constructionist theory is presented as part of the
development of this study’s theoretical background. It is hoped that the relevance of social
constructionism is more obvious using this approach. Secondly it is argued that social
constructionism is not in itself a sufficient theoretical explanation for the study’s findings.
It lacks the strong cognitive element that it has been suggested is required here. This
chapter has thus taken us to the point of seeing that what is needed is a theory in the social
constructionist tradition but one which gives more emphasis to cognition. The proposed
solution, that is cognitive social constructionism, will be presented in Part Three, Chapter
Seven, following the presentation of the empirical research and substantive findings.
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Chapter Two
Methodology

In Section 1.1 attention was drawn to Theisen and Adams’ (1990) demand that
comparative research, whether of qualitative or of quantitative design could only be
deemed ‘scientific’ if it were planned, problem focused, driven by theory and carried out
with an explicit methodology. Chapter One has gone some way to meet the first three
demands, this chapter will cover the last demand of an explicit methodology as well as

continue to demonstrate the degree to which this research was planned and problem

focused.

2. 1. Ethnography
This study uses the term ethnography in an anthropological sense of an in depth

study of a given society or culture with the aim of gaining insight not only into how the
society is organised but also into the informants’ values and beliefs in order to understand
the underlying values of that society. One of the problems of the use of the term
ethnography in the field of education is, as Pepin (1999) points out, that it is often
confused with the methods that it uses. For example Delamont and Atkinson (1980 p. 139)
give a solely methods based definition of the term. This chapter will look at some of the
theoretical implications of ethnography. Other issues, which are mentioned in Hopkin’s
(Hopkin, 1992, p. 134) description of the qualitative approach, such as: ecological validity,
ante or concurrent hypothesis formulation, researcher influence on participants, researcher
influence on findings, integrity and the way in which qualitative and quantitative methods
are mutually supporting will also be examined.

One of the problems of ethnographies is that their scientific status needs to be
defended. This is the main aim of this chapter. However it is worth at this point
considering to what extent the aims of an ethnography need in fact to be ‘scientific’.
Gardner (1987, p. 111) has argued that anthropological analysis uses strategies from the
arts rather than sciences, because the aim is to understand meaning. He even accepts that
‘imagination’ is a required skill in that the researcher needs to take an “imaginative leap™
into the informant’s mind. Bernstein (1975) too refers to the “sociological imagination”.
In this study the term ‘intuition’ is preferred to that of ‘imagination’, but it is in basic
agreement with the idea that ethnographic work, especially in the area of semantics, must
rely to a great extent on the researcher’s intuition and interpretation of the data. Hence the

importance of the researcher’s prior and deep understanding of the cultures concerned
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(Hopkin’s 1992, p. 140 concept of the ‘indigenous’ researcher) and the relatively large
investment of personal experience in the research (Woods, 1986). Furthermore in this
study data analysis did often resemble that of Gardner’s “literary critic trying to
understand a text”, but would contest that this diminished its validity.

As a cross cultural ethnography there are also other specific issues which need to
be considered. These were first outlined by Warwick and Osherson in 1973, and have since
been reiterated by Broadfoot and Osborn (1993) and Pepin (1999). They include |

conceptual equivalence, equivalence of measurement, linguistic equivalence and sampling.

Reasons for choosing an ethnography
The ethnographic approach was chosen firstly because it matched the research

questions, as advocated by Hopkin (1992, p. 134), Patton (in Fetterman, 1988), Crossley
and Preston (1987, p. 74), and Trow (in Filstead, 1970) . To recapitulate from the
introduction these research questions developed from:
What are the differences between primary classrooms and learning in the
English national context and the French national context?
to:
What can the perceptions of the pupils reveal about how they, and their
attitude to learning, are affected by these differences?
and:
Do the cultural learning characteristics of England and France affect pupil
learning in England and France and if so in what ways?
It was because this study was looking at in-depth questions about classroom contexts and
pupil experience that it needed to use a zoom lens type of methodology, to use Warwick
and Osherson (1972)’s effective analogy of comparing different research methods to
camera lenses. Returning to Theisen and Adams’s advocacy for comparative research this

study had the aim of ‘knowing something well .

Not only were the research questions a deciding factor in the choice of an
ethnography but there was also the fact that it was to be carried out in what were at the
time relatively uncharted waters. Comparative English French work had been carried out
by Broadfoot and Osborn (1987), in the domain of the national context, teacher
perspectives and classroom contexts. There was at the time virtually no work on pupils in
the French context though there was a fairly extensive body of work on the English pupil

perspective (see Chapter Five). There was no work on the comparative English French
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pupil perspective. Similarly there was little previous research in the learning output of
English and French primary pupils.

Spradley (1980) equates the choice of qualitative or quantitative methods with the
amount of pre-existing knowledge. He thus compares the quantitative researcher to a
petroleum engineer, who has a clear idea of what he is looking for, with the qualitative
researcher, who he says is more like an explorer. This study needed the in depth data that

is associated with qualitative methods because it was to a large extent “mapping an

uncharted wilderness” (Spradley, 1980).

Thirdly because of the comparative nature of the research question it was
important that the method chosen should be sensitive to context. It needed to have
‘ecological validity’ Crossley and Preston (1987, p. 74). Finally as described in the
biographical details given in the introduction, the author was bicultural and thus as Hopkin

(1992, p. 140) recommends ‘indigenous ' to both cultures and furthermore already trained
in anthropological field techniques.

2. 2. The national context as a unit of comparative analysis

From the outset this study has been a comparative one. The research questions
arose as a direct result of the author’s experience of French primary education following
on from the experience of English primary education. It has already been seen that this
study’s comparative stance follows the anthropological perspective. It has also been
argued by Theisen and Adams (1990 p. 270, quoting Swanson) and others (Hantrais and
Mangen 1996) that without comparison thought is impossible. Comparison gives better
understanding and can reveal what is taken for granted. As Theisen and Adams (1990, p.
277) explain:

“We compare to make choices, to engage in debates, to better understand
ourselves, our lives, and the environment about us. Comparison can help us to
understand, to extend our insights, and to sharpen our perspectives. If we wish to know
something well, many writers tell us, we must examine it in comparison.”

The units of comparison in this study are two countries. What is the justification for
taking a country as a unit of analysis? Returning to Broadfoot’s (1999, p. 26) definition of
the goals of comparative education cited in Chapter One, she refers to the location of
studies in comparative education in ‘diverse cultural settings’. This is a usefully wide
definition which by avoiding the contentious terms of ‘nation’ or ‘country’ encompasses

research both within and across national boundaries. However this study takes the bull of

45



theoretical comparative education by the horns and makes national contexts its unit of
analysis.

Clearly there are many problems associated with the term ‘national context’ and
even more so with ‘national culture’; problems such as geographical and political identity,
regionalisation, multiculturalism and the complexities of the post modern world on the one
hand and the effects of globalisation on the other hand, which it could be argued, destroy
the concept of a national context. Nevertheless England and France do exist as national
contexts which have fairly clear political and economic identities and long histories. In the
field of education they each have a centralised national educational system which attempts
to exert control over educational institutions and their users. It is because national
educational systems exist that it is justifiable to compare them. The selection of a country
as a unit of comparison follows in the tradition of Broadfoot and Osborn’s work (1988)
and further back to Shafer (1955, p. 265):

“As practitioners of the scientific methods scholars are bound to look for

distinctions of kind, level and functions; and nationality is the most significant

»

contemporary group distinction.’
In choosing to explore the concept of national culture, as it is defined by its values, it is not

denied that within each country there is a complex network of overlapping cultures
concerned with ethnic, religious, regional, social class, gender, age, occupational, etc.
groups. These are however lie outside the focus of this study as it is restricted to a national
definition of culture. It restricts itself to a nation as its unit of analysis. Thus this study
belongs to the research tradition of cross-national comparative research as summarised by
Pepin, quoting from Hantrais et al 1985:

“Cross-national comparative research implies that systematic comparisons and
analyses are made of two or more societies. Data is gathered about nations and about
their specific conditions, and ‘by illuminating, interpreting and explaining similarities
and differences’ the researcher seeks to gain a deeper understanding of the social world,
and at the same time seeks to generalise.” (Pepin, 1999, p. 3)

Perhaps because of the problems associated with the definition of ‘national context’ many
studies side-step the issue (some exceptions besides Broadfoot and Osborn are Avalos
1986 and Pepin herself 1999), and avoid specific reference to countries, preferring the
terms ‘cultural’ or simply ‘comparative’.

In carrying out cross national research this study makes the assumption common
to cross cultural and cross national studies, that as a species humans share the same

physiological thinking processes (Shore’s, 1996 “psychic unity”). It has to be assumed
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that we all share the same mental functions otherwise we would not be comparing like with
like.

2.3. Sample

As an ethnography seeking ‘scientific’ status this study needed to meet the criteria
of generalisability, validity and reproducibility. The validity of a study may depend on the
selection of its sample. Validity and generalisablity are particularly difficult in a cross
national context where sampling frames may be non comparable. Fortunately as two
industrial Western economies the differences between England and France are not too great
and with careful planning most problems were largely overcome. Following Warwick and
Osherson’s (1972) recommendations great consideration was given to the selection of the
sample.

Firstly two state primary schools were selected in each country in order to increase
generalisability and validity of this study with only minimal loss in ethnographic depth.
State and not private schools were chosen as they account for the majority (/a masse) of
both pupil populations and they embody national characteristics and identity (Durkheim,
1956, p. 81). English and French private schools would have complicated the main issues
with their own specific characteristics.

Secondly the four schools concerned'®, situated in fairly comparable semi-rural
areas in the south-west of England and the south-east of France, were matched as closely
as possible firstly in terms of pupil socio-economic background. This information was
arrived at by talking to headteachers and teachers as well as looking at the type of housing
in the four areas. The schools functioned as cross national matched pairs. Thus St Paul’s
(English) and St Martin’s (French) were more homogeneously upper working class.
Cotswolds (English) and St George (French) could be characterised as more socially mixed
(for further description of the schools see the appendix). Another important criteria in the
selection of the schools was the researcher’s role. The English school of Cotswolds and
the French school of St George were also selected on the basis of the researcher’s double
role as parent (and helper) as well as researcher in the two schools. This gave the
researcher more inside information on several fronts: as a long-standing member of two
local communities; closer pre-existing relations with headteachers and teachers; closer pre-
existing relations with pupils; relations with school personnel and children out of the school

context; and use of the researcher’s own children to corroborate the data.

6 A description of the two English and two French primary schools can be found in Appendix 2.
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The selection of the second English and second French school proved more
difficult. Four other French primary schools were considered and then rejected as a third
criterion used in the selection was that both the English and French schools chosen should
contains elements of what could be termed a ‘traditional’ or ‘progressive’ outlook. Thus in
England, Cotswolds was chosen as it was a school with a child centred ethos (no uniform,
anti selective grammar schools, and known as a ‘green’ school) . St Paul’s had a more
traditional ethos (strict uniform, setting in Years Five and Six, supported selective
grammar schools). In France St George was less traditional and formal than St Martin. It
was more open to the outside community and more child centred. This intra national
contrast in the sample of schools increased the generalisability and validity of the sample
as it minimised and maximised differences (Glaser and Strauss, 1967, p. 68). Another
important consideration was that of proximity and practical convenience.(Hammersley,
1979, p. 41). The last problem to be encountered in the choice of the sample of schools
was one of access. Unexpectedly this proved to be more difficult in England than in
France. The researcher’s role in the second English and French schools was that of a
researcher and foreign language teacher."”

Two classes were selected from the lower and the upper end of the junior age
range in each school, in order to also explore the variable of age difference in socialisation.
Ages could not be matched exactly as the English schools combined age groups and the
ages of the French children varied with the effect of year repetition. At the lower end of
the schools a Year 1 and a combined Year 2/Year 3 class (English children aged 5-8 years)
were matched with two CP (‘cours préparatoire’) classes in France (children aged 5-7
years). At the top end of the junior age range, two combined Year 5/Year 6 classes
(English children aged 9-11 years) were matched with one CM1 (‘cours moyen ") class (St
George) and one CM2 class (St Martin) (French children aged 9-13 years)

England France
Schools Cotswolds St Paul’s St Martin St George
Classes Year 2/Year 3 Year 1 and Year
and Year S/year 6 5/Year 6 CP and CM2 CP and CM1
Agein
years 5-8 and 9-11 5-6 and 9-11 5-7 and 9-13 5-7 and 9-11

Dates October/November 1993 May/June 1994 January/February 1994 March/April 1994

Figure 4_School and class sample for main period of fieldwork

"1 later heard through the childminder employed by one of the French school’s teachers that the pupils
referred to me as , “La gentille dame qui est profd ‘anglais”.
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Another consideration in the selection of the classes involved (where there was a choice)
was the attitude of the teachers or ‘gatekeepers’ to this study and the presence of the

researcher.

Field work was carried out in two phases. The first phase took place during the
academic year of 1993-1994. Each school was allotted a minimum slot of six weeks or
half a term, although the researcher was only present in each school for two days of each
of those six weeks, i.e. 12 days per school but over a six week period. This timetable,
though dictated by practical reasons, was found to be beneficial for: observing
developments in the school and the class as a whole, following pupils and pupil teacher
relationships, the development of the pupils and their work, as well as for reflection and
continuous analysis of data observing developments in the school and the class as a whole
as well, which would not have been possible if the fieldwork had been carried out over a
continuous period of six days.  The order of the field work, followed a ‘sandwich’
system, of one of the English schools (in the second half of the autumn term of 1993), the
two French schools (in the spring term of 1994), and the second English school in the first
half of the summer term of 1994. This ‘sandwich’ system provided maximum immersion
in the two educational cultures at the same time as giving maximum comparability. The
return to the English context in 1994 and the second English school, was particularly
valuable for the establishment and confirmation of categories.

Following preliminary analysis of the data, additional fieldwork of a shorter
duration (one week in each school) was carried out at the end of the spring term of 1995, in

order to progressively focus on pupil attitude to school and learning.

England France

Schools Cotswolds St George
Classes Year 5 (partof a

Year 5/Year 6 class) CM1
Dates March 1995 April 1995

Figure 5 Additional fieldwork

Data gathering was not however restricted to the these two formal periods of
fieldwork. Close contact was maintained with Cotswolds and St George from the start of
this study until 1998. Further informal data was collected from both within the schools
and outside the schools in English and French society, either directly or through the media.
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In this way practice and reflection formed an ongoing process . Close contact over a long
period also allowed the researcher to check the validity of cognitive constructs arising from
the analysis with English and French adult and child informants. This process has much in
common with Wallace’s (1968, p. 537) methodology for ethnosemantics. The informant’s
confirmation to the researcher’s proposition - “That’s right; that’s good; now you 've got

it.” was an essential part of the author’s tool in deciphering cultural values and mentalities.

Data was also gathered both beyond the dates of formal data gathering and beyond
the sample in that it followed Sadler’s (Crossley, 1984, p. 196) view that the clues to a
country’s educational system also lie outside education in society itself. Accordingly
quotations are used from the media, as has already been seen in Chapter 1, in order to
supplement and triangulate the data. Chapter 4 also uses data in the form of anecdotal
evidence and conversations with teachers and parents from within or outside schools. The
latter can be justified as conversations have an underlying function of establishing shared
meanings (Berger and Luckman 1966, p. 172). This study uses data wherever it is
applicable to the research question. It accepts that in the absence of a rigorous natural
scientific method, the researcher’s reflexivity and integrity are fundamental to maintain
validity and that, in keeping with Bourdieu (in Grenfell and James 1998, p. 172) in the
final analysis it is not the type of method that is used that is important but how it is used
and to what ends.

Furthermore the problems of generalisability associated with sampling in
ethnographic work are reduced in this study because of the degree to which the findings
can be triangulated by other later studies. The findings of this study were confirmed by the
quantitative findings of the QUEST project'® on classroom contexts and pupil experience
(gathered through systematic observation in the classroom contexts and pupil questionnaire
responses). This suggests that the school, class and pupil samples used in this study were

representative of the two countries.

Whilst it has been seen that all efforts were made to ensure a valid sample and thus
increase generalisability this study remains open to the criticism of lack of generalisability.
In its defence the latter criticism can also be aimed at social science in general as Weber

noted before even the advent of ethnographies:

18 Details of the QUEST project, in which the author was a member of the research team, can be found in
Appendix 1. 3.
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“As in the case with any generalising science, the very abstract nature of the
concepts of sociology means that they must be relatively lacking in content as compared
with the concrete realities of history. What sociology can offer in return is greater
conceptual clarity. This increase in clarity is achieved by ensuring the greatest possible
degree of adequacy on the level of meaning, and it is to this that the sociologist aspires
in the formation of his concepts.” (Weber in Runciman, 1978, p. 23)

Thus the real goal of the social sciences is clarity of meaning. Ethnographies in particular,
with their emphasis on ecological validity rather than population validity, excel at
providing depth of meaning, which is the aim of this study.

2. 4. Empirical research methods used
The reasons for choosing a cross national ethnography in this study have been

looked at, as has the issue of sampling. What were the research instruments used and on
what basis were they chosen? What theoretical perspectives underlie the methods used? In
order to explain the choice of methods used in the empirical work the research questions

need to be referred to once more.

2. 4, 1. Observation
The first research question was:
What are the differences between primary classrooms and learning in the
English national context and the French national context?
The focus was to be in-depth, not only on the teacher but the pupils, their relationships to
each other, their relationships with their teacher and their attitude towards schoolwork (it
was initially hoped that observation of pupils in the classroom setting would also help in
the understanding of their perspective, how they felt in a given situation). The aim was to
explore the similarities and the differences between the two contexts in this domain.
Observation was carried out in each of the eight classes for one day a week over a
period of 6 weeks for each class. This gave a total of 24 days of observation in the 2
schools in England and 24 days of observation in the 2 schools in France. As the two
classes from each school were observed over the six week period, the author was in each
school for two days a week over that period. The days chosen for observation in each class

were varied from one week to another in order to avoid timetable limitations and thus see a

wider range of activities.
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Participant observation

Because the research aims were in-depth, complex and open ended they needed the
qualitative method of participant observation. Participant observation has been defined as:

A process in which the observer’s presence in a social setting is maintained for
the purpose of scientific investigation. The observer is in a face to face relationship with
the observed, and by participating with them in their natural life setting, he gathers data.
Thus the observer is part of the context being observed, and he both modifies and is
influenced by the context” (Schwartz and Schwartz in Mc Call and Simmons, 1969, p.
19)
There was a difference in the researcher’s role in some of the schools. The researcher’s
role at Cotswolds and its matched French counterpart St George’s was that of a participant
observer, veering slightly more towards Gold’s (Mc Call and Simmons, 1969) participant
as observer in these two schools than it was at St Paul’s and St Martin’s. Participation at
Cotswold took the form in school of subject work with groups. At St George participation
took the form of responsibility for the class in the teacher’s absence Out of the school site
participation in both schools took the form of providing adult support on outside school
trips (notably a skiing trip with St George). In both St Paul’s and St Martins schools the
researcher was not known at the school or in the area and the role was more clearly defined
as an observer with less participation. Thus although it was acknowledged that the
researcher’s presence affected the classroom and school context (Hopkin, 1992), this was
built into the research design. As the researcher effect was consistent across the national

samples it should not have substantially influenced the findings.

‘What was observed?

The main focus of the classroom observations were originally intended to be that
of “actions and behaviour”, deeds rather than words (Crossley and Preston, 1987, p. 64).
However in the event the data from the observations concentrated on teacher and pupil
discourse. There were several reasons for this. Firstly it was not possible for one
researcher to concentrate adequately on the teacher, pupils, relationships between teacher
and pupils, and the nature of the learning tasks simultaneously. Secondly pupil behaviour,
particularly in France, gave very little information about pupil experience. It was not
possible to discern how French pupils reacted to the “relatively sterile/harsh
environment” of the French classroom, (as described by the rapporteur to the QUEST
ESRC report) as their stance was often impassive and unreadable. Thirdly and most

importantly it was the teacher discourse and the type of learning it implied that was most
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significant in terms of answering the first research question about the differences in the
national learning context. As others have noted (Stubbs, 1976) classroom discourse goes
beyond linguistic utterances. It is based on ‘ground rules’ or “common knowledge”’
(Edwards and Mercer, 1987, p. 59) without which teacher utterances would lack meaning.
It is these ground rules which this study tries to explore. Teacher discourse was also
revealing for the understanding of teacher control in the classroom (Bames 1976).
Following Bernstein (1996, p. 48), teacher instructional discourse is embedded in
regulative discourse. This study sees that the two discourses are inseparable and reflect
the mentalities of the national context. Furthermore teacher and pupil discourse in the
classroom were found to be extremely significant for the understanding of the important
question of what teaching and learning mean in different cultural contexts. Since
Vygotsky’s (1986) theory that language plays an important part in the intellectual
development of children is widely accepted it was important to look at teacher and pupil
discourse in order to understand not only how the teacher taught but how the child learnt.

Coding and location of observation

Because English and French classroom contexts were only a relatively

‘uncharted wilderness’ empirical observation followed the signposts of the key research
themes (see Appendix 5). Ethnographic notes, consisting primarily of teacher discourse,
were taken down at speed. Examples from classrooms in the two national contexts can be
seen in Appendix 6 and Appendix 7. They were coded according to the coding scheme of
the key research themes (Appendix 5). Coding generally took place in the evening or the
following day, although with practice and memorisation simultaneous writing and coding
did develop. Observation was not restricted to the classroom setting. It was carried out:
during English assemblies, parents evenings, school trips. Furthermore it also took place
outside the school context, as has already been stated. Ethnographic material was also
collected wherever it was relevant to the research aims, whether in the form of examples
from text books, or pupil work, photographs, school notices or information sent out to
parents Thus in accordance with Hopkin’s outline of qualitative strategies the collection of
data was an ongoing process

This study did not contain a specific instrument that would have explored the
teachers’ perceptions of their teaching and the classroom context. This was firstly because
it was felt that Broadfoot and Osborne’s existing work had already covered this area and

secondly because data on teacher perceptions was gathered ethnographically in this study
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as part of the observation notes. Much informal discussion took place with teachers during

morning and afternoon breaks and even occasionally during class times.

Validity

Returning to the argument put forward in Section 2. 3. defending the validity of
this study it is maintained that the data on classroom observations is particularly valid
because “the experience was lived” (Glaser and Strauss, 1967, p. 67), in other words the
researcher lived through the classroom data. Validity is further increased by the presence
of only one researcher resulting in greater consistency in the field work, as Filstead says:

“Why does the researcher trust what he knows? If there is only one sociologist
involved, he himself knows what he knows about what he has studied and lived through.
They are his perceptions, his personal experiences, and his own hard won analyses.”’
(Filstead, 1970, p. 294

The “flip side’ to this position is that the researcher’s perceptions, experiences and
analyses are more open to personal bias. This issue is examined more closely in Section
2.4.2., which follows, but the author argues that integrity and reflexivity guard against

bias.

2. 4. 2. Pupil interviews
The second research instrument used was that of pupil interviews. Interviews were
selected as a method in order to explore the second research question:
What can the perception of the pupils reveal about how they, and their
attitude to learning, are affected by these differences?
The decision to use qualitative methods was once more taken on the basis that the
comparative English French field of pupil experience was an unknown field which needed a

sensitive an open ended framework.

All the children in each of the four classes in each country were interviewed.
Interviews were carried out in groups of three or four with pupils choosing members of the
group. This gave 55 groups in 1993-1994. Progressive focusing was carried out in 1995
(see Figure 5) when a further 13 groups were interviewed. This gave a total of 240 pupil

Interviewees.
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Implications of interviews
Interviews, which have been defined by Cannell (in Cohen and Mannion 1983, p.

307) as:

“Initiated by the interviewer for the specific purpose of obtaining research
relevant information, and focused by him on content specified by research objectives of
systematic description, prediction or explanation”
were chosen as the most appropriate method to gather data on pupil experience.
Malinowski (1922) was one of the first to recognise that the importance of talking to
informants in order to “grasp the native’s point of view” . The aim of gathering interview
data was, as Spradley (1979) expressed “To make cultural inferences from language
samples”, to gain understanding from pupils’ expressions and accounts (Woods 1977, p.
14), in other words to try to understand how English and French children made sense of
their school experience from what they said about it. There is an element of
ethnomethodology here as what the study wanted to find out was the cognitive constructs
that underlay the approach, if not the methods, of English and French pupils to their
everyday lives. In this sense this study has something in common with Garfinkel’s (in
Bogdan and Biklen 1982, p. 37) definition of ethnomethodology, how:

“People go about seeing, explaining, and describing order in the world in which
they live.”

It was hypothesised that English and French pupils ‘ways of thinking” about their school
experience would differ.

Underpinning the aim of the interviews in understanding pupil experience is the
phenomenological theoretical assumption that reality should be looked at from the pupil’s
point of view. It is his/her account of his/her experiences that is important. This study
accepts that:

“It is the meaning of our experiences that constitutes reality” (Bogdan and
Biklen, 1982, p. 32).
and it accepts that reality is to some extent subjective and relativistic:

“It all depends on where you are sitting, how things look to you” (Bogdan and
Biklen, 1982, p. 31).

Validity
The repercussions of the above relativistic view of reality is that one researcher

from his/her point of view, might interpret the observed reality in a different way from
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another researcher. It is the researcher who interprets the informants” views. Furthermore
as Hopkin points out:

“The researcher (in qualitative research) has far greater opportunity to
determine the quality and nature of the data derived.” (Hopkin, 1992, p. 134)

It is acknowledged that the qualitative researcher can strongly influence both the quality
and the outcome of the data. This is unavoidable as there are more demands made upon the
researcher’s interpretations of the informants’ speech and behaviour:

“In our exchanges with others, we are bound to rely upon our subjective
experience if we wish to grasp what others are thinking and feeling. We observe
behaviour, the signals which others give us. But we interpret those signals, at least in
part, in terms of what we ourselves feel or have felt in the past.” (Storr, 1987, p. 86)
However this study would also take issue with the criticism that qualitative methods are
less valid and reliable because they are more subjective and thus more open to bias.
Provided that there is also an increase in reflexivity, as it is argued occurred in this study,
then there is also a constant awareness and questioning of subjectivity. To some extent
problems of bias were also reduced by the author’s biculturalism which allowed any
cultural meaning to be looked at from two perspectives at once; that of the outsider and
that of the insider.

Validity was also an issue in the choice of using an interview schedule as the

interviewing method.

The interview schedule

The decision was taken to use an interview schedule (see Appendix 8 and 9 for
copies of the English and French interview schedules) for the purpose of gathering data on
the pupil perspective. There were several reasons for this. First there were pre-existing
lines of enquiry originating from the literature and the researcher’s experience (see the
interview schedule design in Appendix 10 covering issues, aims and actual questions) and
secondly interview schedules often produce data in a form that is easier to analyse. Thirdly
it was thought important to follow a more standardised approach in order to maintain
comparability in the two countries. An interview schedule would limit the cross national
problem of equivalence of measurement, which Warwick and Osherson (1972) refer to.
Fourthly and finally interview schedules are generally considered to be more systematic
and rigorous. Their ‘scientific’ validity’ is easier to defend.

The design of the interview schedule was only semi-structured, half way between
Cohen and Mannion’s (1983) structured and unstructured interviews (Gordon’s (1975)

56



scheduled and non-scheduled interviews and Powney and Watts’s (1987) respondent and
informant interviews) so that pupil themes and concepts could be followed. This study
recognised that it was important for the children to follow their own thinking:

“Without allowing people to speak freely we will never know what their real
intentions are, and what the true meanings of what their words might be” (Cottle, 1978,
p. 12)

However with the confidence that comes from experience, given the chance to
repeat this study, an approach which was even more open ended and qualitative (Cousin,
1998), consisting of freer discussion between groups of pupils would have been preferred.
Later personal experience in cross national research showed this method to be more

effective for the collection of data which is aimed at understanding pupil meanings, without
losing out on validity.

Potential problems of a cross cultural interview schedule

The cross cultural problems of conceptual equivalence and linguistic equivalence
have already been referred to. They were to a large extent resolved by the author’s
biographical cultural duality. The interview schedule design (Appendix 10), though written
in English was conceptualised in both languages. The use of the terms ‘languages’ also
implies both cultures. Thus when an issue was considered, for example that of pupil
understanding of the causes of achievement (‘effort and ability in achievement’, p. 5 of
interview schedule design) and the research questions were posed (p. 5 of interview
schedule design, Aim 5), it was considered in its cross national setting from the outset.
The researcher’s indigenous knowledge of the cross national conceptual equivalence of
achievement allowed its causes to be explored. Following the same example, it was the
researcher’s understanding of not only the two languages but also of the two cultural
contexts that enabled the problem of linguistic equivalence to be resolved. The
exploration of achievement in the cultures resulted in the English interview question
(Appendix 8, English interview schedule, p. 9, C51) of “Why do you think some children
do better than others?” and the French question (Appendix 5, French interview schedule,
p. 9, C51) of “A ton avis pourquoi il y en a qui réussissent mieux a l'école que
d’autres?” The use of the phrase “do better” in the English context and “réussisent” in
the French context is related at a much deeper level to the concepts of achievement in the
two countries. In England achievement is individual, it is based on an individual’s
perceived abilities, each child does his ‘best’, but it is clear that some children ‘do better’

than others. In France there is a common standard to which all aspire (for each year, but
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also culmn.ating the ultimate universal measure of the baccalaureate) hence children are
thought to uither succeed or fail.

The method adopted by this study in the setting up of an interview schedule uses
conceptual understanding before attempting to posit questions in the target languages. It is
closely related to William’s (1994) (and Poortinga, 1993) method of ‘parallel development’
where:

“Items are proposed, they are rendered into both languages simultaneously, and
potential problems are identified. Each version influences the other, and the experience
of teams that have used parallel development to generate items in two languages is that
both versions benefit from the process.” (Williams, 1994, p. 25)

This problem of conceptual and linguistic equivalence and its resolution has been dealt
with at length because this study considers that it is of fundamental importance to the
validity of cross national and linguistic work. The interview schedules were piloted in out

of school settings in both countries to further confirm their meaningfulness and
equivalence.

Why group interviews?

Group interviews were chosen rather than individual interviews because it was
hoped the children would feel more relaxed and informative in the company of their peers,
and that this would outweigh the possible disadvantages of peer group pressure. Others
(Corsaro, 1981; Davies, 1982; Woods, 1986) have noted that children in groups are less
removed from their everyday experiences and are therefore likely to respond more
characteristically and validly.

Furthermore because the children were relating to each other as members of a
group during the interviews the process of establishing shared meanings was occurring
during the interviews.

In order to maximise comparability, interviews were generally held in the
afternoon in both countries and they were always held in a separate room. In order to
mitigate against the danger of interview bias and the researcher making the data fit the
hypothesis:

“(Researchers may) use pupil data to fit their own pre existing categories and
theories.” (Powney and Watts 1987, p. 39)
the children’s responses were summarised and repeated to the children during the interview
for confirmation that the meaning had been understood; a method resembling that
employed in back translation (Brislin, 1976).
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Children as interviewees
Interviewing children poses problems for validity. The possibility of interviewer

influence over interviewees is particularly acute as

“A person only gives such information in an interview as is compatible with the
relative status of interviewer and interviewee.” (Powney and Watts, 1987, p. 46)

Since the adult child relationship is inevitably an unequal one, interviewee responses will
be conditioned by status. The unequal status between adult and child and the location of
the interview within a school may have influenced children to treat the researcher (although
not presented as such) as a teacher. This could have led to both English and French
children to “cue seck” the answers (Hammersley, in Woods and Hammersley, 1977)
(Henry’s 1968 “signal and response”). The general problem of the degree to which the
children were telling the truth (Dean and Whyte, 1969) could only be assumed by checking
with other children, adults and through observation.

The problem may be exacerbated in a cross cultural study. Although the
researcher maintained the same role in both countries (adult dual-national researcher,
parent and helper in one English French pair of schools, purely researcher in the other pair)
there is still an issue that is not resolved in this study of the extent to which the roles
between interviewer and interviewee were completely compatible in the two countries.

This is an issue because it is not altogether clear if the roles of adults and children are the
same in both countries. It is possible that there is more distance between adults and
children in French culture, that French children hold adults in more respect and give them a
more superior role than do the English children. If this were the case then French pupils’
responses might reflect this greater distance and be less ‘truthful’.  Were French children
more likely to reply in terms of what they thought was wanted of them? To some extent
this effect on the data can be triangulated by the data gathered by the author outside the
more formal school interview situation.

Furthermore the finding that French children conform more to a traditional
mentality, compared to English children who exhibit a more individualistic mentality,
might also have caused the French children to give more positive responses to their
schooling compared to the English pupils’ more negative attitude.

These two points are not fully resolved. They do however highlight an issue in
cross cultural interviewing of children. If the incompatibility of the adult child role in the
fairly similar cultures of England and France is problematic in an interview situation, this
might pose real problems for data validity in cultures which differ even more in terms of

traditionalism and individualism, such as the Far East and Anglo-Saxon countries.
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It has to be accepted that interviewing as a cross cultural method in the context of
schools is problematic. This study would again argue that for this issue reflexivity and
integrity are important tools in maintaining validity.

2. 4. 3. Theoretical perspectives

The theoretical perspective underlying the empirical research in the classroom and
in the pupil interviews is that of symbolic interactionism in that the research is interested in
how pupils react together, and interact with their teachers, in order to reach shared
meanings (as the fieldnotes in Appendix 6 and 7 show). It is argued that pupils encounter
often conflicting messages from different cultural groups of parents teachers and peers,
embodying differences in social class, gender, religion, ethnicity, etc. It is from these
encounters, some of which were observed in the classroom, and some of which were
observed in the group interviews, that pupils made meaning out of their social world. The
processes by which these meanings are established are not however dwelt upon as this was
considered to be outside the main focus of the research. The primary aim was to define
what those meanings were, and to see how they differed for one classroom and one country

to another, rather than understanding the processes by which they occurred.

Thus this study used classroom observation, with degrees of participation, and
group interviews with pupils, based on a semi-structured schedule in order to collect data .
How were the data then analysed?

2. 5. Data analyses

The general approach to the research had much in common with Malinowski’s
1922) concept of “foreshadowed problems”. The initial direction had been set by
preliminary observations in 1991-1992 and the findings from the existing research
literature on English and French education. The understanding that had come from these
two sources led to the setting up of the coding frame designed for both the classroom
contexts and pupil perceptions. Although time consuming, analysis was carried out by
class, by school and only finally by national context. It was thought important to bring out
teacher effect and school effect before leaping to national effect, particularly in the early

stages when the degree of the national effect was an unknown quantity.
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Analysis of pupil responses

The pupils’ responses to the semi-structured interviews were recorded and short
notes were also taken (see Appendix 11 and 12 for examples of the notes). Analysis
proceeded by listening and reading the data. Responses that seemed particularly revealing
and illustrative of a particular concept were noted separately. Selection of pupil responses
followed Woods;s approach, “distinguishing between subjective and objective data,
invoking the criteria of plausibiluty and reliability of informants, but chiefly by
triangulation and cross checking of accounts” (Woods, 1979, p. 264). Pupil responses for
each class were analysed question by question. Appendix 6 and Appendix 7 are examples
of how this was carried out. However the original codes that had been drawn up for both
classroom observation and pupil responses were not used as it was felt that these were too
distant from the data and that it was more valid to build up categories directly from the
data. There was a considerable degree of openness, the expectation that the research would
go where the data led it. In this study owes much to Glaser and Strauss’s ‘grounded
theory’ (1967), in that it progressed by comparing and classifying the emerging data into
categories or characteristics that were seen to emerge and be stronger in one national
context than in another. Thus this study followed Malinowski’s recommendation that
ethnographic research needs to be problem driven and focused from the outset:

“The more problems he brings with him into the field, the more he is in the habit
of moulding his theories according to facts, and of seeing facts in their bearing upon
theory, the better he is equipped for the work” (Malinowski, 1922)

However it also followed what emerged from the data. The two approaches are seen as
compatible.

As categories arose for the types of responses pupils were making the number of
pupil responses fitting into that category were noted (also if they had been in the same
group when the responses were made, in order to account for peer group pressure). As
already described the data was first analysed class by class. Although the analysis did
show important class, school and social class differences (gender was not included in the
analysis as it was beyond the original aims of this study), it was also clear that there were
cross national differences. Thus the pupil response data was analysed both qualitatively
and quantitatively. The qualitative analysis revealed ‘what’ and ‘how’ pupils thought and
the quantitative analysis showed the relative incidence of perceptions in the English and
French pupil samples. Quoting Theisen and Adams (1990), p. 280:

“Good researchers realise that each approach is a valuable tool in the

comparativist's methodological bag. Their application is not an “either-or” dilemma,
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but rather an issue of suitability. Methods must be matched to purpose. Comparative
research methods are not mutually exclusive: they are complementary.”
Hopkin also refers to the complementary function of qualitative and quantitative methods
in his previously quoted discussion of qualitative strategies.

Perhaps a disadvantage was that the analysis lacked sufficient depth and did not
bring out the social interaction between the pupils in the formulation of their understanding
of meaning. With hindsight it is regretted that a greater degree of qualitative analysis was

not carried out to complement the quantitative analysis.

Analysis of classroom observations
Classroom context data analysis did proceed according to the original coding
design, unlike the pupil response data. The classroom observation data were coded using

the pre-determined codes with however later additions during field work. Two examples
are presented in Appendix 6 and 7. However there were two similarities with the pupil
response data, firstly it was analysed both quantitatively and qualitatively and secondly it
was analysed for each class (see Appendix 13 and 14 for examples of the analysis of one
English and one French class) before a national comparison was attempted. The
quantitative analysis presented the most problems. This can be illustrated by the concept
of ‘authoritarianism’. Teacher ‘authoritarianism’ is not always a quantifiable
characteristic, it is something which both pupils and the researcher ‘feel’. Secondly
although it would have been possible to quantify the number of occasions a particular
teacher implied authoritarianism in his/her discourse, the resulting number would have
lacked validity as a high count could indicate either strong and effective control or
conversely the exact opposite, weak and inefficient control. It is for this reason that in
order to reflect the researcher’s inference of teacher style and in order to compare and to
convey the degree of difference between the four English teachers and the four French only
approximate adverbs of ‘often” ‘sometimes’, ‘infrequently’ are used. This study takes its
lead from Hammersley in this approach to methodology:
“We must ask ourselves what precision is, and whether the most precise

Jormulations are always the best, or indeed whether they are necessary.” (Hammersley,
1992, p. 62)

The pre coded system was not however found to be sufficient as a tool of analysis, it did
not cover all the teacher characteristics that were arising from the data. Once more it was
felt to be more valid to start again from the data on each teacher and extract what were the
major characteristics of that teacher’s style. The analysis of each teacher was based on the
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analysis of several lessons that typified that teacher’s approach, the type of learning and
pupil behaviour. Each line was numbered so that it could be directly referred to in the
analysis of teaching style An example of the analysis of one teacher can be found in the
Appendix 13. The categories that arose from the analysis of individual teachers
sometimes related to the original codes, for example, pupil or teacher control, but there
were also many new categories, such as the degree of learning sequence. When the
categories had been established for individual teachers it was then possible to relate them
to the cross national contexts, and ascertain which styles were more characteristic of one
national context than another.

Synthesis of analysis

The comparison of characteristics arising from the classroom contexts and pupil
perceptions in the two countries led to the formation of categories. These categories did
not occur randomly but were linked to the national context. A picture of two different
cultural ‘ways of thinking’ started to develop. It was from these comparisons and resulting
characteristics that a hypothesis about national culture affecting learning started to emerge.
This was a gradual and lengthy process involving reflection and synthesis of the data. It
was only some four years into this study that a hypothesis began to emerge from the data:

Pupil attitude to school and learning is affected by the national context
As a process leading to the development of knowledge hypothesis formulation had much in
common with the Marxist theory of knowledge in developing revolutionary change, as
advocated by Mao Tse Tung, where knowledge is seen to arise from a combination of
practice and reflection:

“Discover the truth through practice, again through practice verify and develop
the truth. Start from perceptual knowledge and actively develop it into rational
knowledge .... Practice, knowledge, again practice, and again knowledge.” (Mao Tse
Tung, 1967)

It is possible that this study might have stopped at the above hypothesis on the
effect of culture on pupil attitude to school and to learning, had it not been for the author’s
concurrent research on the QUEST project. The QUEST project allowed this study to
proceed further as it specifically explored the question of whether the national cultural
context might affect pupil learning. The project included t}le comparison of the

performance of English and French children in the key areas of language and maths
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skills””. Not only did it compare overall performance levels but also the different strategies
that the pupils used and the ‘ways {thinking’ that underlay them. This area of the project
was the particular responsibility of the author. The finding that there was indeed a
correlation between national context and pupil performance, which furthermore was related
to the ‘ways of thinking” found in pupil attitude, enabled this study to be taken a step
further into the domain of cognitive constructs and pupil performance.

As insights and understanding proceeded the initial reading carried out during the
first year of this study was revisited. The preliminary findings and what was emerging
from the analysis that not it was not only cultural but, more interestingly, cognitive
characteristics that were associated with each country, brought new meaning to the
background literature. The literature in turn further informed and seemed to confirm the
findings. This was particularly true of Durkheim’s work. Thus it was with the hindsight
of the empirical findings that Chapter Three on the two national contexts was written. An
earlier version, written before the fieldwork had suggested some of the directions of the
research but its content required major alterations. Thus the research process was more
cyclical than unilinear, revisiting both the existing literature and theoretical implications as
the symbiotic relationship between practice and reflection developed in the pursuit of
understanding. Figure 6 overleaf portrays this aspect of the research process.

1% Since the data on pupil achievement in maths and language was outside the original aims of this study the
methodology and findings of this empirical work can be found separately (Chapter Six).
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Figure 6 may present a picture that is too individualistic and solitary compared to the
reality of what actually occurred. The importance of research as a social process
(Burgess, 1994, p. 2) is also considered fundamental. However it is through such a spiral
analysis of practice and reflection that this study’s conclusion, that cognitive constructs are
associated with national contexts and that these affect pupils’ attitudes and performance in

learning, was reached.

2. 6. Evaluation of methodology

Looking back on a research project it is always easy to criticise research design
and this study is no exception. It is felt that the sampling could have been done with more
rigour. The insider knowledge of the four schools that developed from the research,
revealed that fortuitously the four schools were in fact well matched. Turning to the
instruments used the classroom notes were felt to be successful. A possible refinement
might have been the use of video to record and analyse specific lessons. The semi-
structured interview schedule was perhaps less satisfactory. However it did provide a
useful leamning experience. Numerous improvements could have been made. The schedule
should have been presented to class teachers, not as occurred, for the teachers to use in
order to decide whether to allow the researcher access or not, but for them to input ideas
and suggestions based on their experience. The structure of the questions could have been
simplified and long sentences avoided, for example, Appendix 8, C7 Q3, though since the
questions were posed in an interview situation meanings could always be clarified by the
researcher. A more fundamental improvement might have been not to use an interview
schedule at all but instead, as has already been suggested, use a more ethnographic
approach (Cousin, 1998), consisting of freer discussion between groups of pupils. Data
analysis seemed slow and cumbersome at the time but this was more a consequence of
maintaining ecological validity and not distorting the data. It is accepted thatitisa
difficult and long process in ethnographic research.

2. 7. Conclusion

As an ethnography, and in particular as a cross national ethnography, this study
has had to defend sts “scientific status’. One way in which this can be achieved is to
provide a clear description of the methodology used so that the research process could be
reproduced. Thus sampling, the research instruments used and analysis have been looked at
in detail, and strengths and weaknesses have been considered.
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Another frequent limitation of ethnography is the problem of relating a small scale
study to macro or wider issues. As Ouchi and Wilkins (1988) suggest:

“Rarely do (studies) attempt to explain the relationship between an
organisation’s internal culture and its larger cultural or socio-economic environment.”
This study attempts to bridge that gap and explicitly connects the micro issues of
classroom contexts, pupil perceptions, pupil learning, with the macro issue of the national
context, by identifying ‘ways of thinking’ which are seen to underlie both micro and macro
levels.

Relating micro issues to macro issues in the one study has theoretical implications.
Micro issues or understanding ‘internal cultures’ are generally associated with
interpretivism and qualitative methods, whereas macro issues are more associated with
structure and quantitative methods®. However the focus of this study is how pupils are
influenced by the cultural characteristics or the structure of the society in which they live.
It is held that social actors are not free to negotiate meanings with others (Woods, 1976, p.
15) they are influenced by historical and cultural factors. In fusing micro and macro
issues this study takes a theoretical position that combines structure and agency. It
recognises that macro issues in the form of national values are structural factors with

which individuals have to negotiate the micro issues of meanings.

20 Bryman (1984) and others (Miles and Huberman, 1988; Patton, in Fetterman, 1988, p. 129), have argued
there does not need to be one to one relationship between theory and method. Even Guba and Lincoln (in
Fetterman, 1988, p. 111), who use the simile of ‘oil and water’ to describe the fundamental difference
between positivism and interpretism, accept that research methods can be interchanged, even though those
would then be coloured by the associated underlying theories.
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Part Two

An analysis of cognitive and social constructs at the two

levels of countries and classrooms, both in the research literature

and in the empirical study

68



Chapter Three
The identification of national values.
The background context to English and French education and society

from the research literature

It is argued throughout this study that the notion of context in comparative
education is fundamental (Broadfoot 1999). Therefore Chapters Three and Four set out to
explore the contextual background for the present study. Chapter Three uses the definition
of culture (given in Section 1. 3.) to explore its meaning in national contexts. Section 2. 2.
put forward the argument that it was justifiable to take a nation as a unit of analysis in
education because educational systems are by definition national. The data used in
Chapter Three are the existing research literature on the contexts of England and France.
Chapter Three presents England and France as illustrative examples of what is meant by
‘national culture’. It explores the differences between two ‘national cultures’, in terms of
underlying values in society and education. Education is looked at the different levels of
system, teachers and pedagogy (Bronckart 1995, p. 85). Both education and society are
looked at in their contemporary settings as well as in their development through history, as
this study is in agreement with Durkheim that the present is very much conditioned by the
past:

“If they (systems of education) are considered apart from all these historic
causes, they become incomprehensible.” (Durkheim, 1956, p. 66)

In examining the national and educational contexts of England and France through the
research literature, Chapter Three identifies pairs of contrasting national values. Chapter
Four is based on empirical work. Chapter Four continues to explore the context. It looks
at the existence of national values through an empirical study of the classroom.

Thus the two chapters in Part Two analyse the existence of values or cognitive
constructs at the two levels of nation and classroom. The two levels are contextual and can
be regarded as ‘input’. They are the cultural context, with which individuals have to
negotiate.

The form and the content of this section is much indebted to Berlaks’ model of
teaching dilemmas (Berlak, 1981), which was originally conceived in response to
differences between English and American education. The Berlaks® model (Appendix 15)
depicts inherent conflicts in educational systems, hence the term dilemmas, and the extent
to which contrasting national educational systems favour one alternative rather than

another. The model was adapted to the English and French contexts by Osborn and
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Broadfoot (1992). The present study does not however agree with the Berlaks’ heading as
it does not see a separation between control and curriculum issues as opposed to societal
issues. The first two issues are regarded as reflections of greater societal dilemmas.
Nevertheless the individual dilemmas presented in the model are seen to reflect both many
of the internal debates in many national educational systems as well as some of the
differences between English and French education. It is suggested that this model could
usefully be adapted to other national contexts too In order to compare educational
characteristics between England and France the model has been adapted to the following
form: (the values or cognitive constructs, as explained in Section 1.1, are ‘ideal types’ that

have arisen from the analysis)

England France
Heterogeneity Homogeneity
National diversity National unity
Excellence Egalitarianism
Individualism Collectivism
Creativity Authoritarianism
Empiricism Intellectualism

Figure 7 Model of national values in England and France, based on
Berlak and Berlak’s 1981 model.
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Each of these dilemmas is not a self contained unit but is linked in a complex web to the
others. Reference will be made to how these constructs are connected. These dilemmas
will be seen to relate not only to education in the 1990s in England and France but also to
contemporary cultural points of comparison of the two societies in general. The evidence
for setting up these cultural traits needs to be looked for in the research literature. Each
one will be separately examined and where appropriate the philosophical antecedents and
historical influences will be traced. The first pair of contrasting national values to be

examined are heterogeneity and homogeneity.

3. 1. Heterogeneity versus homogeneity

3. 1. 1. Heterogeneity versus homogeneity in the educational systems of England and

France

Archer defines an educational system as:

“A nation-wide and differentiated collection of institutions devoted to formal
education, whose overall control and supervision is at least partly governmental, and
whose component parts and process are related to each other.” (Archer, 1979, p54)

It is a useful definition as firstly it draws our attention to education as a national system.
English and French education can be compared because they are two distinct systems
which are run to some degree by two distinct national governments. Secondly Archer’s
definition encompasses both heterogeneity and homogeneity and allows for differences in
degrees of centralisation. Cohesive educational systems are perhaps a twentieth century
phenomenon. The concepts of homogeneity and heterogeneity are taken to relate first and
foremost to the degree of centralisation in an educational system. Centralisation tends to
be linked to homogeneity and decentralisation to heterogeneity. It is difficult to conceive of
an educational system which was decentralised and yet homogenous, as the intrinsic
feature of a decentralised system is that it can respond to local and diverse needs, which
invariably leads to a heterogeneous system. In the two countries that are the subject of this
study there does seem to be a relationship between homogeneity and centralisation on the
one hand and decentralisation and heterogeneity on the other. The French educational
system has been characterised as espousing the following traditions:

“Principles of cultural homogeneity and administrative centralisation.”.

(Hatzfield 1996, p. 166)

The English system has a long tradition of decentralisation with strong local control:

71



“The local community manages its own problems and it can do so because it is
not merely a collection of individuals but an entity working at its own level on
Jformulating the common interest.” (Ballion 1996, p. 194)

Thus the issue of homogeneity and heterogeneity will be examined in relation to

developments in centralisation in the history of the educational systems of France and
England.

The French system of education

The OECD make the point that the French educational system has only really
existed in the strict definition of Archer’s term ‘system’, where one part affects another
part, since the Second World War. Prior to that it was

“a number of separate entities with their own institutions, their own streams and
their own logic” (OECD, 1996, p. 243)

What are the origins of the French educational system and how did it develop towards the
relatively centralised and homogenous system of the post war years?

The French Revolution created the fundamental doctrine of free, secular education
for all, but it took the successive laws of Guizot, 1835, Falloux, 1850, and Duruy, 1863,
to implement the Revolution’s aims. Primary education was somewhat neglected and only
became part of the system with the introduction of the Jules Ferry laws of 1881-1882,
when free primary education became compulsory for all children aged between 6 and 12
years. Education was secular with one day set aside each week for religious instruction by
the church. The Ferry laws also laid down the timetable, syllabi and teaching methods. At
this time primary and secondary education were conceived of as two separate tracks, it was
only with the 1975 Haby Law that the concept of primary education as the first stage
leading to secondary education was introduced. A further move towards centralisation
occurred in 1889 when teachers’ salaries, formerly paid under the Guizot law by local
government, were paid by the state. The centralisation which is usually associated with
French education has been in existence since the late 19th century, as it was since then that
the Ministry of Education has not only funded education but controlled teacher
appointments, and the assessment system, prescribed the curricula, school hours, and
inspected school text books. Since then it has decided when school administration boards
had to meet, the range of sanctions against teachers and punishments that could be meted
out to pupils. The French system is organised on the basis of a hierarchical tree with the
Minister of Education at the top, under whom come the 27 ‘académies’, under which in

turn there are several ‘départements’, within each ‘department’ there are several
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‘circonscriptions’, which are finally responsible for several primary schools. ‘Colleges’
are administered and funded by the ‘départements’, ‘lycées’ are under the control of the
‘académies’. Prost’s definition of French primary education as:

“Un service publique départmental, qui fonctionne dans des locaux municipaux
avec des fonctionnaires de l'Etat.” (Prost, 1968, p. 274),
dates from the late 19th century. However the notion of education as a public service or

“A school of duty to train Frenchmen to take over leadership in the State and to
rule the Empire” (Halls 1976, p. 21)
dates from the Napoleonic period. World Wars I and II led to criticism of the educational
system. The Langevin-Wallon Commission of 1947 drew attention to the divorce between
the enclosed school environment and the pace of change in society in general. The
development in society towards more heterogeneity was however only addressed in 1989
with the Loi de I’Orientation which could be summarised as a central directive to schools
to move towards some decentralisation. In both primary and secondary education schools
were required to initiate developments which would make them more responsive to the
local area and its particular problems. It was an important step towards less homogeneity
in the French system but it did not prevent a French guide book to France in 1994 from
describing the French educational system in the following manner:

“Les structures administratives de l'enseignement frangais, héritées en grande
partie de l'empire napolonien, sont a l'image des structures politiques : une pyramide
qui, malgreé la loi de décentralisation de 1982, demeure fortement centralisée.”

(Michaud, 1994, p. 178).

The English educational system

In contrast the development of centralisation in the English system of
education has been slow and uneven. The state began to ‘provide’ and not just ‘assist’ in
the church’s provision of education at the primary or elementary level with the Forster Act
of 1870 when it undertook to “fill the gaps’ in the church’s local provision of schools.
Although this was an important step in centralised state provision of education the
mentality was still one of local provision rather than national commitment. The state did
not even take full responsibility for the Board schools as these were financed not only by
central grants but by parental fees and local rates. Education was neither free nor
compulsory. The consequence of the Act was even to institutionalise heterogeneity in
education as it set up a dual system of state or Board schools and church or voluntary

schools, which were themselves further divided by denomination. This created competition
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and division between the denominations of the church schools and between the church and
Board schools. The Church schools only received rate aid in 1902, The fact that provision
for elementary education was provided for all by one system or another by 1900 was due
to competition at the local level rather than state involvement (Evans, 1985). Attendance
at school was of great importance as schools received central grants according to
attendance and results. Thus the market force model of English state education in the
1990s has a long history.

There was much variation at the local level towards the end of the 19th century,
for example, the London School Board was the only area to make education compulsory;
the school leaving age varied between Boards until the 1918 Education Act laid down a
school leaving age of 14 years; and between 1875 and 1900 some School Boards
introduced classes for secondary aged pupils. A step towards centralisation was taken in
1889 with the Board of Education Act which set up a more homogenous structure at the
centre. The former three central agencies of the Education Department, the Department of
Science and Art and the Charities Commission were replaced by the Board of Education.
At the local level the heterogeneity in administration of School Boards, School Attendance
Committees and Technical Instruction Committees was replaced by the 1902 Education
Act with 300 Local Education Authorities. This had the effect of drawing the Church
schools into the system as well as providing them with a degree of state funding and rate
aid. However the Church schools were not dominated by centralised power as they still
had considerable self-management so that the 1902 Act was in one sense a move towards
centralisation but in another it further institutionalised the dichotomy between central and
local control over education. Nevertheless by 1905 education in England was seen as a
public service, even though as Evans (1985) points out the discourse of central government
as presented in the 1905 “Handbook of Suggestions for the Consideration of teachers
Engaged in Work in Public Elementary Schools” is one of ‘suggestions’ rather than
directives.

The Hadow Report of 1926 marked the beginning of national primary education
replacing the former elementary education, but it was only with the 1944 Education Act
that secondary education as such came into being. A further move towards centralisation
took place in this Act with the LEAs coming under more control and direction by the newly
named Ministry of Education (the former Board of Education). However there was still
heterogeneity at the local level with church or voluntary schools divided into three types
depending upon their degree of integration with the LEAs. In the 1970s the then

Department of Education became more assertive and following a survey in 1979 which
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drew attention to the diversity at the local level there was a series of government papers
which attempted to strengthen power at the centre.

Perhaps the strongest move towards centralisation has been as a result of the
educational Acts of the late 1980s, principally the 1988 Education Reform Act which set
up a national curriculum, national targets and in the 1990s stronger national inspection and
national assessment. It has been argued that one of the aims of the 1988 Act was to
deliberately reduce the powers of the LEAs with whom central government has
traditionally had a difficult relationship. But even the 1988 Act contained a paradoxical
strengthening of local power as it gave more control to school governors and made schools
self-managing in terms of their budget. There was also a continuation in the tradition of
heterogeneity in that new types of schools were set up: Grant Maintained Schools (albeit
directly under central government and not LEA control) and City Technology Schools. In
the late 1990s the Labour Government is also continuing to legitimise the trend towards
heterogeneity in their proposals for three different types of schools (Foundation, Voluntary

and Community).

Homogeneity and heterogeneity in French and English society

Peyrefitte (1976) traces the degree to which the characteristic of centralisation

permeates the institutions of modern France. He describes France as a monocentric nation
and explores the influence of monocentrism in such societal domains as innovation and
individual responsibility. The author agrees with Peyrefitte that the centralisation of
education in France is but one example of centralisation in French society. Archer too
relates centralisation to societal structure and culture. Clearly the education system is not
an isolate but relates to political and thus cultural values:

“The concept of education is formed in harmony with the political foundations
of each society, not only through the way in which the education system is thought out
but also in which it is organised and managed.” (Ballion, 1996, p. 194)

Thus it is argued that characteristics that can be found in national systems of education
relate to other national institutions. To give an example, Prost (1968), Zeldin (1977) and
Sharpe (1992,b) have all linked religion and education by establishing parallels between
the form of instruction used in the teaching of the catechism and that which is used in
contemporary teaching in French schools. Another example is Zeldin’s reference to the
differences between the legal systems of France, England and America:

“France used to be the most centralised despotic country in Europe ... in clear

contrast to England, with its amateur, unpaid Justices of the Peace, and to America’s
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electoral frontier sheriff, both of them symbols of local independence.” (Zeldin, 1983,
pp- 168-169)

French society

The trend towards centralisation in France, which Halls (1976) traces back to the
administrative system of Louis XIV, became established with the Revolution. It created a
unified state and effected all areas of society: politics and the abolition of the monarchy;
social structure and the abolition of the aristocracy and the rise of the bourgeoisie; law and
the ‘déclaration des droits de I’homme’ with a written constitution to support them;
administration and the creation of ‘departements’, the fiscal, military and agrarian system.
The Revolution thus sought “fo impose uniform rights and duties” (Zeldin, 1983, p. 169).
Centralisation increased under Napoleon, who instigated the centralised administration of
the country and set out its laws in the ‘Code Civile’. The organisation of the educational
system into 27 ‘académies’ each under a ‘recteur’ was one example of centralisation,
standardisation and hierarchy that took place in the organisation of the state. Though there
were attempts to restore the monarchy and return to the pre-Revolutionary order, France
had become an essentially capitalist society, based on the concentration of power, and
thought was liberal rather than actually democratic. Nevertheless the basic tenets of the
revolution remained the overt doctrine. There was a development towards an ‘esprit
civique’ in the Third Republic of 1875 which created more genuine republicanism. Despite
conflicts and internal tensions the continuity of the state’s administration has remained
stable and has helped to create cohesion. Centralisation has dominated. The 1946
constitution tells us that France is:

“A republic, indivisible, secular, democratic and social.”
Power and control have emanated from the centre. The economy has been dictated by the
centre, controlling the financial markets and allocating and pricing credits. In the
Durkheimian tradition the state has been seen as supreme because it was

“culturally and morally superior to a hidebound society.” (French planning
commissariat, reported in The Economist, 1991, p. 4)
Change away from centralisation occurred in the decentralisation laws of the 1980s. In
1983 and 1986 the three levels of government: 22 regions, 96 ‘départements’, and 36,000
‘communes’, were given more autonomy from the central state, in such areas as spending
on local and regional developments, decision making in taxation, planning permission and
borrowing and guaranteeing the borrowing of others. France was thus changing from the

ideal of a homogenous country and a strongly centralised state into a more heterogeneous
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country of competing regional urban areas. The mentality of centralisation which has
pervaded French society and the French educational system over several centuries is still in
evidence but it appears to be waning. For example, the educational system was
particularly affected by decentralisation in 1995/1996 when capital expenditure was
decentralised. The current educational system is more decentralised but it is still
hierarchic in structure; central government is responsible for higher education, regions are

responsible for lycées, départements are responsible for colléges, and communes are

responsible for the primary sector.

English society
English society is what Peyrefitte would call polycentric. Decentralisation and

heterogeneity characterise not only English education but English society too. Sadler
(Higginson 1979) thought that the diversity of the English system was related to the fact
that there was no uniform ideal of life in England. He also implied the existence of
national character:

“Variety and freedom are congenial to the English taste.” (Higginson, 1979, p.
148)
Economic and social conditions in England and France before the French Revolution were
fairly similar. However whereas the French state assumed power suddenly as a result of
the Revolution, the trend towards centralisation in English society was much slower and
more gradual. Trevelyan’s (1966, p. 15) description of the period in England from 1793-
1832 as one of “Rampant individualism, inspired by no idea beyond quick money
returns,” could also be followed through history to twentieth century Thatcherism.
Fortunately this economic individualism was partly offset by humanitarian individualism
which was religious in origin. The French historian Elie Halevy maintains that it was the
strength of the Evangelical movement in England that prevented the English from turning
to revolution. In any event in the nineteenth century there was a heterogeneity of
Conformist and Nonconformist churches and other humanitarian movements and
philanthropists who were attempting to provide a public service at the local level.
Trevelyan traces this slow development towards centralisation:

“Unfortunately, in the earlier years of the century (19th), State control in the
interest of the working classes was not an idea congenial to the rulers of Britain. .......
until in the evolution of a century the State has come round to his (Robert Owen’s)

doctrine of the control of factories and the conditions of life for all employed therein.’

Trevelyan (1966, p. 47).

2
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Concepts such as humanitarianism, ‘self help’ and paternalistic individual solutions to
local problems, which are still in evidence in education in England today, can be traced
back to the 18th century. These trends continued in the 19th century although there was
also a growing movement towards more democracy and collectivism which culminated in
Beveridge’s Welfare State of the 1940s. It is interesting that today in the 1990s, the tide is
perhaps turning again away from too much centralisation. For example, an anti-centrist
criticism of a ‘nanny state’ is often used to justify the waning of state centralised provision

for society.

Conclusionto 3. 1. 1.

A relationship between centralisation and homogeneity in the French educational
system, and decentralisation and heterogeneity in the English system, has been established.
Centralisation, in educational systems, is an important concept. It has been explored in
relation to change (Archer op. cit. and OECD, 1973) and in relation to assessment
(Broadfoot, 1984). In this study centralisation has been explored in relation to the cultural
characteristic of homogeneity.

The relationship between educational systems and society in general has also been
looked at. Archer provides a structural explanation for the similarities between the two.
She ascribes the development of educational systems into centralised or non centralised
forms to whether former religious control over education was disbanded as a result of
political action, as in France, or where, as in England, competing financially powerful
groups, who were from within or outside religious or government influence, became
influential in education. The role played by religion in the history of education in the two
countries has already been referred to and is an interesting one. Historically, prior to the
Revolution in France and the 1870 Forster Act in England, in both England and France
the education that was available was organised by the church on a local basis. The major
difference was that the religious influence was primarily Anglican in England and Catholic,
and most importantly Jesuit, in France. The parallels between contemporary French
education and Catholicism, and English education and Protestantism have been explored
by Peyrefitte (1976), Sharpe (1997b). Although Sharpe concentrates on religious
influences in national educational systems Peyrefitte makes the connection between
Catholicism and centralisation in the organisation of society as a whole. Peyrefitte links
centralisation in France to the counter-reformation of the catholic church that occurred

after the Protestant reform. This led to:
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“une centralisation rigide des appareils gouvernementaux” (Peyrefitte, 1976, p.
169)
whereas he equates Protestantism with liberty and less centralisation.

It is held in this study that there is a close relationship between systems of
education and society in general. In exploring this relationship this study is in agreement
with Sharpe that Archer and Peyrefitte’s structural explanation is not a sufficient one and
that it is 'fundamental value orientations’ (Sharpe, 1997b, p. 329) which should be the
focus of study. In other words the centralisation that was described in French education
and society is thought to relate to the ‘fundamental value orientation’ of homogeneity in the
French context. Similarly the decentralisation that was described in relation to English
education and society is thought to relate to the ‘fundamental value orientation’ of
heterogeneity in the English context. This study goes further than Sharpe and, as argued in
Chapter One holds that these value orientations are cognitive in origin. French ‘pensée’
accepts and values centralised power and homogeneity, English ‘pensée’ accepts a certain
amount of centralisation but there is a stronger pull, than there is in France, towards local
control, individual effort and humanitarianism. Heterogeneity plays a more significant role

in English ‘pensée’ than it does in French ‘pensée’.

3. 1. 2. Heterogeneity and homogeneity in English and French teachers and
pedagogy; and schools

This section continues to explore the extent to which the two national contexts
manifest the characteristics of heterogeneity or homogeneity. It has been seen that
homogeneity and heterogeneity are deeply rooted in not only the history and structure of the
educational systems of England and France respectively, but also in the two societies. It is
now necessary to look at the research literature to see whether these values and ‘ways of
thinking’ exist at the levels of teachers, pedagogies, and schools in the two countries, in
order to further establish the nature of the school culture in which pupils are immersed, and
which, by extension, might affect their learning.

Beattie (1996) drew attention to the continuing evidence of centrality in the
appointment process of teachers in France compared to that in England. He sets the
French ‘concours’ system in the French teaching context. The ‘concours’ follows strictly
defined, absolute and known rules and norms which are to be found in official reports, and.
the obligations of a French teacher are also clearly defined . The ‘concours’ represents
access into a secure position in the French civil service. The English interview system with

a particular school seems to illustrate opposite characteristics of each of these features.
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The comparisons Beattie makes between the two systems of appointment are an
illuminative illustration of the homogenous French situation and the heterogeneous English
situation where each interview situation is largely dominated by the particular school and
the headteacher and govemors.

How might the contrasting relationship between teacher and employer in the two
countries affect teacher perceptions and values? It had already been established by
Broadfoot and Osborn (1988) that French primary teachers felt more responsibility
towards a central and more uniform set of criteria, whereas English teachers felt
accountable to a wide and diverse set of criteria:

“The (French) teacher perceives herself as an independent professional,
carrying out instructions produced from elsewhere, but owing responsibility only to the
pupils in her care. By contrast, whilst teachers in England have an equally great
commitment to the children in their care, they are more aware of an obligation to
colleagues, parents, the headteacher, and their employers..... Far from being
autonomous in their classrooms, they may be conceived more as partners who, along
with colleagues and relevant non-professional, attempt to realise a very wide range of
goals.” (Broadfoot, 1988, p. 270)

It was because French teachers were working in a more centralised system that they were
able to express a more ‘axiomatic’ conception of teaching, compared to the ‘problematic’
English conception of teaching.

It had also been demonstrated that when English and French teachers’ perceptions
of their roles were compared in advantaged or disadvantaged areas, the French teachers
tended “to have one conception of their role regardless of where they worked”, whereas,
“in England, teachers in inner city areas were more likely to have different conceptions
of their role and of their relationship with pupils and parents than teachers in schools in
more advantaged areas.” (Osborn, 1992) (though later research in the 1990s suggested
that this situation was changing and that English teachers were becoming more
homogenous and French teachers more heterogeneous). Osborn and Broadfoot only partly
attributed the homogeneity they found in France to the centralisation of the French system
because paradoxically they also found that French teachers were less likely to feel that, ‘a
teacher’s practice should follow the lines laid down by government policy’, (Osborn,
1992). The research showed that French teachers actually experienced more autonomy
than their English colleagues. There was little within-school pressure and in practice
centralised state pressure was remote and ineffective. Broadfoot and Osborn concluded

that the heterogeneity that they had found in English teacher perceptions and the
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homogeneity expressed by French teachers was due to underlying cultural values, values
relating in particular to equality in the French context. The notion of equality will be
looked at in Section 3. 3.

These findings then beg the question of whether classroom contexts in the two
countries differ in terms of the greater homogeneity of French teachers’ values. In the
Bristaix study of the 1980s Broadfoot and Osborn had been struck by the lack of
conceptual equivalence to the English term ‘teaching style’ in the French context:

“For them (French teachers) teaching was largely unexplicated and
unproblematic.” (Osbom, 1992, p. 1)

The implication was that there was only one culturally approved way of teaching so the
term ‘teaching style’ was meaningless to French teachers. This was of course prior to the
1989 ‘Loi de I’Orientation’ which encouraged more experimentation in teaching, placed the
child at the heart of the educational system and in consequence advocated “une pédagogie
différenciée”. However the OECD Examiner’s Report on France in 1996, referring to
French education, commented on “Its abstraction and the notorious lack of
individualisation of its teaching and learning strategies.” (OECD, 1996, p. 176). Later
research has also shown that despite this attempt to reduce pedagogical homogeneity in the
French primary schools, and despite the rhetoric of French teachers (43% of French
teachers in the STEP project” claimed that they were giving more importance to classroom
organisation since the reform, Broadfoot, 1995) French teachers were still using less
variety in their approach to teaching than English teachers; whole class teaching still
dominated in the French primary classrooms of 1994 (STEP project) and the French
classrooms of 1996 (QUEST project). The QUEST systematic observation notes showed
that 61.5% of the French teaching observed was in a class teaching format. The English
primary teachers were more heterogeneous and flexible in their approach: 50.7 % of
observed classroom time was given over to individual pupil work, 38.7% to class teaching
and 6.7% was taken up by pupils working in groups (see Appendix 2, No. 4).

Earlier, Broadfoot and Osborn (1988, p. 282) had also made reference to the
“remarkable coherence of content from school to school” that they had found in the
French context. Sharpe (1992,a) took up this point and explored homogeneity in his case
study of two French primary schools in contrasting socio-economic zones . He found
remarkable homogeneity in school buildings, classroom organisation, the learning

environment, school organisation, timetabling, teaching and learning styles, pupil

21 For details of the STEP project see Appendix 1. 4.
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behaviour and teacher attitudes. Like Broadfoot and Osborn he attributed his findings to

values or ‘ideological traditions’, in particular to the French concept of universalism.

To conclude Section 3. 1. a fundamental cultural difference between England and
France, that of heterogeneity and homogeneity, has been described. The relative strength
of homogeneity in the French context and heterogeneity in the English context has been
explored. Examples of these two characteristics have been found to permeate different
levels: the structure of the two educational systems, their history, society in general,
teachers, pedagogies and schools. Whilst the research evidence refers to these differences
in terms of ‘values’, ‘long-term cultural patterns’ (Beattie, 1996), ‘ideology’ (Broadfoot
and Osborn, 1988), ‘dominant ideological traditions’ (Sharpe 1992,a) the term ‘cognitive
constructs’ is preferred here as it relates to this study’s theoretical perspective that culture
is dominated by ways of thinking.

3. 2. National diversity versus national unity

Related to the values of heterogeneity and homogeneity are those of national
diversity and national unity. Reference has already been made to the association between
“Variety and freedom” (Sadler in Higginson 1979, p. 148) in the English context and
‘indivisibility’ (French 1946 Constitution) and the French context. Diversity and unity are

concepts related to national identity, an area in which education plays a strong role.

English national identity

National identity is not as important an issue in England as it is in France. The
country has several geographical definitions and several appellations: England, Great
Britain, the United Kingdom. It does have the advantage of a geographical identity of an
island. It is difficult to define English identity because it is only in times of economic,
political, or moral crises that English identity becomes an issue. English identity
hibernates until it is required:

“The nation is still the chief focus for people’s identity, the source of much of
their security and confidence; the more uncertain the world climate, the more important
the nation will seem.” (Sampson, 1982, p. 434)

The monarchy and even the BBC are useful symbols when the country’s identity does need
to be highlighted. At times where unity needs to be expressed, political parties (pre-

devolution) refer, as in France, to freedom as an important ingredient of national identity:
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“We cherish the precious traditions and freedoms of our island home”..... “The
British way is about safeguarding the independent institutions which alone nurture
freedom and responsibility.” (Conservative, Hague, reported by McSmith 1998)

“The great tradition of British liberty.” (Labour, Brown, reported by McSmith
1998)

Traditions and social class structure also serve to establish national identity:

“They (the British® people’s qualities) come from the historic continuity of our
institutions, which themselves form our identity as long as we remember them.” (Hugh
Trevor-Roper, 1975, quoted by Sampson, 1982, p. XI)

Although national identity is not as clear cut as it is in France there is still an
understanding, even if undefined, of national identity. A virtue is made of necessity, so
that diversity is often celebrated as a fundamental ingredient of English identity. Sadler
believed that England should find unity in the national tolerance for diversity:
“variety inspired by a sense of a national unity.” (Higginson, 1979,
p. 43)
He justified religious diversity as unity through diversity:

“We feel that we are more likely to preserve national unity if we allow a good
deal of c}iversiry of spiritual unity.” (Higginson, 1979, p. 145)

It is this celebration of diversity which lies behind the policy of multiculturalism in English
education. Unity and diversity are not in conflict in the issue of English national identity.
They represent two faces of the same coin; the two together help to define English national
identity.

French national identity and the role of education

The issue of identity both is, and has been, a central issue in French society.
Externally the “hexagone” shares frontiers with 6 countries. Its current frontier limits in
the East date only from 1945. It has a history of English and German occupations of its
territory (unlike England which has not been occupied since 1066) Internally France also
has a long history of unifying its geographically and culturally different regions. Durkheim
refers to the difficulties of this task:

22 An example of diversity in the English national context is the lack of distinction often made between
‘English’ and ‘British’. The two words are often used as though they were synonymous. It is argued that
this usage of the terms reflects the lack of clarity and diversity in the understanding of national identity by
English speakers.

83



“Pour pouvoir donner a la personnalité morale de la France l'unité qui la
caractérise, il a nécessairement fallu lutter contre toutes les formes du particularisme,
communal provincial et corporatif.” (Durkheim, 1963, p. 20)

The traditional way of imposing national unity in France has been through
education (Halls 1976 p. 4; Hough 1984 p. 74; Cousin 1998, pp. 304-305). Prost (1968,
p. 338) argues that the aim of French education is to give:

“Tous les frangais des souvenirs communs, et modeler ainsi une conscience
collective qui d’emblée soit nationale. "

Halls (1976, p. 4) traces the aim of “promoting national sentiment” in French education
to the Revolution. Hough (1984, p. 74) argues that it was from the Napoleonic period that
French education has been:

“an instrument for fostering patriotic and national sentiment”

Language has been considered an important instrument in forging national unity. It was
stated in the French Revolution that education in France should be in the French medium in
order to promote national unity. The unifying force of language was reiterated in the 1971
Constitution.

The French educational system has a strong role in creating national identity because it is
centralised, homogenous and has a discourse of equality. In providing all pupils with the
same education:

"les savoirs fondamentaux et les références communes indispensables a la
réussite de chacun. Ainsi se forge la cohésion sociale et culturelle de la nation.”
(CNDP, 1995, p. 6)
so national cohesion will be achieved, as the official text declares.

But what is meant by ‘education’? The previous quotation from the CNDP refers
to knowledge and understandings. Implicit in the above statement is the understanding that

French education consists of French culture as another quotation shows:

B Interestingly, the national defeats of 1870 and 1940 were blamed on the educational system. The former
defeat served to inspire Durkheim to remedy the perceived insufficient morality in the educational system
which had led to the country’s downfall. He wrote in patriotic vein in 1916:

“Individuals need to be directed, not only in times of crisis, but in a normal, regular way,
towards one single goal, transcending all religious symbols and party slogans. And this goal is not hard to
find. It is the moral greatness of France. Everything is contained within these words, our duties as
individuals to our country as well as our duty to humanity.

This idea will have to be the focal point of all our teaching. It must be the principal task of the

school to awaken the appropriate the sentiment, to implant it within all hearts and foster it to the utmost."”
(Durkheim, 1979, p.159)
Similarly the defeat of 1940 was blamed by Pétainists on the socialist/communist anti religious influences
in education. The Free French also indirectly blamed the educational system by ascribing the defeat to the
highest outputs of the educational system: the upper ranks of the army, the political and financial systems,
and industry.
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“Our aim must be to build a country whose strength and unity derive from its
values and culture.” (CNDP, 1985, quoted in OECD, 1996, p. 72)

French culture is often regarded by the French as superior to that of other countries. It
constitutes what Durkheim called the “moral greatness of France” and he thought other
countries could benefit from it. This was the rationale behind French colonial policy and
the application of un-changed French educational system to diverse cultures. De Gaulle
too, thought that France had a mission to promote its superior culture to the rest of the
world. It was thought that the rationalist model of French culture would have a civilising
and liberating affect on other cultures. The English might take exception to French
‘arrogance’, but the thinking or ‘mentality’ behind this concept is based on the line of
reasoning that French nationality and culture confer rights of equality, liberty and
fraternity. The French view is that assimilation and integration of other cultures,
‘monoculturalism’, is of benefit to minority groups as they then achieve equality. The
outburst of national pride and momentary acceptance of minority groups in the post 1998
World Cup period demonstrated these French ideals. As one radio commentator declared:

“Nous sommes plusieurs races, qu ‘une seule culture.“ (France Inter, June, 1998)

French education has traditionally had an overt role in passing down French
culture to the next generation. The Durkheimian perspective on the role of education in
society, though applicable to all societies, is particularly relevant to the French context:

“In spite of all the differences of opinions, there are at present, at the basis of
our civilisation, a certain number of principles which, implicitly or explicitly, are
common to all. .... The role of the State is to outline these essential principles, to have
them taught in schools.” (Durkheim, 1956, p. 81)

“Education perpetuates and fixes this homogeneity by fixing in advance, in the
mind of the child, the essential similarities that the collective presupposes.” (Durkheim,
1956, p. 124)

The primary moral function of schools for Durkheim was to make children know and love
their country, in other words to attach them to society and give them a national identity:

“Attacher l'enfant a ces groupes, but ultime de l’éducation morale.” (Durkheim,

1963, p. 193)
Thus education® in France has a particularly strong role in promoting national culture and

creating national identity.

M Other institutions and industries also serve to promote French national identity as this response to the

proposed deregulation of French public services shows.
*'Ce serait donc le renoncement & l'aménagement harmonieux du territoire, qui est l'un des

Jondements de notre cohésion nationale.” (Zuccarelli, 1992)
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National unity or diversity and the structure of primary education in Engl Fran

The structure of the French school system (see Appendix 17) shows remarkable
clarity and unity through primary education and up to the third year of secondary school.
The English system, by contrast (see Appendix 16) is very institutionally diverse at the
primary stage. Post secondary, the French system is overtly selective and there is more
visible diversity as selection is more institutionalised (that is, whereas in England sixth
form colleges or colleges of further education might offer both academic and vocational
courses, in France, in the fifth year of secondary education, educational institutions
specialise in academic, professional or vocational education). There is concern in France
that the structure of French higher education is “opaque and difficult to understand”
(OECD, 1996, p. 34). However French primary education maintains “une grande
cohérence et elle garde tous les aspects d’une institution” (Cousin 1998, p. 308). In
England there is less preoccupation with the concept of a unified structure. There is more
emphasis on parental choice (private or state system), and local heterogeneity (for example,
junior or middle schools at primary level, grammar or comprehensive at secondary level.

Looking in more detail at primary education the organisation of the French system
into five years of schooling, each with their centrally prescribed curricula and levels, serves
to bind the country’s primary children into instantly recognisable national year” groups.
The situation in England recently moved to a national year group system (1988) which
represented a move towards unity. However diversity has not been abandoned as it is not
unknown for individual schools to maintain their traditional appellations of: Class 1,2,3,
etc .....; naming the class by the teacher’s name, e.g. Mrs Brown’s class; or even inventing
names on a theme to do with the individual school’s identity. There is also more unity in
the French system’s levels of achievement. Each year refers to a particular level in
achievement. In England diversity is a feature of the system. The system of national
assessment into different Key Stages allows for different levels within each Key Stage and
within each year group. Furthermore there is even some dispute over the extent to which
the bottom level of one Key Stage follows on directly from the top level of the previous
Key Stage. It is argued that the unity of the French primary system enhances national
identity.

% The five years of French primary education are: Cours Préparatoire (CP), Cours Elémentaire 1 (CE1),
Cours Elémentaire 2 (CE2), Cours Moyen 1 (CM1), Cours Moyen 2 (CM2). They have been organised into
3 ‘cycles’ since 1989. The first cycle, is called the Cycle d’ Apprentissage Premier., It consists of the first
two years of pre-school education (Maternelle Petite Section and Moyenne Section). The second cycle is
the Cycle d’ Apprentissage Fondamentaux. It includes the last year of pre-school education ‘Matemelle,
Grande Section), CP and CE1. The third cycle is the Cycle d’ Aprofondissements which consists of CE2,
CM1, CM2.
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National unity or diversity and the curriculum in England and France

The traditionally centrally prescribed French primary curriculum gives particular
attention to the French language French takes up nearly one third of curriculum time.

This is justified on the basis that: it is the basis for all other learning, it should be studied
for its own sake as it exemplifies ideas of rationality in its organisation and clarity, and it is
necessary for a successful professional life and participation in society (CNDP 1995) In
the last year of French primary education (CM2) the curriculum is as follows: French, 8
hours, Maths 6 hours, Sport 5 hours, Science 3 hours History, Geography 2 hours, Civic
education 1 hour, Art 1 hour, Music 1 hour. History and education civique occupy an
important role in the French primary curriculum. They are held to be important principally
for reasons of national identity: to become “un citoyen frangais” it is necessary to learn
about the past of France; history gives children “la conscience nationale”; education
civique teaches “/’amour de la République” and real citizenship “On nait citoyen; on
devient un citoyen éclairé” (CNDP 1995). These declarations about national solidarity
and identity echo Durkheim’s discourse on the role of history in the curriculum at the
beginning of the 20th Century:

"Pour que l'enfant puisse s 'attacher a la société, il faut qu'il sente en elle
quelque chose de réel, de vivant, de puissant, qui domine l'individu, mais a quoi
lindividu doit en méme temps le meilleur de lui-méme. Or, rien ne peut mieux donner
cette impression que l'enseignement de l’histoire.” (Durkheim, 1962, p. 234)

“En faisant vivre aux éléves I'histoire de leur pays, on les fait donc vivre du
méme coup, dans 1'’intimité méme de la conscience collective.” (Durkheim, 1962, p. 236)

The English national curriculum, which was only established in 1988, does not
formally prescribe hours per subject, although it does indicate percentages of time”™.
Reflecting the characteristic of national diversity in the English context, there is little
consensus about the role of history, English literature and civic education. The 1996
conference on Curriculum, Culture and Society, convened by the School Curriculum and
Assessment Authority, reflected the variety of opinions:

“There was much debate over the terms ‘national identity’ and ‘cultural

identity’. Some delegates felt that the concept of national identity was not useful, as it
tends to be exclusive and divisive.” (SCAA 1996, p. 40)

% Since the empirical work of this study was carried out there has been a requirement, since 1998, for one
hour a day of Literacy, and from 1999, of one hour of Numeracy. These hours contain strongly prescribed

activities and are in addition to English and Maths. The development is towards more entitlement,
homogeneity, centralisation and unity.
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There was an awareness of the multicultural, pluralistic nature of English culture and that
schools should “accommodate the values of others” (SCAA 1996, p. 40). There was
concern that “To revise the curriculum to develop a sense of nationality could turn into
indoctrination.” (SCAA 1996, p. 40). It was even asserted that “It is not possible to
Joster or promote national identity by teaching children about it, any more than is
possible to teach morality, that is, to make students internalise it.” (SCAA 1996, p. 17).
However there was some agreement over the introduction of a new subject into the
curriculum, that of civic education. It was proposed that this should include the
understanding of national identities, and a critical understanding of the use of identity.

The English hesitation to foster national identity at this conference has been reported in
some detail as it exemplifies the English value of national diversity and it provides

contrastive illustrative material with the French curriculum.

National unity or diversity and the curriculum in English and French classroom

Interestingly, the research literature on curriculum coverage in English and French
classrooms does not reflect centralised prescriptions. Osborn (in Broadfoot et al 2000)
reports that in fact more of the observed English primary classroom time (64%) was spent
on the national language than it was in France (43.8%). Civic education topics only took
up 1% of observed curriculum time in both countries. However more French curriculum
time was taken up by History (3.8% compared to 0% in England) and more English
curriculum time was taken up by Science (9% compared to 1% in France). English and
French teacher values of the 1980s, as reported by Broadfoot (1988, p. 277), showed that
French teachers, reflecting the national curricula, did indeed express more responsibility
for teaching citizenship (6.8% mentioned this objective) than English teachers (0%). At
the level of pupils Sharpe (1997a) argues that French pupil perceptions show more
awareness of national identity than English pupils. It is clear from Sharpe’s work that the
English children’s responses about national identity echoed the hesitancy and diversity
expressed by English adults at the SCAA conference whereas the French children’s

responses closely reflected the content of their lessons in history and civic education.

To conclude Section 3. 2., it is argued from the research literature that national
diversity is a value which is more strongly associated with the English context. National
unity is a value which is more strongly related to the French context. These values have

been seen to exist at the level of society, the educational system, school organisation, the
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curriculum, the classroom and to some extent in the perceptions of pupils in the two
respective countries. It is also argued that these values represent different ‘ways of

thinking’ and thus provide a further example of two national cognitive constructs.

3. 3. Excellence versus egalitarianism

The third pair of contrasting values to be explored are excellence and
egalitarianism. What evidence is there in English and French education and society to make
the claim that the English cultural and educational context favours excellence and the
French context favours egalitarianism? This study is not claiming that English education
is more excellent or that the French system is more equal in actual practice (although
Hollen Lees (1994) argues that the latter is indeed the case) but that these respective

characteristics are more emphasised in the value systems and mentalities of one culture
than the other.

Equality in French society and the role of education

Looking first at French society it remains ‘unequal’. In 1994 1% of the population
owned 20% of the total wealth of the country and 10% owned 50% of the total (Michaud,
1994). The authors also estimated that 30% of national revenue was in the hands of only
10% of households. They concluded that:

“L’inégalité des revenus reste plus forte en France que dans la plupart des pays
dévéloppés”. (Michaud, 1994, p. 320)

It is even suggested that social inequality has increased in France in the last 10 years
(Thélot, 1998). Nor is there much social mobility, as Michaud comments:

“La population frangaise reste compartmentée en une hiérarchie de couches
relativement peu perméables entre elles, ou les ascensions restent limités.” (Michaud,
1994, p. 321)

Yet equality remains as an ideal and it is an ideal in which education is seen to play a key
role. At the level of policy making education is seen as an instrument to get nid of
inequality (Thélot, 1998). At the parental level education is seen as the path to social
advancement (Zeldin, 1983, p. 91), hence the high regard in which education is held in
France. Zeldin (1977) comments on the period between the 1840s and the 1940s that
through education a poor family could rise to middle class status in three generations.
Furthermore a career in education had traditionally been a sure path to social mobility. A

French teacher’s account of her background, reported by Osborn and Broadfoot (1992)
illustrates this perfectly:
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“I got my bac and then went directly into teaching. In 1959 there was a
population explosion and the ‘Ecoles Normales’ couldn’t cope. It was up one social
scale. It’s a matter of evolution. My grandfather was a peasant, my father a railway

employee, I'm a teacher and my children have university degrees.”

Values of egalitarianism are embedded in French educational discourse, even if the social
reality does not match the politics.

Equality and the development of the French educational system

What part has the ideal of equality played in the development of education in
France? In France prior to the Revolution, the function of the education that existed was
largely to provide children with some literacy to enable them to partictpate more fully in
religion. It was the Revolution itself which set down the ideals of free and non secular
education for all and equality, even if these aims were not realised in practice:

“To establish among citizens a de facto equality and also make real the political
equality recognised by the law; this must be the first goal of national education.”
(Condorcet, 1792, quoted by Marceau, 1977, p. 100)

An interesting early move towards democratisation in French education was seen in the
Duruy 1863 Law, which advocated that free education would provide a more equitable
system as schools would no longer be in competition with each other. In establishing
compulsory primary education the Jules Ferry Laws of 1881-1883 were an example of the
practical application of the values of democracy and egalitarianism. The recommendation
of the Langevin Wallon Commission too were essentially democratic in character.

The discourse of the French government’s statements on the mission of education
in France enshrines the notion of equality. For example, the Constitution of the Vth
Republic of 1958, reiterated egalitarian aims:

The State “guarantees the equal access of children and adults to instruction,
vocational training and culture. ..... The organisation of state education, which is free

and non-denominational, is a duty of the State” (Marceau, 1977, p. 100)

The state “ensures equality before the law for all citizens, without distinction of
origin, race, or religion.”

More recently, the Loi de 1’Orientation of 1989 shows the same discourse:

“The right to education and training is assured in France. Respecting the
Jundamental principles of equality, liberty and secularism, the State guarantees the
exercising of this right to all children and young people living on national territory

whatever their social, cultural or geographical origin.” (Corbett, 1996, p. 49)
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Louis-Etxeto (1998, p. 56) refers to ‘la mission générale’ of French education which is:

“d’assurer l'égalité des chances”.

The following is a further example of the value placed on equality as an idea in French
education. It was because the ‘Colléges d’Enseignement Secondaire’, set up in 1959, were
not seen to be fulfilling their function of providing equality, that ten years later with the
Haby Laws an attempt was made to improve the situation by abolishing the existing
system of setting.

The path to equality in French education has been connected to the concept of the
democratisation of French education and democratisation has been thought to relate to ‘la
massification’.  This has almost amounted to an article of faith:

“On se rappelle que la foi’ dans la démocratisation a conduit a penser que
1'ouverture des portes de la sixiéme a tous les petits Frangais, dans les années 60, allait
permettre de démocratiser le systéeme.” (Louis-Etxeto, 1998, p. 55)

The ‘experimentation’ with the ‘Colléges’ showed that the two were not necessarily
connected and that as Prost remarked:

“La démocratisation n’est pas la fille naturelle de la massification” (Prost,
quoted in Louis-Etexto, 1998)

It is also clear from even a quick perusal of French research literature on education
that one of the main themes in French research is the evaluation of the success of the
system in terms of social equality. Pupil achievement is most often set against the variable
of social class background. Research titles such as: “Le Recrutement Social de I’Elite
Scolaire en France. Evolution des inégalités de 1950 & 1990 ” (Euriat & Thélot 1995),
“Réussite scolaire et disparités socio-démographiques” (Le Guen 1991), “Les Scolarités de
la maternelle au lycée: étapes et processus dans la production des inégalités sociales™
(Duru-Bellat 1993), etc., abound. The educational system is assessed in terms of its
accessibility to pupils from different social statuses. For example, the statistic that in
1936/1937 only 2.6% of children entering secondary schools were from a working class
background (Zeldin, 1977). Despite the increase in accessibility to secondary education,
with one third of a generation entering secondary education in the 1950s, and since 1975
the whole generation, research has concentrated on inequality. For example, that whereas
80% of teachers’ offspring obtained the baccalaureate in 1980, this compared with only
25% of the offspring of factory workers (Duru-Bellat, 1996). As Cousin (1998, p. 9) has
pointed out, this is because the issues of equality and democracy remain the fundamental
theoretical values of the French system. The almost obsessive interest in social class and

pupil achievement is a reflection of the underlying and deeply held commitment to equality
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in France. The crises facing French education at the present time is the choice between
whether to follow the traditional route of homogeneity in order to create equality or
whether to follow the new path, instigated by the 1989 reforms, of diversification, in order
to promote equality in a society which is ever more heterogeneous. The ends remain the

same, equality and democracy, but there is a growing awareness that the means to get there

might differ.

Equality and French education in the 1990s

To what extent are the values of equality in evidence in French education today?
Again the emphasis is on values and not the reality of equality in inequality in French
education. As Hollen Lees (1994, p. 76) argues the centralisation of the French system
through the curriculum, government selected text books and assessment which is nationally
controlled at all levels is there to support the ideal of “equal achievement not just of equal
access”. This is the traditional idea that centralisation and standardisation make equality,
which is the basic idea behind that of homogeneity. In order to try to provide an equal
distribution of educational resources throughout the country the ‘Commission Nationale de
la Carte Scolatre’ is responsible for deciding who gets what. Looking at the structure of
education the expansion of the pre-school or ‘Ecoles Matemnelles’, which encompasses a
three year programme for 2 year olds to 6 six olds and in practice in 1990 provided pre-
school education for nearly 100% of French 3 year old children (the highest rates for any
OECD country) (OECD, 1996, p. 27) is a clear step forward in the aim of making
education more equal. Furthermore selection into different institutions rarely comes into
effect officially until pupils reach the age of 15, although pupils may be ‘orientated’
towards less academic paths (Quatriéme and Troisiéme Technologie) in their last two years
at ‘le collége’ (lower secondary school). This is made possible through the practice of
‘redoublement’ which allows pupils a second, or third, chance to stay in the main stream.
The social reality is of course different as there are covert systems of selection such as
parental choice of school and parental choice of language which conspire to make the
system unequal, but so far this has not detracted from the overt ideal or discourse of

equality.

Excellence and English society, the role of education

Turning now to England what evidence is there to show that far from emphasising
equality the English context is more likely to promulgate values of individual excellence?

As has already been stated it is not the aim of this study to show that English society is

92



more or less equal in practice than French society it is the attitude towards inequality
which is important. Clearly English society, like French society, reveals tremendous
inequality. Sociological studies in stratification show the dominance of English public
school education, followed by Oxbridge, in the formation of the elite. Such well-
established facts as: two thirds of professional and managerial classes have a private
school education, and in 1995 50% of Oxbridge entrants were from private schools, when
these account for only some 7% of the total school population, are indicative of inequality
and the role played by education in fostering inequality. The characteristics of
heterogeneity, decentralisation and individualism in English society and education have
given rise not only to diversity but are also conducive to nurturing inequality. The greater
variety seen in English primary and secondary education compared to French education
(Appendix 16 and 17)is referred to later, in the section on diversity versus unity, has
encouraged a hierarchy of schools in terms of academic excellence. In the secondary
sector, at the top of the hierarchy, there are the elite private schools, followed by grammar
schools, ‘opted out’ comprehensives, and at the bottom, the LEA controlled comprehensive
schools, which in turn vary according to the socio-economic zone in which they are
situated. A further illustration of this inequality can be found in the Financial Times’s
1996 survey of A-level performance, where of the 200 highest achieving schools only 20
were in the state sector (Adonis, 1997). As Adonis writes:

“Far from bringing the classes together, England’s schools - private and state -
are now a jforce for rigorous segregation.” (Adonis, 1997, p. 55)

In comparing the elites of England and France, Sampson concentrates on the role of the
private sector in England:

“The French elite, the most formidable in Europe, has been tolerated in spite of
its arrogance and visibility, because it emerges from a vigorous and reasonably
democratic state system, where selection is based on brains and hard work. But Britain
never having undergone a revolution, retains a very different traditional elite, still based
on a tiny group of fee-paying boarding schools beyond the range of most parents.”
(Sampson, 1982, p. 118)

Whilst this study would take issue with Sampson’s rather too simplistic account of the
background of the French elite, it does like Sampson see a fundamental difference between
overtly held societal values in the two countries towards the elite. It is because of the
ideals of the French revolution that ideals of egalitarianism dominate French rhetoric, and
the educational paths to the elite are tolerated on the grounds that the elite serve the state
and the people. In England, this study maintains that inequality in education and society is
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tolerated for two very different reasons. First that it an acceptable consequence of the
English people’s unwritten right to ‘choose’, whether the choice is one between schools or
washing powder. Secondly inequality seems also to be an acceptable consequence of the
much cherished excellence. As Sampson says, writing about public schools, but equally
appropriate to the state sector:

“The biggest damage we do is to perpetuate a class division. But it may be the
price we have to pay for excellence.” (Sampson, 1982, p. 124)
Both the concepts of ‘choice’ and ‘excellence’ are intricately connected with the English
concept of individualism. Using a Brunerian narrative mode to compare the mentalities of
the two countries, the English story is that individual people, institutions, local areas, etc,
can ‘choose’ between a variety of options available in order to achieve maximum
individual excellence. The French story is that the state attempts to provide homogeneity
in order to promote egalitarianism, excellence serves the state’s aims and not the
individual’s.

Excellence and the pluralistic aims of English education

Although the history of education in England has shown developments towards
equality and democratisation the notion of equality is not enshrined in the State or in its
educational system in the same way as it is France. Not only has English education lacked
what might be called a mission statement but it has often suffered from lack of clarity as it
has put forward a mixed bag of aims and values. These aims have included, firstly, as first
seen in the 19th century the need to provide an industrial work force with the minimum of
skills to carry out their role in the economy. Education was also seen in the 19th century to
have a positive influence in society as it ‘occupied’ or kept children off the streets.
Children who, thanks to the Factory Act of 1876, were no longer at work. There was a
fear that the enforced idleness of children could be linked to crime. This is in contrast to
the view in the beginning of the 19th century that education for the working classes was
harmful to society as increased knowledge might cause dissatisfaction and social unrest.
Another overt aim of education in the 19th century was that it should be cost effective.
The French system might refer to grandiose ideals but the English system was firmly
rooted in the practicalities of minimising expense. For example the Newcastle Commission
of 1858-1861 considered:

“what measures are required for the extension of sound and cheap elementary

instruction to all classes of the people.” (Evans, 1985, p. 33)
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A further example is contained in the Revised Code of 1862 where Lowe asserted of
education:

“Ifit is not cheap, it shall be efficient, if it is not efficient, it shall be cheap.”
(Evans, 1985, p. 35)

The former example in particular shows that the English system, lacking the unity and
direction of a centralised system tended to stress the cost of education in what was
essentially a market force system of education. Ideals, such as providing education “fo all
classes of people” are represented but are not the key concepts. Another aim of education
was that it should provide not only as in France a moral training, but also and in great
contrast to France a religious one. This was stressed in the 1888 Majority Report of Lord
Cross’s Royal Commission. Moreover it has long been put forward that a good
educational system is linked to a healthy economy. For example, Forster of the Forster Act
of 1870 declared in Parliament:

“Upon the speedy provision of elementary education depends our industrial
prosperity.” (Evans, 1985, p. 38)

This aim for education is also represented more recently:

“..0ur goal is a society in which everyone is well-educated and able to learn
throughout life. Britain's economic prosperity and social cohesion both depend on
achieving that goal.” (DfEE, White Paper: Excellence in Schools, 1997, p. 9)

The above illustration also reiterates the another aim of education, that of social cohesion
which was also reflected in the 1870s. Finally education has an important political role.
The labour party’s 1996 election manifesto of “Education, education, education ...” said
little about education itself but more about its importance in party politics. Education in
France has also represented many of the above aims at different periods of history but the
primary aim of equality and democracy has always taken first place. As Sadler, in
Higginson (1979, p. 60) suggests the diversity of educational aims and provision in
England is a reflection of the lack of unity in society and the respect for individual
opinions.

This pluralistic concept of education, which is itself related to decentralisation, is
connected to the concepts of excellence and individualism. Individualism allows for
greater variation. It allows for excellence (and its antithesis); excellence in individual
schools who are competing with each other for clients on the basis of their published
results; excellence in individual teachers (as in the Government’s forthcoming Green Paper
on performance related pay); excellence in individual pupils through pedagogic

differentiation. Whereas in France assessment of the educational system, its teachers and
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its pupils is more likely to be criterion referenced in England there is a growing tendency
for a form of normative assessment which is based on the attempt to follow a standard of
excellence which has been set up at the level of individual schools and individual teachers.
In a sense the private schools set the standards of excellence, which state schools have then
emulated by adapting it to their the local situation. Paradoxically at the level of pupils,
individualism in more important than excellence. Individual pupils are assessed on the
basis of performance related to inferred individual capabilities. Pupils are ‘excellent’ in
terms of their own individuality.

Excellence is thus both a covertly and overtly held value in English education that
in importance far surpasses that of equality. It can be seen in the structure of the
educational system; for example, in the pre-school parental ‘choice’ of state nursery
schools, locally run playschools and the more ‘academic’ private nursery schools. In the
State system pupil excellence is in some areas still institutionally enshrined in selection to
secondary schools though cognitive ability tests. This may result in streaming in the last
year of primary school. Internal selection of pupils in comprehensive schools operates with
much variation from school to school in terms of ‘banding’, setting’, ‘streaming’; the
subjects involved; and the pupil age when it occurs. The different systems guide pupils
into “ability’ paths that are formally set at 14 to 15 years when pupils are graded into basic
or high level GCSEs. Pupil age and pupil ability are the English criteria for pupil

performance.

Individual excellence and egalitarianism contrasted in English and French classrooms

French teachers emphasise the concept of equality in their discourse. First they
believe in a national curriculum as it provides a basis for equality and unity (Osborn,
1992). Secondly French teachers hold values of entitlement and enlightenment:

“Their discourse emphasised equal entitlement and the need to treat all children
in exactly the same way in order to achieve justice and educational results.” (Osborn,
1997, p. 380)

English teachers justify differentiated pedagogy on the basis of their belief in
individualism and the different needs that children have. Osborn and Broadfoot’s findings
from a comparative study of English and French primary school teachers showed that two
thirds of English teachers observed:

“had aims which included all pupils reaching the highest level of which they
were capable.” (Osborn, 1992, p. 8)
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Furthermore whereas French teachers conformed to ‘universalistic’ values in their
educational objectives, in the face of social class differences English teachers showed a
more ‘particularistic’ approach (Osborn, 1997, p. 381). The English values of
‘particularism’ stem from the concept of individualism and excellence. Differentiation is
often justified because it allows excellence. The argument being that ‘the most able’ would
‘be kept back’ in a criterion referenced situation. It is also arguable that the association
made by Robinson (1992, p. 73) and Hollen Lees (1994) between a concept of fixed
natural ability and the English context compared to an association between achievement is

possible for all and the French context, is another example of more overt egalitarianism in

the French context.

The differences between English and French classrooms observed by Sharpe
(1992,b), Osborn and Broadfoot (1992) and Osborn and Planel (1999) have been credited
as largely due to the difference between teacher values. The following two observations on
French classrooms and French teaching from Sharpe (1992,b) show how French values
about equality permeate teacher practice. Firstly he noted that:

“The classroom environment ignores life outside school” (Sharpe, 1992.b,

p. 333).
This is related to French values that pupil socio-economic background is not relevant, that
within school everyone is equal. Secondly he observed the French teachers’:

“apparent overriding concern that everyone should jump the same hurdle
whatever their differing individual capacities.” (Sharpe, 1992,b, p. 337),
which in practice meant that all the children in the class were expected to carry out the
same work at the same speed, and illustrates the traditional French belief that equality can
only be realised thorough homogeneity. Broadfoot and Osborn’s more quantitative
research shows how English teachers’ beliefs in individualism and excellence was
consistent with less class teaching, more individual and group work and less teacher
instruction. At the level of child interaction they found that English pupils were slightly
more likely interact on a one to one basis with their teacher but much less likely to interact

as a member of the whole with their teacher.

To conclude Section 3. 3. this study argues that the emphasis on values of
excellence in the English context (which are related to English values of individualism),
and the French emphasis on values of egalitarianism are in evidence in: the societies of the

two countries, their educational systems and their classroom practices. Furthermore it is
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suggested that both excellence and egalitarianism are cognitive constructs. They exist in
both countries but in different degrees of strength and importance.

3. 4. Individualism versus collectivism

The fourth pair of contrasting values to be considered are those of individualism
versus collectivism. These values are closely connected to those of homogeneity and
heterogeneity. For example in the English context, Sadler (in Higginson 1979) made the
point that English education reflects societal values allowing freedom of personal
conviction, at all levels. The relative decentralisation of England is related to more
heterogeneity and more diversity. There is a less uniform ideal of life. The English context
contains a stronger mix of values of individualism and collectivism than the French. These
contrasting ideals have traditionally been associated with party politics. State intervention
and control are emphasised by the Labour party and individualism by the Conservative
party. However when the cultural characteristics of England and France are compared it is
maintained in this section that individualism is a stronger concept than collectivism in the
English context. Quotations from two past Conservative prime ministers can be used to
illustrate the important role of individualism in the creation of a traditional English
identity:

‘“Edward Heath wanted people to ‘stand on their own two feet, we have to get
back to the traditional British attitude of independence from the state’”. (Sampson,
1982, p. XI)

Margaret Thatcher on individualism - “I’ve always regarded the Conservatives as
the party of the individual “. (Sampson, 1982, p. XI)
It is argued that education has a greater role in furthering the individual, his needs and
interests, in England than it does in France, where the State’s needs come first, the
individual’s needs second. It is only since the late 1980s with the discourse of “mertre
l'enfant au coeur du systéme éducatif” (Loi de I’Evaluation) that the French system has
put more emphasis on the individual child. At the heart of these differences lie different

values and concepts about individualism.

Individualism, the collective and the role of education in the French context

Whereas there is a view in England that a strong centralised State poses a threat to
individual liberty the French see the State as the means by which the individual and his
rights are protected. What is meant by collectivism is the belief that the State or any
unified group of people is better than the sum of its parts. Durkheim makes interesting

98



source material here?’. Durkheim thought that we only really became individuals by getting
outside of our narrow personal domains and submitting to the moral authority of society:

“Ainsi la société dépasse l'individu, elle a sa nature propre, distincte de la
nature individuelle, et, par la, elle remplit la premiére condition nécessaire pour servir
de fin a l'activité morale. Mais dans un autre cété elle rejoint l'individu, entre elle et lui
il n’y a pas de vide; elle plonge en nous des fortes et profondes racines. Ce n’est pas
c;ssez dire; la meilleure partie de nous méme n’est qu 'une émanation de la collectivité.
Ainsi s 'explique que nous puissions nous y attacher et méme la préférer a nous.”
(Durkheim, 1963, p. 62)

Thus the State or the collective allows people to be individuals by liberating them from the
confines of family or local area:

“The main function of the State is to liberate the individual personalities. It is
solely because, in holding its constituent societies in check, it prevents them from
exerting the repressive influences over the individual that they would otherwise exact.”
(Durkheim, 1957, p. 63) “It is the State that sets it (the individual) free. And this
gradual liberation does not simply serve to fend off the opposing forces that tend to
absorb the individual: it also serves to provide the milieu in which the individual moves,
so that he may develop his faculties in freedom.” (Durkheim, 1957, p. 69)

This idea is perhaps the key to the definition of individualism in the French context. A
French individual in his own right counts for little. The Larousse’s definition of an
“individu” is “une personne quelquonque”, a rather indeterminate and uninteresting
person. The French individual only fully realises himself when he is an individual as a
social being. For Durkheim this was one of the main aims of education, to liberate the child
and give him his individuality:

“L'enfant, exclusivement élevé dans sa famille, devient la chose de celle-ci ....
I’école le libére de cette dépendance trop étroite.” (Durkheim, 1963, p. 122)

This perhaps explains the apparent paradox of why the French see themselves as
supremely individualistic and why they have produced such original individualistic
movements in the arts and the social sciences. They are only allowed to be individuals

once they have reached a certain level of education. It may also explain why French school

27 Durkheim’s work is central to this study firstly because of his sociological perspective on French
education and society. Secondly because, as a product of the French nineteenth century establishment, his
ideas also embody French values: “To relate the works of a period to the practice of the school therefore
gives us a means of explaining not only what these works consciously set forth but also what they
unconsciously reveal in as much as they partake of the symbolism of a period or of a society.” (Bourdieu,
1976, p.196). Thirdly because Durkheim, in his capacity as teacher trainer, may be seen to have had some
influence on the direction of French education.
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children are treated as inferior by their teachers, and why pupils then perceive themselves
to be thus treated as inferior. This understanding of the French concept of individualism is
fundamental to an understanding of the educational system. French education defines itself:

“en fonction de l’adulte a former, et non de l'enfant a épanouir”, (Prost 1968,
p. 280)

Individualism, the collective and the role of education in the English context

The English system, where the Oxford English dictionary defines an individual as
“a distinct character”, cherishes individual differences and the development of different
characters:

“Individuality must be respected, guarded and developed.” (Sadler, quoted by
Higginson 1979, p. 156)

Unlike the French system the English system does seek to “épanouir l'enfant”. English
primary teachers’ beliefs in their professional responsibility are ‘extended’ (Broadfoot
1988) and include the development of children’s personalities (Broadfoot, 1987, p. 292).
As compared with French teachers:

“Where English teachers emphasise the whole child, and therefore take
responsibility for the children’s aesthetic, intellectual, physical, socio-emotional and
moral development, French teachers are more likely to see the child as ‘student'.....
stressing intellectual and cognitive development and mastery of a narrow range of school
subjects.” (Broadfoot, 1988, p. 277)

When Broadfoot and Osborn compared English and French teachers’ perceptions of their
role they found that English teachers took more responsibility for extra-curricular
activities; 5.2% of English teachers thought they had a responsibility in this area compared
to 0.7% of French teachers (Broadfoot, 1988, p. 265). These English teacher values in the
importance of the individual and his development are clear and have a long history. As
Sadler, in Higginson (1979) concludes looking back over the last 400 years of English
education:

“The English believe that education should develop the whole man or the whole
woman, body, mind and spirit.” (Sadler, quoted by Higginson 1979, p. 156)
Philosophically these values can be traced back to Kant:

“The end of education is to develop, in each individual, all the perfection of
which he is capable.” (Durkheim, 1956, p. 62)
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The relationship between individualism and religion and collectivism and morality

A major difference between English and French education, which is connected to
individualism versus collectivism, is the function of religion and morality in education.
Religion has remained in the sphere of State education in England as seen in Sadler’s
reference to the development of the ‘spirit’. Writing at the beginning of the 20th Century
Sadler comments:

“There is now general agreement that education must be so planned as to touch
the springs of character, to incalcate allegiance to spiritual ideals.” (Sadler, quoted by
Higginson 1979, p. 147)

The Educational Reform Act of 1988 requires that English schools offer a curriculum
which:

“promotes the spiritual, moral, cultural, mental and physical development of
pupils at the school” (ERA 1988 Part1,Ch 1,p. 1)

The concept of ‘character building’ lies buried in the second statement of:

“prepares such pupils for the opportunities, responsibilities and experiences of
adult life”. (ERA 1988 Part 1, Ch 1,p. 1)

Religious teaching is connected to the development of the individual and his character, “the
development of the whole man”. This is an instance of where English State education has
been much influenced by the ideals of English public school education. The English
individualistic concept of character building and preparation for adult life includes ideas
about the individual as a social being, individuals learning to live together, or what Sadler
calls “the obligations of fellowship™ (Sadler, in Higginson 1979, p. 147). Broadfoot
(1988) reports this English emphasis in English teacher values of the development of the
individual and his/her ability to socialise. Thus the English context could be summarised
as the development of the individual, his/her spirituality, his/her character, which also
includes learning to live as a member of a collective.

The French educational context, where religion is absent, concentrates on morality.
To understand this aspect of French education we need to again turn to Durkheim’s work.
Firstly although the term ‘morality’ will be used, as Pickering (1979) noted, Durkheim’s
use of “la morale” does not directly translate as ‘morality’ as it contains within it the
concepts of traditional and descriptive ethics. In Durkheim’s own words morality:

“consiste en un ensemble de régles définies et spéciales qui détermine
impérativement la conduite.” (Durkheim, 1963, p. 29)

The concept of morality is thus bound up with that of discipline and authority, hence the

importance of understanding the role of morality before comprehending the role of
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discipline, rules and authority in the French classroom, which will be looked at in Section
3. 5. Morality, in the French context, is the glue which holds the collective together, in
much the same way as religion might do:

“The fundamental duty of the State is laid down in this very fact: it is to preserve
in calling the individual to a moral way of life ...... It serves to bring about that
communion of minds and wills which is a first condition of any social life”. (Durkheim,
1957, p. 69)

Durkheim actually compares the function of “communion of minds” to that of a cult or
religion. He explains that when education has no religious component it needs to have an
aim which goes beyond the individual and instead puts society, or the collective, as its main
aim, otherwise society is merely a name put to an amorphous mass of individuals. Itis a
theme which will be returned to in Section 3. 4. Although Durkheim’s argument is relevant
to classroom education in any country it is particularly appropriate to French education,
where religion is excluded, especially when contrasted with English education, where
religion is still present. In the absence of religion Durkheim gives morality an important
role in French education:

“L’oeuvre de I’école, dans le développement moral de I’enfant, peut et doit étre
de la plus haute importance.” (Durkheim, 1963, p. 16)

There would seem to be a stronger understanding in the French context that morality is
closely associated with the collective whereas in the English context religion first serves the
individual and then the collective. Individualism in the French context can only be
indirectly achieved by the individual first submitting him/herself to the collective whereas
in the English context individualism can be more directly achieved.

Individualism versus collectivism and English and French pedagogy

Is there a rclationship between on the one hand, the emphasis on whole class
teaching in France and the concept of collectivism, and between on the other hand, the
weaker emphasis on whole class teaching in England and the concept of individualism?
The high incidence of whole class teaching that was found in Broadfoot, Osborn and
Sharpe’s work is perhaps related to a national value, or cognitive construct, in the strength
and virtues of the collective. As Durkheim explains:

“Une vie collective de la classe: le maitre doit donc s ‘appliquer de toutes ses
Jorces a la susciter. ...... Le réle du maitre est de la diriger. Son action consiste surtout

a multiplier les circonstances ot peut se produire une libre élaboration d’idées et de

102



sentiments communs, a en dégager les produits, da les coordonner et a les fixer.”
(Durkheim, 1963, p. 205)
In other words Durkheim argues that the French teacher should actively use the fact that
the class is a collective unit, a small version of society “une petite société” (Durkheim,
1963, p. 127) to teach morality and the primordial importance of the collective. Although
Osborn’s (1997, p. 384) findings showed that only a small percentage of a French sample
of teachers in the 1990s gave moral development of their pupils as one of their priorities,
this study maintains that it is the traditional importance given to the implicit relationship
between morality and the collective which underlies whole class teaching in France. At
the level of the pupil Prost (1968) points out that the effect of treating the class as a
collective can have the opposite consequence on the pupil than that which was intended.
He criticised the French system for producing isolated pupils, working silently in class and
working at home on their own with individual assessment and with few occasions for
“travaux collectifs”. Research evidence in the 1990s does not totally substantiate Prost’s
claim. Broadfoot et al (2000) reported that 50.7% of the observed English pedagogic
context involved pupils working on their own compared to only 33.8% for French pupils.
However concepts of individualism, and the relative importance of the collec;:ive, in France
are changing, under English and American influences. These changes account for some of
the problems and dilemmas that the French educational system is facing in the 1990s.

Looking at pedagogy in the English context, Piaget’s theories of child development
found fertile ground in the English philosophical terrain of individualism. The concept that
children would vary in their developmental age in the three areas of the intellect, the
emotions and the physical coincided with the English view of the individual definition of
one who has special characteristics. Piaget’s ideas saw their apogee in the Plowden Report
of 1966 which made individualisation into a theory of education:

“Individualisation of the educational process is the essential principle on which
all educational strategy and acts must be based.” (Galton, 1980)
Although the practice of many English teachers has not always been found to be directly
affected by Plowden (Galton, 1980), and subsequent research (Pollard 1994) has shown
much variation in the teaching styles of English teachers, the discourse of English teachers
is, compared to that of French teachers, consistently concerned with the needs of individual
children and their individual abilities: '

“English teachers .... express a strongly held ‘child-centred’ ideology which
defines what is to be learned much more in terms of the needs and interests of the

individual child.” (Broadfoot, 1987, p. 298)
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Section 4. 1. will examine this study’s empirical findings of the relationship between

collectivism and the French -lassroom, and individualism and the English classroom.

To summarise Section 3. 4. although values of collectivism and individualism exist
in English and French culture it is suggested from this analysis of the research literature
that individualism is stronger in the English context and collectivism is stronger in the
French context. Hence the argument that collectivism is more of a French cognitive

construct and individualism is more of an English cognitive construct.

3. 5. Creativity versus authoritarianism

In this section it is argued that English education, and to a certain extent English
society, place more emphasis on creativity whereas French society and education favour
authoritarianism. By creativity, what is meant is not just an individual’s performance
which is evaluated according to a particular group’s values, but more generally the value
that is placed on an individual thinking for him/herself. This study’s concept of creativity
is therefore closely associated with values of heterogeneity and individualism. The
contrasting term of authoritarianism that is used in the French context is also related to the
concept of structure .

Creativity in the English context

The concept of creativity as individual self expression can be found in English
society.
Conservative William Hague stated with reference to Britain that:

“The British Way is about the creativity that comes from independence.”
(McSmith 1998)
The narrower notion of creativity and artistic performance is also in evidence.
Labour Gordon Brown declared in 1997 that:

“The British Way is to encourage the creative talents of all.” (McSmith 1998)
In education there is ‘creativity’ at both the levels of the institution and the individual
pupil. The emphasis placed on diversity in the English educational context encourages
creativity, as the following passage referring to comprehensive schools in the late 1970s
illustrates:

“Comprehensive schools have resisted classification. They vary as much as the
communities they serve or the hundred local authorities that run them; each has its own

specialists, weaknesses and values, and their headteachers oppose any attempt to
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compare them; much of their interest is in individual self -expression.” (Sampson, 1982,
p. 117)
Where there is diversity and respect for individual self expression there is arguably also
less authoritarianism. Sadler, comparing English and Continental education, remarked in
1921 that:

“(English education) has always been a little milder than education on the
continent of Europe.” (Sadler, in Higginson 1979, p. 137)
At the level of the pupil reference has already been made to the influence of the
philosopher John Locke on education and his belief that education should champion
“variety and freedom of thinking.”. This value placed on freedom of thinking has been
noted by several observers of English education. Goethe came to the conclusion in 1827
that English children:

“are treated with far more respect and enjoy a far freer development than is the
case with us Germans.” (quoted by Sadler, in Higginson 1979, p. 137)
English values of encouraging critical and independent thinking are enshrined in the 1944
Education Act which included as one of its aims that pupils should “develop lively and
enquiring minds”.
Critical thinking is also seen in the already mentioned conglusions of the 1996 SCAA
Conference on Curriculum, Culture and Society where pupils’ “critical understanding’ of
national identity was thought to be important. Referring to the narrower meaning of
creativity as original performance Sadler also draws our attention to a distinctive
characteristic of English education, that of creativity and aestheticism. He refers to
Wordsworth’s definition of a learner as a :

“sensitive being, a creative soul.” (Sadler, in Higginson 1979, p. 111)
French educational aims include aesthetic aims but there is no mention of creativity:

“Il faut permettre aux éléves de développer leurs gotits et leurs capacités

artistiques.” (CNDP, 1995, Préface)

Authoritarianism in the French context

Authoritarianism is defined by the Oxford Dictionary of English as “favouring
obedience to authority as opposed to individual liberty”. The term contrasts quite well
with this study’s use of creativity in the English context to describe individual self
expression. Authoritarianism is connected in the French context to an emphasis on

structure. The latter notion needs to be explored first.
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Structure, order and system are valued in French society. They can be seen in
such diverse examples as French landscape gardening and French primary maths text
books (Harries, 1998) . For the former compare French classical garden design which
flowered under the reign of Louis XIV to English garden design. The French intellectual
climate was particularly congenial to classical and Renaissance ideas of symmetry. The
gardens at Versailles and elsewhere, like Haussman’s planning of Paris, represent the
French passion for order, system and structure, and the imposition of these on nature.
These values, though also present in English society, are much less strong. They are
tempered, in the case of English garden design, by more informality and more harmony
with nature.

The degree of centralisation in France and the division of its institutions into
hierarchies is another example of the value placed on structure in France. The educational
system itself is highly structured, as has already been seen. Education primarily serves the
state, not the individual, in providing quotas of trained workers to satisfy the needs of a
still centralised and structured economy:

“The education system is supposed to confer on individuals, whatever their
origin, specific and nationally recognised qualifications enabling them to take their
place in society as a citizen and producer.” (OECD, 1996, p. 175)

Professional and vocational qualifications are highly structured and hierarchical, reflecting
the employment situation in society. There is little room for individual manoeuvring in the
structured system of accreditation:

“The initial hierarchy (levels of recruitment), determined by qualifications, is
generally decisive for a person’s entire career.” (OECD, 1996, p. 102)

The OECD criticises French education for its “excessive emphasis on qualifications”,
which is itself a product of the degree of structure in professional and vocational

qualifications®.

Ideas of structure and system in France are related to authoritarianism and
discipline, as authoritarianism exists within the well defined structures of classrooms,
institutions and the educational system itself. According to Prost (1968) there is ideological
unanimity about authority in France. Durkheim defined education as “une oeuvre
d’autorité”. He thought that discipline was essential, and although individual thought was

admirable in “L homme fait”, he considered it to be “néfaste pour la jeunesse” (Prost,

106



1968, p. 9). Individual self expression is still not encouraged in French primary schools,
structure and rules dominate®. Instead the French teaching style is characterised by
“strong authority and firm discipline” (Sharpe 1992.b, p. 265) and “the suppression of
pupils’ own natural spontaneous interests”. Sharpe’s example of a lesson on sentence
structure to a class of French 6 year olds includes reference to the teacher’s authority (as
expressed in teacher’s phrase “Je vous dis.... ). Osborn and Broadfoot (1992) also
comment on the high level of teacher control in French classrooms. They observed that
work carried out in French classrooms differed from the English classrooms in that it was:
more or less totally dependent on teacher control; they noted the almost constant pressure
of French teachers to exhort pupils to work: the criticism directed at French pupils and
naming of individuals compared to the English teachers’ efforts to protect children’s self
esteem; the French teachers’ use of their position of their authority and their emphasis on
direction compared to English teachers’ use of persuasion and reasoned argument; and the
relative emphasis of negative comments by French teachers and positive comments by
English teaches. French pupils needed less reminding about the teacher’s authority than
did English pupils. Research (Broadfoot 2000) in English and French classrooms of the
1990s, of a more quantitative nature using systematic observation, supported some of these
earlier ethnographic findings™.

Part of the teacher’s authority in the French primary classroom comes from the
value placed on learning and knowledge in France, as Sharpe points out elsewhere:

“The classroom environment celebrates the role of the teacher as possessor of
valued knowledge and skills.” (Sharpe, 1992,a, p. 333)
But it is argued that the French primary teacher’s authority is also related to the value
placed on moral authority. In order to understand this relationship between morality,
authority and structure it is helpful to look at Durkheim’s lectures in education delivered at
Bordeaux to French teacher trainees. For Durkheim class discipline was essential because
it constitutes the morality of the social group:

“Le premier élément de la moralité, c’est l'esprit de discipline.” (Durkheim,
1963, p. 27)

% There is also however a positive outcome in the field of motivation. The French Ministry of Education
(quoted in OECD, 1996, p.37 and others (Hollen Lees, 1994, p..6; QUEST unpublished material) agree that
French pupils are highly motivated by their need to acquire qualifications.

¥ An example of the difference in values between English and French writing requirements can be found in
Appendix 18, when a bilingual child from an English school encountered the structure and rules in her
French school.

30 An analysis of teacher activity showed that during the observed time of teacher activity 3.5% of English
teacher activity was taken up by encouragement of pupils (compared to 1.8% of French teacher time; and
1% of French teacher activity was taken up by negative feedback (compared to .3% for English teachers).
However the significance of these findings is reduced by the smallness of the sample size.
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In French schools where religion plays no part, the teacher is perhaps endowed with more
moral authority than in the English context’. Durkheim compares the French teacher to a
priest, as both must believe in their moral legitimacy as intermediaries through which “une
grande réalité” passes:

“De méme que le prétre est l'interpréte de Dieu, lui est l'interpréte des grandes idées
morales de son temps et de son pays.” (Durkheim, 1963, p. 131)

The parallels described in Section 3.1. between Catholicism and French education
exist not so much because of the existence of Catholicism but because of its non-existence
in schools. In the absence of a religious influence in French schools collective morality and
discipline have filled the gap®?. The stronger emphasis on rules, structure and discipline in
French schools is also related to stronger French values about pupil obedience and the
collective:

“Nest-il pas possible d’étre un trés bon enfant, et de ne pas savoir arriver a
I’heure fixe, de n’étre pas prét au moment voulu pour son devoir ou sa legon? Mais tout
change d aspect, si, au lieu d’examiner en détail la nature de cette réglémentation
scolaire, on la considére dans son ensemble, comme le code des devoirs de 1'éléve.
Alors, I’exactitude a remplir toutes ces petites obligations apparait comme une vertu.”

(Durkheim, 1963, p. 12)

The Durkheimian justification for discipline underlies French official texts of the 1990s:
“Il faut permettre aux éléves ... d’évoluer dans un groupe organisé, d'assimiler
peu a peu les régles de vie qui régissent l’école et la société.” (CNDP, 1995, Préface)
This study thus argues that the dominant and authoritarian position of the French
primary teacher that is reported in the research literature is not merely a consequence of a
whole class teaching style but relates to long and deeply held French values about the

collective and morality in secular education.

Two points concerned with authority and morality remain to be explored. Firstly
Durkheim reminds us that pupils have to be conscious of morality for it to be effective.

Pupils must have understanding. In other words there is a relationship between morality

31 1t is interesting to speculate if the social reality of the decrease in the importance of religious education in
English schools, leaving a moral vacuum, has affected teacher authority in the classroom.
32 The subject of civic education also serves to replace religious education as it fulfils an ethical role as well
as a citizenship role:

*“Civics, an eminently moral discipline is intended to foster honesty, courage, the rejection of
racism and love of the republic.” .... ““Civics must never become indoctrination or exhortation; it should
encourage responsibility, and always constitute instruction in the ways of liberty.” (CNDP 1985)
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and rationality, and this will lead us into Section 3. 6. Empiricism versus Intellectualism..
Secondly the rational understanding of morality and the importance of the collective are
also related to the transition from child to adult in French society. It is argued that the
frequently used term ‘pupil autonomy’ in French educational texts refers not merely to a
child who is capable of working independently but also to the concept of personal freedom
or individualism. The process of child to adult in French education particularly involves
the rational acceptance of rules and authority in the structure because through recognition
of the underlying morality:

“Autonomy is the attitude of a will that accepts rules, because it recognises that
they are rationally based. It presupposes the free but methodological application of the
intelligence to the examination of the ready-made rules that the child first receives from
the society in which he is growing up, but which far from accepting passively, he must
gradually learn to give new life to, to reconcile, to purify of their decayed elements, to
reform, in order to adapt them to the changing conditions of existence of the society of
which he is becoming an active member.” (Durkheim, 1956, p. 45)

Using a Brunerian narrative mode it is argued that the ‘French story’ is that morality, like
the collective, allows children to achieve adulthood. Once they have rationally understood
the rules and morality of their society, their French identity, they are autonomous, they are
individuals (in the English sense), they can be creative and critical, they have achieved
personal freedom. Although these values may not be consciously held by the actors of the
French educational system they well account for the much greater responsibility that
French teachers were reported (Broadfoot and Osborn, 1988, p. 277) to feel they had for
preparing their pupils for adult life (23.2% of French teachers giving this as one of their

objectives compared to 3.6% of English teachers).

Creativity versus authoritarianism and structure in English and French classrooms
Looking first at pedagogy, Sharpe (1992,b) makes the point in his analysis of
French ‘catechistic’ teaching that French teacher questions are closed in the sense that they
require a set preordained answer. There is no room or manoeuvre for individual responses.
He contrasts with the more Socratic and English model which encourages exploratory,
independent thinking and where authority can be challenged Secondly looking at
creativity, in terms of the curriculum, art and music have only one hour set aside for each
subject in the French curriculum. In practice more curriculum time was spent on art in
1995 in the English classrooms (8% of time) observed in the QUEST project than in the

French ones (0% of time) (Broadfoot 2000). The converse was true for music, but since
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this also included dance the findings are not very clear. However the more cross curricular
nature of the English curriculum and the use of music in daily English assemblies would
suggest that music takes up more time in the English curriculum than in the French one.
Teacher perceptions (Broadfoot and Osborn 1988) on their responsibility to their pupils
indicated that English teachers felt slightly more responsible for the artistic education of
their pupils (3.2%) than did French teachers (2.3%) in the 1980s. However it is not
sufficient to merely quantify time spent on artistic subjects in order to make conclusions
about the relative emphasis of creativity in the two countries. What needs to be looked at is
they way in which these subjects are taught. The QUEST project revealed greater
emphasis on creativity in language lessons in England. When the content of the observed
language curriculum in the two countries was analysed it was found (Osborn and Planel
1999) that creative writing took up 18.7% of English in England and only 1.5% of French
in France. The French emphasis was clearly on structure with 15.9% of French time spent
on grammar and 5.8% on verb conjugations (compared to 0% on both in the English
classrooms. The relative emphasis on creativity in language learning in the English context
of text books and national assessment compared to structure in the French context has also
been qualitatively presented by the author elsewhere (Planel, in Broadfoot et al 2000).
Sharpe in the same vein, commenting on the teaching of art, craft and poetry stressed the
uniformity and attention to reaching adult standards in French classrooms:

“Even in these more creative areas the focus in the lessons observed has been on
pupil skill in reproducing adult standards rather than developing childhood originality
and imagination. Poetry lessons, for instance, have always been about learning by heart
the works of great poets, not stimulating the children to any poetic expression of their
own.” (Sharpe, 1992,a, p. 336)

Osborn and Broadfoot, observing the differences between English and French teachers,
reached the same conclusion:

“On balance, English teachers appeared to be more concerned to encourage
creativity and inventiveness. French teachers by contrast were more concerned to

achieve pupils’ conformity to a common goal.” (Osborn and Broadfoot, 1992, p. 7)

Thus to conclude Section 3. 5. the research evidence would suggest that creativity
is a value more associated with English society and education and that values of structure
and authority are more emphasised in French society and education. Once more these
values have been seen to interact with the web of previously presented national values.

Creativity is related to in the traditional English values of heterogeneity and national
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diversity and individualism. Authoritarianism is associated with the French values of
homogeneity, equality, collectivism and national unity. Creativity and authoritarianism are
a further pair of values or cognitive constructs which help to define the national identities

of England and France.

3. 6. Empiricism versus intellectualism

The last pair of opposing values to be looked at, which help to define what is
meant by cultural differences between the national contexts of England and France, are
concerned with cultural views about leaming and thinking. The type of thinking that is
valued by a society needs to be understood as it helps us to understand the context and
meaning of pedagogy and curriculum in that society. It will be argued that empiricism is
more associated with the English context of learning and intellectualism with the French
context of learning. Empiricism and rationalism are interwoven with the values of
heterogeneity and homogeneity, national unity and national diversity, individualism and

collectivism, excellence and egalitarianism, and creativity and authoritarianism.

Intellectualism and the French context

There is a widely held belief in England that France is more ‘Cartesian’ and more
dominated by ‘reason’ than England. Zeldin offers the following description of the French:

“The French always place a school of thought, a formula, a convention, a priori
arguments, abstractions, and artificiality above reality, they prefer clarity to truth, words
to things, rhetoric to science.” (Zeldin, 1977, p.205)

To what extent is this true? Halls traces back this preoccupation with ‘thinking’ and
intellectualism to several key historical influences:

“J. R. Pitts has identified the characteristic of French culture as the cult of
‘intellectual prowess’. In education this has been expressed as the pursuit of excellence
of the mind, which has been a constant ideal. The mediaeval schoolmen insisted that
logic was the foundation of education and the indispensable tool for sharpening the
intellect. Rabelais believed that happiness lay in the fount of knowledge, of which all
men must drink ‘because it has the power of filling the spirit with all truth’. The Jesuits
were partly the victim of the postulate that knowledge automatically brings goodness in
its train, when, using a subtle blend of Antiquity and Christianity, they sought to promote
what they conceived to be the right religious and moral ideas.” (Halls, 1976, p.25)
There is ample evidence to show that intellectualism is indeed a primary aim of French

education. For example, the Ministry of Education requires that primary schools equip
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pupils with “les comportements intellectuels” (CNDP, 1995, p.6). Digging deeper Halls
also states that:

“The guiding light of French education has been intellectualism, the ‘doctrine
that knowledge is wholly or mainly derived from the action of the intellect, i.e. from pure
reason’.” (Halls, 1976, p. 24)

Zeldin also makes the distinction between understanding through reason or understanding
through experience:

“The triumph of individual reason, the proclamation of reason’s ability to
understand and solve all problems, the rejection of authority, the questioning of all
dogmas, the universal doubt; the assertion that man is above all a thinking being, who is
not dependent on sensations and experience for his ideas or for the discovery of truth.”
(Zeldin, 1977, p. 224%)

The basic concept of rationalism is that everything has a logical explanation; what is
important, is to find and use a method in order to understand the world and uncover
essential truths. In order to find the laws and types that govern individual facts it is
necessary to use the thought processes of abstraction and generalisation Rationalism also
includes the notion that there is only one explanation* (these attributes of rationalism:
abstraction, generalisation and the ‘one’ explanation will have particular relevance in
Chapter 4). For Durkheim rationalism was an important aim of education:

“We must remain Cartesian in the sense that we must fashion rationalists, that it
is to say men who are concerned with clarity of thought.” Durkheim, 1938, p. 348
He even saw rationalism as an essentially French characteristic, which he linked to national
identity:

“Our children must continue to be trained to think lucidly, for this is the
essential attribute of our race; it is our national quality, and the qualities of our

language and our style are only the result of it.” (Durkheim, 1938, p. 348)

3 There would appear to be a contradiction here between the values of authoritarianism and intellectualism
as the latter rejects authority. In fact there is no contradiction as children in France are considered as
incomplete beings who are learning to be rational. French pupils have to accept authority and the
institutionalised rationalism of learning at school. Rationalism and the rejection of authority come with
adulthood.
3 Prost draws our attention to the limitations of rationalism:

“L’acceptation des différences est en France une résignation, un pis-aller, le signe tragique d’une
impuissance de la raison.” (Prost, 1968, p.340)
He suggests that it is this ‘one and only’ explanation that is the reason why France cannot accept cultural
pluralism.
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It is argued that the fundamental priority in French education is to teach children
to think, in the sense of rational and not creative thought®., However knowledge is also
important. In the curriculum much stress is laid on knowledge “les savoirs fondamentaux”
(CNDP 1995, p. 6) as well as skills “les compétences” . The OECD in 1996 was still
criticising French education for “the stress laid on the encyclopaedism of the
curriculum.” (OECD, 1996, p. 198)*. Teaching children to think is held to be a more
important aim of French education than gaining knowledge. As Montaigne (in Paoletti,
1986, p,189) succinctly put it:

“Mieux vaut une téte bien faite qu 'une téte bien pleine.”

Durkheim and Zeldin also draw our attention to another French characteristic
connected to rationalism, the importance of rhetoric, style and language. (These
characteristics will also contribute to the analysis of Chapter 4). Rhetoric is valued in
French education. Zeldin attributes French skills in argument to the inclusion of rhetoric
and philosophy as secondary school subjects (the former was retained until 1902). Style
and clarity are held to be important as they are related to clarity of thinking. This attitude
to style is summarised in a well known phrase of Rivarol (1784):

“Ce qui se congoit bien s 'énonce clairement.”

Traditionally language (i.e. French) has been regarded as the most important subject in the
primary curriculum (although in practice Maths now dominates in the process of selection
in post primary education). The French Ministry of Education (CNDP, 1991) gives three
main reasons for this dominance: language is the basis for all other learning; it is
necessary for a successful professional life and for participation in society; it can be
studied for its own sake as it displays organisation and clarity®’.

The study of French is valued in France in the same way as Latin (the English language is
regarded as deficient in logic) is sometimes valued in England. Durkheim summarises this
argument:

“This study of languages is obviously the best way of accustoming the child to

distinguish and to organise his ideas logically. 1t is by making him reflect on words,

3 Social and pastoral functions of schooling are not the French teachers’ concern. This is particularly
visible in French secondary education where there is an institutional division between ‘I’instruction’, which
is concerned with pupils’ ‘thinking’ and knowledge and is carried out by teachers; and ‘1’éducation’, which
is concerned with the social and pastoral aspect of school life and for which different personnel (‘conseiller
d’éducation’ and ‘surveillants® are responsible.

% The OECD also pointed out that France has no real tradition of curriculum development (and this perhaps
the chief cause of the ‘fossilisation’ of French education). It is true that although there have been attempts
to change pedagogy, the primary curriculum has seen little change. Perhaps primary curriculum change is
seen as a threat to national identity?

37 The same CNDP 1991 text also values maths as a subject for the training it gives in abstract and rigorous

thinking and ability to reason.
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meanings and grammatical forms that we can train him to think lucidly.” (Durkheim,
1938, p. 345)

The same belief in the value of teaching French is echoed in the conservative French
researcher de Romilly in 1984. She decries modem trends of laxity which she equates with
falling standards and maintains that rationalism can be trained by:

“L ‘analyse grammaticale des phrases, l'analyse intellectuelle des textes, les
traductions méthodiques, les raisonnnements mathématiques, et la philosophie”.

(de Romilly, 1984)

Zeldin explains that it was only when rhetoric was abandoned as a subject that the analysis
of language and texts in French gained in importance.. Thus it is argued, using language
as an illustrative example, that French pedagogy can only be understood in relation to the
underlying French values of intellectualism, as Zeldin states:

“Learning the language was to Frenchmen more than the acquisition of a
practical tool. It involved the training of the mind also, and the development of certain
ways of thinking.” (Zeldin, 1977, p. 240)

Notions of rigour, method and repetition are also related to rationalism and are
important pedagogical tools. Their historical and cultural origins need to be looked at to
throw more light on French pedagogy. Method and rigour are advised by the Ministry of
Education for this study of maths and language in primary schools:

“C’est a l'école primaire que les éléves vont acquérir une premiére maitrise des
langages fondamentaux, langue frangaise et mathématiques . 1l faut aider les enfants a
se situer dans le monde qui les entoure, a se constituer des méthodes de travail
rigoureuses et efficaces ...” (CNDP, 1995, p. 6)

A systematic and methodical approach to the study of French is considered essential:

“l'apprentissage de la langue exige des phases de travail systématique....”
(CNDP, 1995, p. 43)

Repetition, which will be seen to be a feature of French teaching, has its roots in the past.
Zeldin traces the use of repetition in French teaching method to Buisson’s analogy with
physical exercise:

“The child should be assisted towards a rational mastery of himself by training,
in the same way as muscles need to be exercised.” (Zeldin, 1977, p. 183, summarising
Buisson 1899)

Zeldin also traces the “concentric” method, of cyclical repetition with increased
complexity, the basis of the French curriculum, which can be seen in primary textbooks

and teaching practice, to Gréard:
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“Since primary education is an education of principles, and since principles
cannot be too often represented if they are to penetrate, it is necessary that the child
should pass over the same ground. “ (Zeldin, 1977, p.188, quoting Gréard, 1887).

It has been argued that the primary aim of French education is to teach children to
think and to think lucidly and rationally. A methodical approach to learning is also valued.
These values affect how teachers teach. The influence of intellectualism on French

pedagogy will be explored in Chapter 4 which analyses the empirical research from French
classrooms.

Empiricism and the English context

Tuming to the English context there is less emphasis on ‘thought processes’ in
education, here there are other, and more diverse aims, such as empiricism and
development of the whole person. Several educationalists refer to this difference with
French education. Sadler noted in 1900 that England placed less emphasis on intellectual
leamning than England and Germany:

“the persistence of the English view that education ought to be more concerned
with physical and moral training than intellectual.” (Sadler, quoted by Higginson 1979,
p.51)

In the same vein Zeldin (1977) remarked that whereas the top students in France become
intellectuals, in England they become prefects. Non-intellectualism seems to be quite
commonly associated with Englishness, as witnessed in this statement from Adonis (1997,
p. 142):

“In its anti intellectualism the British royal family once again reflects national
traits.”

In the same way as Durkheim associated rationalism with French identity so Adonis seems
to equate non-intellectualism with English national identity. Clearly this is going a little
too far, English education does seek to create ‘thinking’ minds, but the aim is perhaps for a
different type of thinking. With reference to ‘types of thinking’ the 1994 Education Act
included in one of its aims:

“To help pupils to develop lively and enquiring minds, the ability to question
and argue rationally and to apply themselves to tasks and physical skills.” (Galton,
1989, p. 240)

Rationalism is there but what is meant by ‘lively and enquiring minds’? This study
maintains that what is being referred to is partly creativity and partly empiricism.

In contrast to the Cartesian model of French philosophy English educational
philosophy 1s much influenced by John Locke, who deliberately rejected Descartes’ ideas
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and attributed learning to experience. The Scottish philosopher David Hume was also
empiricist in his view that experience is the variable that dominates our thought processes
and affects our understanding of reality. John Stuart Mill’s utilitarianism has also been a
strong influence. Despite the philosophical antecedents, in terms of the history of English
education, empiricism is essentially a 20th century phenomenon. Other 20th century
influences were the American philosopher John Dewey, who thought that the justification
for learning a subject lay in its usefulness rather than for its intrinsic mental training.
Other influences affecting English 20th century education came from the discipline of
psychology. Piaget’s work in the 1930s showed children learn as a consequence of
generalising, only after having had the experience of physically handling objects.
Associationist psychology also challenged the prevailing view of the leamner as a passive
recipient.

As early as 1926, 1931 and 1933, the Hadow Reports had included sections on the
curriculum recommending the dissolution of the formal curriculum and noting the use of
projects and learning through activity and experience:

“The curriculum is to be thought of in terms of activity and experience rather
than knowledge to be acquired and facts to be stored. “ (Hadow report, 1931)

It was in the Hadow Reports that leaming was advised to be more child centred and thus
harness the “child’s unsystematised but eager interest”. This received the official stamp
of approval with the publication of the Plowden Report in 1967 and its support of
‘discovery methods’ and child centred education. It advocated that:

“Activity and experience are often the best means of gaining knowledge and
acquiring facts. ”, the child “is the agent of his own learning.” and “We endorse the
trend towards individual and ‘active’ learning, and learning by acquaintance.”

This became the recommended approach to English education. It was challenged by the
Black Papers of the 1970s and the more recent 1988 Education Act. Although observers
(Galton, 1980) did cast doubts on the extent to which English classroom practice had
changed as a result of the Plowden Report it is argued that the English empiricist tradition
has been of fundamental importance in shaping English teachers’ ways of thinking about
learning, and by extension their pedagogy.

Empiricism and intellectualism in English and French classrooms

To what extent are the values of intellectualism and rationalism in the French
context, and the English value of empiricism in evidence in English and French primary

classroom practice? Looking first at primary school textbooks there is clear evidence that
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English textbooks are imbued with English empirical values and that French textbooks
reflect French rationalism. Sharpe’s (1992,a) findings in his study on homogeneity in the
French context, which is not overtly comparative but is implicitly so, echoes the analyses
presented in the previous paragraphs on French rationalism. He describes French textbooks
as:

“leading the learner along a previously trodden path, structuring the process in
such a way that error is avoided as much as possible by prior explanation, using logical
reasoning anyone is presumed to be able to follow, and by continually telling the learner
what has been learnt and what is being learnt.” (Sharpe, 1992,a)

Bierhoff (1996) also concludes that English primary maths textbooks in comparison with
those from Germany and Switzerland, lack a structural step by step approach to the
learning of complex operations and topics, with also less consolidation before moving on to
another topic.

Harries and Sutherland (1998), in their comparison of primary maths textbooks from
England, France, Hungary, Singapore and the USA, comment on the lack of underlying
structure in mathematical ideas presented in the English textbooks:

“(English) pupils are often introduced to a wide variety of mathematical ideas
and ways of solving problems without being presented with any support to make links
between these ideas. The broad curriculum is accompanied by a fragmentation of
mathematical ideas. For example, when ideas of multiplication and division are
introduced they are surrounded by many other topics which bear little relationship to
multiplication and division.” (Harries, 1998, p. 13)

In terms of presentation the English textbooks in Harries’s study stood out in their lack of
consistency and clarity in their use of pictorial representations. The use of colour was
highlighted by the authors. Whereas decoration was seen as the dominant theme in
presentation in English textbooks (with accompanying distractive results) method was

more important in France and the other countries:

“Colour tends to be used more as an analytical tool to support the learning of
mathematics.” (Harries, 1998, p. 13)
The emphasis in the English textbooks was on pupil experience of mathematical ideas
(Harries, 1998, p. 13) and pupils finding their own methods, whether standard or non
standard (Harries, 1998, p. 7), whereas the French emphasis, although including an
element of ‘finding out” was directed at standard practice.

The research literature on teacher perceptions (Broadfoot and Osborn 1988, p.

277) also confirms the greater emphasis on ‘knowledge’ in the French context than in the
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English. The authors findings showed that French teachers considered themselves to be
substantially more responsible for passing on academic knowledge to their pupils than did
English teachers (55.6% of French teachers compared to 14.7% of English teachers)

Looking next at pedagogy, the French ‘catechistic’ teaching style (Sharpe, 1992,b,
p. 265), which has been previously described, includes several characteristics associated
with rationalism: ‘the intention to instruct’, ‘teacher-centredness rather than child
centredness’, ‘emphasis on knowledge to be remembered’, suppression of pupils’ own
natural spontaneous interests’, and ‘logical reasoning from given premises’. As an
example of the latter, Sharpe found that French teacher discourse even in the instruction of
grammar to 6 year olds tended to proceed along a logical structure of X, thenY, but Z,
therefore .... Vincent (1980, p. 57) also comments on how learning is structured in the
French classroom:

“(Ils) découpent l’ensemble en legons, chaque lecon en demandes, chaque
demande en sous-demandes - qu 'enfin on doit répéter, revoir. .... La soumission a des
régles impersonnelles nous est apergue, en effet, comme 1'une des caractéristiques de la
vie scolaire.”

When observing and comparing English and French teachers Osborn and Broadfoot (1992
p. 7) also commented on the French approach of leading children to a correct answer and
not seeking out ‘individual’ suggestions from pupils, whereas the English teaching
approach “emphasised discovery based learning”. The research literature, even though
is limited, does therefore suggest that English values of empiricism and French values of

rationalism can be found in the classroom context.

3. 7. Conclusion

This chapter has of necessity been of some length as it has attempted to provide two
national examples of the theoretical construct of ‘national culture’ as presented in the first
chapter. The French national context has been explored at greater length than the English
context. This is partly due to researcher bias. It is also partly due to the anthropological
tradition of studying ‘other’ cultures, as although the author is bicultural, the thesis is
written from the English side of the Channel This chapter has set out to show how a
network of values can be associated with a national educational system. It was suggested
that these values could also be found in the past and in society in general in each country.
Moreover it is suggested that it is these national values which define and delineate the
identity of a country. The identification of national values does not preclude the existence

of religious, social class, gender or age social group values, but these are not the subject of
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this study. In comparing England and France it was found that English national culture is
a combination of values concerned with heterogeneity and national diversity, individualism,
excellence, creativity, and empiricism. In comparison, French national culture is more a
combination of homogeneity, national unity, egalitarianism, collectivism, authoritarianism,
and intellectualism. It is thought that more cross national comparisons with other countries
would further extend our understanding of the concept of national values and the particular
contexts of England and France®. The two countries are thus used as case studies to
illustrate the existence, the strength and the influence of national values in education.
Moreover as explained in Chapter One cultural values are regarded as manifestations of
different ‘pensées’ or ways of thinking. Thus this study sees national values as cognitive
constructs which are associated with and help to define national contexts.

This chapter has also shown how this study has taken its roots in previous cross
cultural comparative research in the field of English French studies. It has attempted to
synthesise the existing research literature in order to establish the background context to
the empirical work in this study. Context, both present and past, is regarded as essential to
interpreting the meaning of classroom practice and pupil learning. For example it was
maintained in Section 3. 6. that English and French pedagogy can only be understood in
relation to English values of empiricism and French values of intellectualism. Thus using
the research literature, the background context of the two countries has been set and

contrasting pairs of national values have been examined.

There are however two ‘words of wamning’ that should be issued. Firstly because
this study compares two countries there is a danger of polarisation. There might be a
tendency to view specific national cultural and educational characteristics as either present
or absent in a given national context. This is not intended. The differences between
national cultures are recognised as differences of degree and relative emphasis. They are
not absolute differences. Furthermore comparisons between England and another Anglo-
Saxon or Scandinavian country would have perhaps revealed both less differences in the
specific constructs used here but more types of constructs. Such is the value of
comparative work. As has already been mentioned it is also understood that each national
context comprises overlapping multi-cultyralism. The national cultures presented in this
section are a distilled essence of reality. ’
Secondly in describing the historical antecedents of English and French education there

might also be a danger of giving the impression that the two systems are fossilised in the

38 See Chapter 6 for the research literature on national values in other countries.
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past. For example, it might be argued that Durkheim’s analysis of French education is no
longer applicable to French primary school- ¢f the 1990s. However, this study does not
deny that change has taken place. French education is increasingly developing along the
scale of heterogeneity and individualism. English education appears to be is moving
towards more homogeneity. The aim of this study is to understand the present in terms of
past and wider influences. The STEP project suggested that the realisation of policy
changes in the practice of education were affected by the fundamental national values of
the actors in the system. This study argues that pupils’ learning is affected by national

values.
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Chapter Four
The identification of social and cognitive constructs at the contextual level

of the classroom, through empirical work

The methodological strength of selecting a sample of 8 classrooms (2 classrooms
in each of the 2 schools, in both countries) was bome out in the first general finding that
there was considerable diversity between classrooms not only across but within each
country, but that underlying this general diversity national classroom characteristics could
be identified. The most striking overall difference between the two countries was that
although diversity was a feature of both systems it was even more pronounced in the
English system than it was in the French system. The most significant qualitative
differences lay in the teachers’ approach to the class as a collective or as a group of
individuals (Section 4.1), the type and degree of authority exercised by the teacher (Section
4.2), the structure of the teaching and learning process (Section 4.3) and finally the types
of motivation the teachers employed with their pupils (Section 4.4). These will be
examined under four separate subheadings although the themes are interconnected and
form a network (in the same way as did the characteristics of the English and French
contexts in Chapter 2). Much of the data is based on teacher discourse.

The classrooms and teachers on which the empirical findings were based were:

Mrs Burton, Cotswold School, Y2
English teachers Mrs Gibbs, Cotswold School, Y6

Mrs Brown, St Paul’s, Y6

Mrs Bates, St Paul’s, Y1

Mme Chagnon, St Martin, CM1
French teachers Mme Allard, St Martin, CP

M Pinson, St George, CM1

Mme Soler, St George, CP
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On the basis of the four dimensions of difference between the English and French
teachers™, outlined in the previous paragraph, Mrs Gibbs represented the most extreme
type of English primary teacher where individualism and creativity were highly valued,
learning often took the form of pupils ‘finding’ out, instruction was minimal, there was
considerable pupil choice and pupils were encouraged to follow their own interests.
Amongst the French teachers it was Mme Chagnon who displayed the most extreme
example of the values of French primary school teachers. The class was treated as a
collective unit, there was strong didactic teaching and strong control over pupils and the
emphasis was on structured learning through instruction. As will be seen, for the other
teachers there was some overlap between the extent to which they manifested the

" characteristics of one country rather than the other, so that, for example, Mrs Burton’s and
Mrs Bates’s, for different reasons, sometimes displayed French characteristics and Mme
Soler’s classroom context was occasionally quite English in character. The classroom
contexts of the youngest pupils were particularly interesting as teachers were having to
transform children into pupils by teaching them the ‘ways of thinking and doing’ that were
expected of them. Thus the distinctive national characteristics, although in a more
embryonic form, were often more explicitly articulated.

4.1. Collectivism versus individualism

A class is by definition a collective unit but the French teachers in the sample were
more likely to emphasise the concept of collectivism and value the class as a whole unit.
English teachers by comparison were more likely to create situations where there was more

opportunity for individualism.

4. 1. 1. Collectivism and the importance of the group

The most obvious visible difference between the two countries’ approach to the concept of
collectivism was the teaching methods used, that is both the amount of whole class
teaching and the type of whole class teaching.

The relative use whole class teaching in the English and French classrooms

Although it is difficult to quantify with any precision from ethnographic notes the data
would suggest the following scale of teacher use of whole class teaching in the four

classrooms:

¥ For an individual description of each of the eight teachers see Appendix 4.
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Greatest use of whole class teaching
French Mme Chagnon, St Martin, CM2,
French Mme Allard, St Martin, CP
French M Pinson, St George, CM1 English Mrs Brown, St Paul’s, Y6
French Mme Soler, St George, CP
English Mrs Burton, Cotswold School, Y2
English Mrs Bates, St Paul’s Y1
English Mrs Burton, Cotswold School, Y6

Lowest use of whole class teaching
The relative dominance of whole class teaching in the French classrooms compared to
English classrooms can also be illustrated by the following analysis of the teaching context

of a ‘typical’ day in the two classrooms which provided the most contrast:

French context Mme Chagnon, St Martin, CM2, 6th January 1993 (see Appendix 19 for

a complete write up of the day)

Time Content Teaching context

8.30-9.00 French dictation Whole class

9.00-10.15 Grammar - directand Whole class
indirect objects
Break

10.45-11.30  Maths - proportionality Whole class
Lunch break

1.30-2.15 Maths continued Whole class

2.15-3.00 English (other teacher) Whole class and groups
3.204.30 Project presentation =~ Whole class and groups

English context Mrs Gibbs, Cotswold School, Y5/Y6, 24th September 1994 (see
Appendix 20 for a complete write-up of the day)
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Time Content Teaching Context
9.00-9.20 Silent reading and Individuals
teacher administration
9.20-10.15 Drama - for an assembly Groups
Break
10.35-12.00  English - compilation  Individuals
of individual anthologies
Lunch break
1.00-2.00 Partnered reading Pairs
2.00-3.00 History - topic work ~ Whole class/individuals
3.00-3.15 Homework Whole class
However there was not only a quantitative difference in whole class teaching in the

classrooms of the countries there were also qualitative differences.

Whole class teaching in the French context
There was an underlying similarity to all the whole class teaching sessions observed in the

French classrooms that gave the lessons a ‘French’ identity. This unity was derived from

the homogeneity of the structure of French whole class teaching. The structure is

presented below:
Teacher led explanation at the heart of which lies a ‘legon’
y
Teacher leads class in practice

y

Pupils practice individually and/or Individual pupil demonstration to class
{

Teacher led marking or Individual pupil demonstration of

marking

2

‘Legon’ is revised with more individual practice for homework or in class

Figure 8 Structure of a French whole class teaching session
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This structure can be seen to underlie the following example from a one and a half hour
reading and writing lesson in Mme Allard’s, CP class; only the last two stages are missing,

the marking of the exercise and the revision or extra practice which were carried out at a
later date.

31st January 1994 13.30 - 15.00
First 20 minutes children finishing off writing, colouring from the morning, or looking at books in the

reading corner. T is working with Mathilde (who should have repeated the last maternelle year but whose
parents insisted she enter CP) but has to stop to calm children -"Je ne veux pas faire la police et donner son
travail 4 Mathilde. Je vais vraiment me mettre en colére.”
Teacher led explanation
T introduces new activity -"On va faire un jeu ensemble”. “Vous regardez ce que je mets sur le tableau” -
Roc - bord - Rocco - crocodile - dort - dormir - encore
T asks 2 children to read out the moming’s ‘story’ (Mme Allard had presented the sentence that moming as
“Une nouvelle histoire™) which is still on the board -~
Sur un roc, au bord du Nil, Rocco Kroko le crocodile dort encore & midi pile!
She explains thet they are going to ring in yellow all the ‘ro’ sounds and ring in blue the ‘or’ sounds..
She checks they know the difference - several children are asked to produce “or’ or ‘ro’ sounds.
Teacher leads class in practice
She asks them to read out individually the words on the board, which they are very keen to do.
T adds one of the children’s names -"Morgan™, and adds his elder brother’s -”Romain”. She says these
names interest her -1l y a quelque chose qui m’interesse dans ces noms™. Children respond with the correct
‘ro’ and ‘or’ sounds.
Individual pupil demonstration
T sits down at an empty desk with the children and facing the board. She chooses Michael to go to the
board, choose one of the words, read the word, then circle it in the correct colour and pronounce the
syllable. He chooses “bord” , the T is pleased with him as it is a difficult word. He then incorrectly circles
the “bord” letters and also uses the wrong colour. T asks him to think again -”Est-ce que ¢a correspond a
ce que tu as entouré? Efface et réfléchis. Réfléchis aussi a la couleur”.
T asks Vanessa if she would like to try as she had her hand up. She goes to the board, Antoine is allowed to

help her to read her word out loud. She circles the syllable correctly. The T is very pleased with her -"Trés
bien Vanessa, tu es devenue grande”.

One more child goes through the same process

Individual pupil practice

T introduces and explains new activity of a worksheet (see reqding worksheet in Appendix 21) with ‘ro’
and ‘or columns - “Je vais vous donner un petit papier. Il y a deux colonnes, une avec ‘or’ et une avec ‘ro’,
deux familles.” “Vous allez faire tout seul”. “Vous allez bien vous appliquer pour le faire.” “Vous
1’écrivez en détaché pour que ¢a se voit bien”.

T checks a girl who is wriggling about -”Melanie tu n’es pas assise comme il faut. Concentre toi. Situte
concentres tu le feras dans deux minutes”.

T moves around checking work.

One child doesn’t understand where the words are, T admonishes him -"’Toi alors, tu es dans la lune”.
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Two girls who have finished and done it correctly (one is Vanessa) are asked to set out the exercise books
so the others can stick in their worksheets when they have finished.

The four French teachers observed would sometimes make minor variations to the
structure of their whole class teaching sessions but the underlying pattern remained the
same. Although there were several instances of English pupils demonstrating to the class
much as Michael did (this was a particular feature of Mrs Burton’s approach and gave her
teaching a ‘French’ flavour, although the context of children sitting on the floor squashed
around her knees was very English), pupil demonstration was not built into English
teaching in the same way as it existed as a structural unit in French whole class teaching.
It needs to be looked at in more detail. French pupils demonstrating at the board
contributed to the progression of learning within the class as a whole. Thus in the above
lesson when Michael was demonstrating at the board the whole class was learning with and
through him. Should the pupil who is demonstrating make an error then the class profits
even more in their learning as they have to work through the analysis of the cause of the
error, with the pupil in question. The individuality of the pupil who is selected to
demonstrate is not an issue, the pupil is but a unit in the class, where learing is a shared
and often enjoyable social activity. Another example can be taken from the same teacher
in one of her maths lessons to demonstrate how the French class can learn as a collective as
its individual units perform in front of it.

The lesson, which took place on the 11th January 1994 between 10.30 and 11.30 was a
maths lesson into understanding the concepts, symbols and mathematical language of
‘greater than’, ‘smaller than’ and ‘the same as’. Mme Allard had presented the lesson
earlier in the form of a game :

T - “On va faire un jeu que vous ne connaissez pas. C’est I’histoire du canard magique.......,c’est un trés
gros gourmand. 1l a un bec magique. Le “canard mathématique” (T repeats name). 1l s’appelle comme ¢a
parce qu’il est obligé de savoir compter pour pouvoir prendre le plus” (T goes next door to quieten down
children whose teacher is not present - there’s a communicating door)
T holds up Maths signs (magnets on back)-=,<,>.
T - “On va s’amuser & donner du travail au canard mathématique. On va mettre des gommettes & droite et &
gauche”
T puts up 3 magnetic counters on special board, leaves a space, and puts up four counters -

00 00

0 00
T asks - “Quel bec il faut donner, le bec <, le bec =, le bec > ?”
T tells them - “Le bec < parce que 4 c’est plus grand que 3”

ie. 00 00
0 < 00

T explains that ch can go to the board put up some counter stickers and then choose the correct beak.

126



Ch very keen to do this,

T - “N’en mettez pas plus que dix parce que plus que dix ¢a fatigue le canard!”

The pupils take it in turns to go to the board, place counters and add the appropriate < or > sign, some make
errors and are aided by the teacher and the class. Then the following interesting event occurs:

One ch goes up and puts up 4 stickers on one side and 4 stickers on the other side. He adds the signs < and
>. T is amused and indulgent - “Le canard est bouche bée il ne peut pas se décider, il a le bec en égal!™
She asks for a volunteer to put up the correct sign. A child goes to the board and puts up the equals sign. T
is pleased with the extension to the equals sign - “C’est bien d’avoir mis 4 et 4 ¢a m’a bien plu”.
Due to a pupil’s half understanding of the concept ‘is the same as’ the class is able to participate in a deeper
understanding of the concept and its mathematical notation. The concept is revisited later in the lesson
when clearly another pupil has not fully understood it yet:
Another ch puts up equal numbers, this time -

0 0

T introduces humour again referring to the smallness of the number - “Oh, il est vraiment malade, il n’est
plus gourmand |”. Ch laugh. The same ch puts up two signs - ><

T - “On a pas le droit de faire ¢a, je viens de le dire” Il n’a pas de bec comme ¢a” She re-explains why not

and the ch puts up the correct sign. With the T’s help some/most of the class put this into words - “1 égal
1”

Although it was not possible to evaluate the extent to which the class had progressed in
their learning the above example does show how French pupils as units learn as part of the
collective.

The St George CP class also provided interesting data on the same theme as it
showed how French pupils learn the skills of pupil demonstration that are required by
French whole class teaching. The teacher, Mme Soler, was still at the stage of teaching
methods of ‘performance’ to her pupils, for example, she was getting pupils accustomed to
poetry recitations:

“On a dit qu’on s 'habitue a le dire aux copains”
and helping them to demonstrate at the blackboard:

“Je vous ai donné un conseil hier pour écire au tableau ... il faut écire gros.”

Whole class teaching in the English context

The English teachers observed showed more diversity in their approach to whole
class teaching®. Although they all followed a pattern of a presentation to pupils, pupils

working and an evaluation, the differences between each teacher were sufficient to merit an

individual teacher analysis:

“ With the advent of inovations such as the “literacy hour’ (1998) and the ‘numeracy hour’ (1999) it is
hypothesised that English approaches to whole class teaching are, in the year 2000, less diverse.
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Mrs Bates, St Paul’s Y1

Teacher explanation or use of worksheets

\2
Pupils work individually but seated
in friendship groups
\2
Individual marking with or without pupil

Mrs Brown, St Paul’s Y6

Teacher explanation

2
Individual pupil work

¥
Individual marking without pupil but

presentation of good work to whole class

Mrs Burton, Cotswolds School Y2
Teacher explanation and instruction - a
forty minute session covering all the
day’s tasks, from which pupils could
choose the order

¥
Individual, paired or group work, seated
according to task

\

Whole class or individualised review

Mrs Bates, St Paul’s Y1

Teacher ‘telling’ and arousing interest

{
Individual pupil work with consultation
between pupils

{
Individual marking with or without pupil
and presentation of good work to whole

class

It is difficult to portray the qualitative diversity of the English whole class teaching

sessions observed. They ranged from a maths lesson given by Mrs Brown of St Paul’s to
her Y6 class, which had a strong resemblance to a French whole class lesson (with its
strong emphasis on teacher control and teacher instruction and the class functioning as a
collective - see Appendix 22) to an English creative writing lesson given by Mrs Gibbs to
her Y5/Y6 class at the Cotswolds (see Appendix 23). This was the only whole class
teaching lesson that took place during observation of that class and it showed more pupil
choice and control with a teacher role of stimulator and guide. The pupils comprising the
class functioned as a collection of individuals rather than a collective.

Apart from the quantitative and qualitative differences in whole class teaching
which tended to establish a stronger class unity as a collective unit in France then in
England there were several other ways in which French teachers were observed to foster

the concept of the collective.
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French values of pupil homogeneity and English values of pupil differentiation

French teachers employ the concept of the group, the collective to control the pace and
behaviour of individuals within it. By making the pupil feel that he/she is different from
the others the teacher encourages the pupil to conform. For example in order to control a
girl’s pace in CP Mme Soler of St George said:

“Tes copines .... elles étaient prétes ... dommage que toi tu n’étais pas préte.”.
In the same way in order to speed up a boy who was taking too long with his French
dictation Mme Chagnon of St Martin first addressed the pupil “Tu te remues un peu” and
then turning to the rest of the class pointed out how far behind he was “i/ est encore en
train d’écrire le titre”, and again on another day “Lui il est a la quatriéme phrase du
premier ... vous vous étes au quatrieme exercice”, a form of public humiliation in order to
make an individual pupil conform to the norm of the class. French pupils were also made
aware that they were expected to conform to the level of the year, for example, again from
a French class of Mme Chagnon’s CM2 class as she observed a new boy writing “Tu
auras besoin de t‘accélerer pour aller en Sixiéme”. The French classes observed were of
a more homogenous level than the English classes, due to French expectations of a
universal level for each Year Group and the system of year repetition to cater for
exceptions, and the French teachers capitalised on this homogeneity to control the
individual variation. By contrast the English teachers planned differentiation into their
work from the outset with the assumption of individual pupil variation. English pupils
were grouped according to the class teacher’s interpretative assessment of their ability.
This varied from a form of covert setting in Mrs Bates’s St Paul’s Y1 class, as seen in the
next excerpt from the ethnographic notes, to the overt setting in maths and English

employed in the two parallel Y5/Y6 classes at, interestingly, the same school.

Mrs Bates asks the children - “Who’s got their Mathematics head on this momning?” and calls out other
children and gives them their Maths exercise books and sometimes a text book (Some children can cope
with the text books, for others she writes sums for them to complete in their exercise books or gives them
worksheets of sums she has written. Each child ‘s work is planned for him/her. T divides the class in her
planning into three ability levels. She says she is careful to avoid the children being aware of this and uses
“mixing and matching” to avoid this. She is aware that the middle group is conscious that there are some
children who are faster than them and some that are slower.

The difference between Mrs Bates’s attempt to conceal pupil differences in achievement
and Mme Chagnon’s deliberate public statements about pupil differences also show very

different attitudes towards pupil self esteem in the two countries.
Moreover French teachers employed a further strategy of invoking pupil

friendships in order to establish group collectivity. They used the term ‘les copains’ or ‘les
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camarades’ to refer to the rest of the class (see the previous quotation from Mme Soler, St
George, CP). The use of this term conveys the assumption that all the pupils in the class
are friends and represent but one group. By treating all their pupils as friends French
teachers also had a lever with which to maintain quiet in the classroom, for example Mme
Soler admonished pupils who were making a slight noise “Ne dérangez pas les autres en

parlant trop fort”.

French classroom collectivity and French national collectivity

Reinforcing this concept of the class as one group French teachers were observed
to talk with the class as though it was one person and the class to respond in the same vein.
For example M. Pinson, in his St George CM1 class in taking a grammar class on the
difference between ‘V’adjectif épithéte et 1’adjectif qualitatif” checking the class’s
understanding asked “Vous sentez la différence?” and the pupils chorused as one “Oui”.
French children were expected to belong to this class collective. The acceptance of the
collective was often formalised by a set of rules which pupils had to sign their names to
M. Pinson of the St George CM1 class expected pupils to behave in certain way because,
“¢a fait partie du contrat de 1’école”. The important point in this statement is that the
contract is not with a particular class or even a particular school but with the system of

education, ‘L ‘école’, and thus the nation.

The meanings of collectivity in the English context

Tumning to the English classes there was much variation in the meaning and use of
the class group as a collective. Moreover the unit of the collective was often not the class
but the particular school. Mrs Bates (St Paul’s Y1) encouraged a ‘family’ unit. This was
fostered during Circle Time and for example during a ‘sitting on the carpet session’ at the
start of the day:

T takes the register by greeting each child with a ‘Good mormning’ and an individual comment. They each
reply Good morning Mrs Bates’. Some reply, ‘Good moming best teacher in the whole wide world’. When
she has finished she says, ‘Our happy family is all here’. A boy adds, ‘We’re a happy school’.

The boy’s link with a school identity is important, Mrs Bates also gave her class an
identity through the particular rituals she used, for example her way of getting the class’s
attention;

‘Right Class 3 ... can you put your pencils down and show me two empty hands?’ She holds up her own
hands to demonstrate and everyone copies except John, ‘John, I can’t see your two empty hands..” She

continues when there is silence...

or getting children to form a line and file out of the class:
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*All the children who are bunny rabbits, squirrels, badgers ... * to line up by the door’.

In contrast Mrs Brown also of St Paul’s used a more authoritarian and dominant approach
with her Y6 class but without alluding to a collective identity. At Cotswolds school Mrs
Gibbs also did little to foster a group identity, pupils tended to retain and manifest their
individual identity. It was Mrs Burton who, despite using a very English approach to
learning, presented the strongest English image of the class as a collective. A contributory
factor was her daily system of a whole class teaching session explaining and instructing the
day’s work. This was very much a shared activity with strong input from pupils with
similarities with the French approach. She also made her class feel special and different,
for example, if all pupils completed their work in any one week her reward for them was
‘to dance on the table’. She also used linguistic devices such as ritual responses from the
pupils, for example, her use of the phrase “It’s up to you”, would be completed by pupils
if she only started off with “It’s... ” Another linguistic device was ‘in class names’ such as
pupils addressing her as “Mrs Scientist’. Finally in much the same way as French teachers
use ‘repéres’ or explanatory notices around the classroom Mrs Burton used notices or
slogans such as ,’Make plans before you start’ or “Look before you leap’, in the technology
area. These were often referred to by the teacher and ritually repeated by the pupils.

In the English context the collectivity of the school was important to headteachers
and teachers, unlike in the French context. Assemblies had an important role to pay in this
concept of a collective. The values and ethos of the school were made evident in
assemblies. At Cotswolds school it was clear that a caring approach was valued, as the
headteacher said during the assembly of the 26th November 1994: “Lots of kind and
considerate people, that's what 1 would like to see in the Book of Excellence”’; also
initiative and creativity: “If anyone finds out more about the artist and the musician they
might get a sticker for showing initiative” (said by the headteacher in reference to the
music the school had heard in assembly and a painting she had showed everyone); and
individualism, as in response to a child’s comment that the Miro painting in assembly was
upside down, she said, “You can do things the way you want....the artist wanted the
picture to be that way.” Other whole school activities such as fund-raising, social events
such as weekend camping trips and sporting events contributed to the importance of the
particular school as a collective (see Appendix 24). Mrs Gibbs of Cotswolds school was
keen to convey at the school’s annual general meeting of 1994 - that everyone worked
together, that they gave children the feeling that the school was a unit, and that there was a
‘united team’, She said that you could see during ‘shared reading’ that the children felt
that they belonged to the school.
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Conclusionto 4.1, 1.
The different values and ways of ‘thinking’ underlying the different strategies used

by the English and French teachers, with regard to individualism or collectivism, is

summarised below:

English classrooms French classrooms
Individual pupil valued for his/her individuality Individual pupil is a unit of the whole
Leaming and reinforcement occur in Leamning is a shared class activity,
different social settings in the class reinforcement is an individual activity
Sharing the school ethos is important Sharing the class ethos is important
Teachers are more likely to follow individual ~ Teachers are more likely to follow the
pupil’s needs proscribed year level
Collective pressure is often avoided in order Collective pressure is frequently used to
protect individual pupils mould pupils
Individualism and creativity are encouraged Conformity and observance of rules are

encouraged

More heterogeneity in the above More homogeneity in the above

4. 1. 2. The importance of the individual

The teaching strategies of English and French teachers and the discourse they used
showed that there were underlying differences in their concepts of individualism.
English and French teachers’ pedagogic relations with individual pupls
It has already been seen that French teachers used individual pupil demonstration in order
to further the understanding of the class as a collective. It is in this sense that the French
teachers were expressing the meaning of an individual, as one unit of the whole. By
contrast the English teachers varied from Mrs Brown (St Paul’s Y6), who dealt the most
with the whole class and the least with individual pupils, to Mrs Gibbs (Cotswolds Y5/Y6)
whose approach was much more individualistic. When English teachers attended to
individual pupils they related to the pupils as individuals with different needs who were at
different levels. Communication between English teachers and pupils was carried out
privately or with a group. The English ‘individualistic’ approach can be illustrated by

notes made during a morning session (9.30-10.15) with Mrs Gibbs. The notes read:

T deals with individuals that come to her. She rarely has time to move about and check what they are all
doing.
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The only French teacher whose teaching approach showed any resemblance to the above
was Mme Soler (St George CP). Another example which shows Mrs Gibbs following the

perceived needs of the individual child concerns the handing out of homework:

Mrs Gibbs hands out sheets of spellings to be learnt. One sheet contains two differentiated groups of
words. A girl asks about the second group of words. The T replies, ‘Do you feel you would like to try
them?’. The girl is hesitant so the teacher suggests she just does the first group but that she does them very

well.

Individualism and choice in the English classroom
English pupils were also allowed to have a say in their work; their individualism,

their choices and autonomy were respected. An extreme example of this is the following
discussion which took place between Mrs Gibbs and her Y5/Y6 class on the afternoon of

the 5th November 1994:

T - ‘I'm going to ask you what you want to do?’
Ch - ‘Non fiction book’

T - ‘Any other ideas?’

Ch - ‘Art’

T - “What sort of Ant?’

Ch - ‘We want to continue our....”

Mrs Burton’s (Cotswold Y2) teaching approach was based on individual pupils choosing
the order in which they carried out the day or the week’s tasks.
There were numerous occasions when Mrs Gibbs followed the suggestions of individual

pupils, for example, during a drama rehearsal for assembly:

Children rehearse. Those watching from the benches and those providing the music suggest, ‘Why don’t we
use some of the apparatus for a well?’ and that they should add cymbals for the chorus in one of the songs.
T concurs with both suggestions. She also agrees to a boy’s suggestion that they should alter the words in
one of the scenes.

The following excerpt from the notes illustrates the responsibility given by Mrs Gibbs and

the Cotswolds school to individuals:

Friday 24th September 1.00-3,15 Partnered reading

Children leave the room to find their reading partners in other classrooms. Younger children enter the room
to meet up with their partners. Children settle down in various nooks and comners in the room, on the
balcony and in the corridor area. The teacher has left the room. It is mostly the older children who read to
the younger ones from a book selected by the younger one. A Y5 boy resists his Y2 partner’s request to
read him passages from the Bible he has brought with him ...

Individualism and creativity in the English classroom

Individualism was also positively encouraged in the English classrooms. Although

it is difficult to quantify from ethnographic notes the heading ‘Pupils encouraged to find
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individual solutions’ in Figure 9, gives an indication of the comparative incidence of

English and French teachers encouraging pupils’ individual solutions to problems.
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Figure 9 The relationship between individualism, empiricism and English pedagogy:

and the relationship between French pedagogy and intellectualism

The English teachers tried to develop individual thought and expression in their pupils.
For example Mrs Burton (Cotswold Y2), whilst making suggestions in a technology lesson
for the patterns the pupils could choose to design, said, “What I want is your pattern, not
one copied from mine. Remember it’s your design made out of your head.” Similarly
during a technology lesson where pupils were designing ramps Mrs Burton advocated
individualism: “You 've got to think about that ... everybody's will be different”. Thisis
strikingly different from the French approach to art and design where pupils often all
produced the same final product and the emphasis was on technique and presentation. The -
English approach to individual thinking was not however restricted to arts subjects. Mrs
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Burton also emphasised individual creativity in a science lesson where a collection of balls
had to be sorted into different sets: “I’'m not going to give you any ideas, I want you to
come up with your own ideas.” There were also numerous examples from St Paul’s
school of English teachers encouraging individual thinking. For example Mrs Brown
advised her Y5/Y6 class in their written descriptions of colour in a creative writing lesson:
“It would be better if you describe what you think .... It doesn’t matter what colour I call

it, it matters what colour you call it.” See also at the same school Mrs Bates’s evaluation
of children’s science work putting pictures into sets:

T moves around checking progress and comments on those that are working on the reverse side of the sheet
- ‘I can see far too many groups that are just the same as mine. I want to see your ideas, your groups.

Daniel, your groups are just the same as mine’.

Conclusionto 4. 1. 2.

The main difference between the concept of the individual in the English and French

classrooms can be summarised as:

English classrooms French classrooms
Individuals are different Individuals are units of the whole
Teachers relate to individuals and Teachers relate to the class through an
follow their needs individual

Individualism and individual thinking  Individualism is not encouraged

are encouraged

More heterogeneity of the above More homogeneity of the above

4. 2. The degree of authoritarianism in teacher control

Teacher control over pupil behaviour in English and French classrooms

Not only were French teachers more severe in their language and attitude, for

example Mme Chagnon’s class:

Teacher continues to circulate and impose control. A slight whisper is stopped by her command, ‘On se

tait’; again to two pupils trying to consult each other, ‘On se tait derrére moi’; and once more, “Stéphanie,
travaille, tais-toi’.

but also they limited their control to the area of providing an academic environment.
French pupils were mostly expected to work in silence:

T - ‘Adrien et Jérémie, vous croyez que c’est le moment de discuter?” (Mme Allard’s response to hardly

audible whisperings between two boys in her CP class doing a drawing exercise.)
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An exception was Mme Soler who was more permissive and allowed her CP pupils to
whisper as they worked “Chuchotez, si vous avez quelque chose a vous dire”. Physical
movement was restricted. Pupils in Mme Soler’s CP class had already internalised this as
the following utterance by a boy to the girl sitting beside him shows: “Meélodie, je vais le
dire a la maitresse, tu t’es levée, tu n'as pas le droit.”. French pupils were expected to
raise their hands before speaking. The CP classes showed French teachers training their
pupils in these class working methods. Mme Soler was still accepting a certain amount of
spontaneous pupil response but would also remind her pupils: “Si tu levais le doigt au
moins pour demander la parole”.

English teachers were more diverse in the degree of control they maintained and
the methods they employed to maintain it. Mrs Gibbs (Cotswold Y5/Y6) preferred a more
relaxed consensus approach. She believed that, “You 've got to meet them half way”'.

However Mrs Brown (St Paul’s Y5/Y6) favoured much tighter control:

8th June 1995 10.50-12.00 Creative writing  Two YS5/Y6 classes together

Children come in and are milling around. T threatens to remove housepoints if they do not settle down
quietly. ‘I might add that I’'m not used to being kept waiting that long’. The children are sitting down. T
rewards those that have their creative writing books ready with a house point. There is more disruption as
the rest of the children get up to fetch their books.

T - “The first thing you write down is the date and the second thing you write down is three sentences
saying how you should behave when you come into class. When you’ve done that you sit with your arms
folded.’

Ch write in almost complete silence. T then selects pupils to read out what they have written. One pupil
reads, ‘You come in and sit quietly’. T focuses on the word “quietly’ and points out that they were not

quiet. She also points out that it is 11.10 and that it is time to start the lesson.
Mrs Burton (Cotswolds Y2/Y3 used different methods to maintain control: directly,
“Don’'t you look at me like that, all grumpy and cross’, referring to individual pupils,
“Who's that coming in like that (as pupils enter the classroom noisily after break); sending
pupils out; using sarcasm, “It’s amazing, in 48 hours you can’t find 10 minutes to do
your homework’; and using humour, ‘Vanessa, are you listening, because I've got the
Jeeling that you think you 're on the beach?’ English teachers also exerted control over
wider issues to do with the whole child, for example, Mrs Brown in her frequent references
to poor posture seemed to equate bad posture with moral degeneration. Mrs Brown also

exerted control over pupil dress, as in, “James, can you tuck your shirt in please.”

Teacher control over pace, content and time in English and French classrooms

The French teachers’ relative strength over pupil pace was observed in the

frequent recommendation s to pupils to hurry up: “On attend, vite, vite Roger, Pascal et
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Jean.”. “Allez dépéches-toi, vite, vite”. “Allez bouges”( Mme Chagnon admonishing a
boy for walking too slowly to the board.) The use of the collective to regulate the pace of
individual French pupils has already been looked at. Pace was not such an issue with
English teachers because pupils were often not working at the same activity and it was
more acceptable for pupils to have a different working pace.

As has already been seen English teachers allowed more pupil control over content
and timing of work. French teachers were in almost absolute control over these areas with
only M. Pinson (St George, CM1) allowing some pupil choice over activities in the
afternoon. Change of subject matter was often introduced in the French classrooms by a
simple reference to the colour of the subject exercise book: “Nous allons reprendre le
cahier vert”. There was no room for discussion or argument. French teachers also

exerted strong control over presentation of work. The teacher’s authority was made clear
over the colour of pens:

Mme Chagnon dictating a legon to be written in the CM2 class’s “cahier de legon’. “Dans une phrase les
mots qu’on met en groupe qui répondent 4 la question qui (vous 1’écrivez en bleu) et quoi (en rouge) ont
pour fonction..... ; which line to write on, also from Mme Chagnon “Vous sautez une ligne et vous
écrivez le deuxiéme example au tableau” (With reference to this command a boy in Mme Soler’s
CP class who had not yet understood that teacher commands should be obeyed without
question asked why it was necessary to do so. Mme Soler had replied “Parce que c’est
plus propre”.);, French teachers were also severe about standards of handwriting. Mme
Chagnon criticised a CM2 boy’s work at the board in the following way: “Cest illisible,
tu écris comme un cochon” Presentation was also important to English teachers but they

achieved their aim in more subtle ways. For example, at the opposite extreme from Mme

Chagnon, Mrs Gibbs elicited good presentation by requesting that her pupils made a border
around their written work.

Negative sanctions in English and French classrooms

The comparative severity of the French teachers was also evident in their stronger
use of negative sanctions. The word ‘punition’ was often in evidence in the French
teachers’ discourse, regardless of pupil age or the severity of the offence: “Qui est-ce qui
s ‘est amusé a dessiner sur le tableau? On leur donne une punition?” (Mme Allard to her
CP class);. and regardless of location and curriculum subject: for example during tennis
coaching. The style and degree of punishment was institutionalised in the class, for
example when Mme Chagnon reminded her CM2 pupils that spelling mistakes had to be

rectified by copying out the correction 20 times, the class joined in as a chorus with her
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words “Chaque mot est a copier vingt fois”. The French teachers’ authority was
legitimised by parental authority. The French teachers were more likely than the English
parents to refer to parental authority as a threat, for example, “Tu te rappelles la fois
quand on a montré a maman” (Mme Soler to a boy who was not applying himself to his
work in her CP class), or, “Je commence d’en avoir assez de vos histoires ... encore une
fois et je vais faire un mot dans votre cahier du soir”. By contrast the English teachers
never referred to the term punishment and only Mrs Brown (St Paul’s Y5/Y6) routinely

used negative sanctions such as removal of housepoints.

The degree of teacher pupil distance in English and French classrooms

Another way in which French teachers imposed their authority and control over
pupils was in their use of public humiliation, which had an underlying message of pupil
inferiority and teacher superiority It also relates to the teachers’ use of the class as a
collective, when the class’s collective ideal norms were applied against a pupil who had
deviated form them. Assessment played a important role. For example when Aline, a girl
in Mme Chagnon’s CM2 class made several errors, Mme Chagnon publicly humiliated her
by referring to her status as a ‘redoublée’ pupil, “C ‘est une honte .. et toi qui refais un
CM2”. Mme Chagnon’s control technique often relied upon these two elements of public
humiliation, the lowering of a pupil’s status in the class’s eyes, and the contrast with
teacher superiority in terms of knowledge and the distance between French teachers and
pupils. For example the following passage from the class marking stage of a lesson on

direct and indirect objects (see Appendix 25, Ex 8),

Each sentence is checked. Pupils put up their hands to give the answers.
T queries any semantic deviance even if the sentence is syntactically correct:
“On franchit une descente”
T asks, “Tu franchis une descente toi? "
“Demain nous reprendrons notre maison™
T does not understand the meaning. The boy explains that it was rented out before and that they are getting
it back. T thinks this is too complicated:
“Boff ... tu aurais pu trouvé quelque chose de plus simple."”
“Les moutons se méfient du chien féroce.”
T criticises the semantic element here too as she was expecting the missing words to be ‘Le loup”:
“Tu sais, les chiens de berger ne sont pas trés féroces.”
She corrects a boy’s suggestion for the next sentence, he made an error in the noun ‘couragement’.;
“Nicolas a trés peur, il manque de couragement? she asks the class.

“Ton ‘couragement’ s’appelle le ‘courage’ en frangais en sixiéme”, she warns the boy.
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French teachers were also more likely to use physical force to control their pupil,
for example, Mme Soler physically pushed and pulled her CP pupils to get them into two
straight lines in the playground-at the end of break before leading them into the classroom;
and on another occasion a boy who would not return to his desk in class as directed was
bodily picked up and put there.

On the whole the English teachers had a different and less authoritarian approach
to control over pupils. The inequality in status between teacher and pupil was not so
extreme in the English classrooms. English teachers sought for and respected their
individual pupil’s opinions. The qualitative and quantitative differences in teacher control
between the two countries were due to differences in the teacher pupil relationship. English
teachers presented themselves in a more friendly image, for example, a Y6 girl was
observed buttoning up Mrs Gibbs’s cardigan whilst Mrs Gibbs was explaining some work
to her. English teachers were concerned with a more extended view of the pupil, not just
the pupil’s academic self in the classroom but his/her behaviour and him/her as an
individual, and they took more interest in the pupil outside school. For example, this

passage from Mrs Bates’s “sitting on the carpet’ session at the start of the day:

A boy tells everyone about a man he knew who has died. T shows great concern, she says:
“He's gone to live with God and you 'll have to wait a long time before you can see him again and

play with him"
T asks a girl to come up beside her and tell everyone her sad news. Her baby brother is unwell and has had
to be admitted to hospital. T suggests that during the day they all make a card for brother.

When exerting control there tended to be more reasoned argument and a moral inculcation
of the right way to do things. For example following a fairly serious incident between 2
boys in the Cotswolds Y5/Y6 class, Mrs Gibbs publicly admonished one of the boys, “Did
you go over to Tom? Did you ask him if he was hurt? ..... That’s what I'm cross about,
Yyou knocked him over and you did nothing. You know if someone takes care of you, you
Jeel better. You've upset Tom so much he's run off home. You laughed at him when you
had hurt him. That's the most cruel thing you could do”

However French teachers had two roles. They reserved their distant, superior,
authontative and pedagogic role only for the classroom, in the playground it was common

to see French teachers and pupils physically close, affectionate and friendly.

Conclusion to 4. 2.
The overall finding in the area of teacher authoritarianism was that French

teachers on the whole were more authoritarian and exerted stronger control over their

pupils than did the English teachers. Figure 10 shows that Mme Chagnon, Mme Allard and

139



Mme Pinson consistently operated a stronger system of control over pupil behaviour, pupil
mobility, pupils” working pace, pupils’ working time and content and punishment.
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Figure 10 English and French teachers'’ use of authority and control

Three out of the four French teachers also presented a more authoritarian image and were
more likely to use public ridicule as a method for maintaining control. The English
teachers Mrs Burton, Gibbs and Mrs Bates exerted less control in the above areas and
were more likely to present a ‘friendly’ image. One English teacher, Mrs Brown, and one

French teacher, Mme Soler showed control characteristics which overlapped with those of
the other country.
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4. 3. Rationalism versus empiricism and the relative dominance of the teacher in

teaching and learning

‘Finding out’ in English learning

An attempt has been made to quantify the extent to which the English teachers
observed, encouraged their pupils to learn through empiricism or by ‘finding out’, see the
heading ‘Pupils learning by finding out’ in Figure 9, p. 136. The ethnographic notes reveal
English teacher discourse which either explicitly required pupils to “find out’, or it did so
implicitly, for example, a science lesson with Mrs Bates and her Y1 class:

"You will find pictures on the other side of the sheet of things that are alive and you have to decide what
groups to put them in. They could all be things that fly or things that don't fly. You'll have to draw a line
around a group to make set.” T demonstrates what she means. “Let me think ... my groups are going to be
things that fly so the things that don 't fly are not included in my ring"”. T draws a line around a group of

pictures. “You could make a group of things that are insects. If you're not sure if something is not an

insect you could go to the infant library and find a book.” A pupil asks, “Could we ask you?"”. T replies,
“Yes, you could ask me.?"

The above example is typical of this English characteristic of learning. Pupils are

encouraged to think for themselves, use resources and use the knowledge they have already

acquired form outside the classroom.

With the above view of learning the teacher’s role becomes more one of ‘telling’
and ‘demonstrating’ and facilitating learning rather than direct and more intrusive
scaffolding. However there was much variety in the English teachers” approach . Mrs
Gibbs also adopted a more non-directional role with her Y5/Y6 class and tended not to
impose her ideas but to elicit ideas from pupils in order to “pool’ them together. Mrs
Brown used strong scaffolding and ‘led’ her pupils’ understanding forward, for example:
Top set maths 24th May 1995  11.00-12.00

T introduces the topic. She tells the children that the skill of estimation is an important one. The children

have been doing multiplication. She demonstrates on the blackboard that if they have a calculation of
46.3

X 367

it is important to work out in written form a rough answer first to have an idea of what the answer should

be. She writes up the sum 39 She asks the children to work out in their heads a rough answer. She
elicits the

X 6
process of how they will do this. A girl volunteers that they should make 39 into 40. A boy then suggests
that they multiply 4 by 6 and add a zero.

T demonstrates ‘rounding up’ and ‘rounding down’.

She writes up the sum  73.2 and elicits from the children that 73.6 should be rounded up to 74. They
practise

X 42
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a few more examples in this way.

But even Mrs Bates used the English empiricist approach to learning in other subjects. A
science lesson was observed where Y5/Y6 pupils had to measure the rate of flow of a given
amount of water through different soils: sand, earth and gravel. As Mrs Bates explained to
me, her pupils bad “to find out what I want them to find out”. A boy who was carrying
out the experiment was heard to say “There's so much to think about”, and, “This isn't
accurate,”, and clearly he was learning through empiricism. Mrs Burton (Cotswolds
Y2/Y3) could also use strong scaffolding but in a more individualistic approach, for
example the following science lesson, which also illustrates learning through ‘finding out’
and ‘doing’.

Ch go to Buffer Room to watch programme on “Pushing and Pulling”. After the programme T makes the ch
sit in an oval - this requires an explanation and some moving about. T places a large cardboard box in the
middle. She chooses a volunteer to push it when it is empty, then with one child in it then with two
children in it. Another child carries out the same experiment. T establishes from the ch that it is gets more

difficult to push with each additional ch. She asks them why they think this is. A boy replies - “The box is
sticking more to the floor”. (The ch are enjoying it very much and are very keen to suggest reasons and
present themselves as volunteers.
T suggests they try and see if pulling makes a difference. She ties a rope around the box and they repeat the
experiment. Ch come up with a variety of hypotheses -

“It’s harder with the rope™.

“If you’re further from the box you can get a better pull”.
T suggests they try to pull the box first with David in it on the floor and then on a plastic sheet. She asks
them why they think it is easier on a plastic sheet. A boy replies - “Because the plastic is smooth”, T
explains ‘friction” and reminds them of the programme they saw. She checks if they know why they always
ask David to stay in the box and don’t choose a different boy. She gets the answer she wants of him being
the same weight. She asks what else they could use to make the box move more easily. A boy suggests
wheels. She says she happens to have Some and to the ch’s delight produces a trolley. The experiment is
repeated and a boy concludes - “Wheels help it move because they rotate”. T points out that “friction’ is
involved - “Look at the area of the wheels that are touching the floor”.
T takes ch back to the classroom.

‘Notion’ in French leaming

By contrast the French teachers played a more dominant role in their pupils’
learning and learning was more abstract and theoretical. It could be said that the learning
climate in the French classroom was more intellectual and more rational. This French
approach contained a number of specific elements. Firstly the French teachers made it
clear to their pupils that in any lesson there was a ‘notion’ or concept to be understood.
For example in the following introduction to Mme Chagnon’ maths to her CM2 class on
proportionality:
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T discusses with pupil contributions the concept behind the mathematical situation of one loaf costing 3F
and four loaves costing 12F, She leads into this pointing out that “Le nombre de pains influe sur le prix du
pain......le prix du pain reste fixe”. She tells them that this is called “Une situation de proportionnalité”.

T asks children for the meaning of “proportion”. As they cannot reply she asks them to look up the word in
a dictionary and write down what they have found. Children move to back to select a dictionary or take one
from their bags by their chairs.

Children elect to read out the different definitions they have found. T asks them which is the word which
is common to these different definitions. She elicits the word “rapport” from the children and summarises
for them - “Le lien entre deux choses s’appelle le rapport. Tant qu’il y a ce rapport on aura a faire 4 une
situation de proportionnalité....C’est ¢a que je veux que vous comprenez et vous le verrez dans les

exercises qui suivent......Les rapports des deux o autres parties entre elles”.
French teachers often introduced the ‘notion’ to be understood by the simple expedient of

writing it up as a title on the board, for example M Pinson introduced a French lesson in
the following way:

“On arréte la, ¢a va, on attaque, c'est 10.15. On passe tout de suite a la grammaire”. There is almost

complete silence as he writes up the date, ‘Grammaire’ and ‘L’attribut du sujet’.

Thus the French teachers conveyed to their pupils that at the heart of every lesson lay a
concept or building block of learning. It was given a term, a ‘legon’, which could often be
reduced to a phrase and committed to memory. For example in M Pinson’s lesson on ‘Les
compléments circonstanciels’ he used three children to represent three clauses in a
sentence, ‘En arrivant au bord de I’eau’, ‘J’apergus un gargon’, ‘Au milieu d’un gouffre’.
In an empirical demonstration of an abstract concept he asked the three pupils to change
their order or leave the sentence, in order to arrive at the conclusion, “Les deux
compléments peuvent se déplacer et étre éliminés.. 1l s'appellent le complément non

essentiel ou le complément circonstanciel. C'est ¢a la legon d’aujourd’hui.”

Structure in French leaming

Secondly all the French teachers emphasised the structural aspcct of learning. Structure
existed in the presentation of learning as a progression from simple to complex and
concrete to symbolic. As an illustration of the former M Pinson’s lesson on ‘Les
compléments circonstanciels’ developed from previous lessons in his year and from
preceding years on ‘La phrase minimale’, which he explicitly referred to. Learning was
presented in a logical sequence of progressively more difficult building blocks (the contents
pages of the French grammar text books (Dupré 1988) covering the five years of French
primary school also make this progression clear). As an illustration of the latter Mme

Allard’s previously presented maths lesson on the concepts of ‘smaller than, the same as,

143



greater than’ moved rapidly from the concrete of magnetic counters, to verbalisation and

mathematical symbols.

Method in French leamning

The importance of structure was also seen in the French teachers’ transmission to
pupils of specific methods of analysis. An attempt was made to convey the French
teachers’ greater use of system and method in pupil learning (see Figure 9, p. 136, heading
‘Pupils learning by system and method’). For example Mme Chagnon was observed to
take through and remind her CM2 pupils of the required method of grammatical analysis to

arrive at correct spellings in a dictation:
T - Qu’est-ce qu’on fait?
Children together - On trouve les verbes. On souligne les verbes conjugués en gris.

T - Etpuis....?
C - On trouve les temps de la phrase
T - Etapreés...?

C - On cherche le sujet.
T - Comment on trouve le sujet?
C - On pose la question qui est-ce qui.
T - Et puis qu’est-ce qu’on fait?
C - On verifie que c’est juste.
T - Qu’est —ce qu’on cherche aprés?
C - Les adjectifs qualificatifs.
T - Qu’estce qu’ils nous dissent?
Cand T - Comment est le nom.
Cand T - On les entoure
T - On entoure et on vérifie le genre et le nombre
T - Et aprés les adjectifs qualificatifs?
C - Lesregles d’orthographe.
Children write over their dictation in pencil. They link verbs with subjects and write masculine plural, etc.
by the nouns and the adjectives. T moves around the class checking the work. She questions a boy’s work.
He has correctly identified that the subject of the verb ‘donner’ is “les grandes personnes” and that it is

‘elles’ but has written down “donnerons”.

The importance of following a taught method and not an pupil individual strategy was also
seen in Mme Chagnon’s rejection of a CM2 boy’s method of calculating the price of 15
loaves of bread, where each cost 3F, by adding the price of 10 loaves to the price of 5

loaves in his head, as the aim of the lesson had been to use the ‘tableau de

proportionnalité’:

X3
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Nombre de pains Prix en francs

1 3
4 12
10 30

The required method was to add up the price of one loaf, four loaves and 10 loaves. The
implication in these two examples is that French pupils are required to follow one taught
strategy and that there can only be one answer.

Logic in French learni
The importance of structure also lay behind the French teachers’ appeal to logic

and reason in their teaching. For example Mme Soler asked her CP pupils who had
completed the maths exercise below:

1 calcule de deux fagons le nombre de blocs.

Figure 11 Excercise in addition

“Est-ce qu'il vous semble logique que le nombre soit pareil si on les compte en lignes ou
en colonnes?"”

M Pinson was heard on several occasions to refer to underlying logic and rationalism: “Il y
a une logique de progression” (referring to methods of analysis which should proceed
from asking general questions to specific questions). He also made the comment to his
CM1 class that “Nous sommes le fruit de certains logiques. Il y a un ordre” when

describing the social and moral constraints of individuals.
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To introduce the inherent structuralism of learning the French CP teachers often
used the concept of a game, with accompanying rules. This has already been seen in Mme
Allard’s allusion to a game with the mathematical duck. The St George CP teacher also
often introduced maths and French lessons with “On va faire un jeu, on va s ‘amuser a
.... . The presentation of learning as a game enabled the teachers not only to motivated
their pupils but to introduce the idea of rules, that some things were allowed, but some
were not allowed, e.g. ‘<’ and “>.” could nor be used together, ‘=* had to be used. It also
gave the teachers the opportunity of explaining the idea of ‘learning traps’, for example
Mme Soler gave a CP reading lesson that was an embryonic study of word classes. Pupils
had to complete sentences using a selection of words (nouns, determiners and nouns, and
adjectives) on the board. In the sentence ‘Maman fait un ——- au chocolat’, the pupils
were warned “Attention au piége” as they had to select the word ‘gateau’ and the not the
determiner plus noun sequence on the board of ‘le gateau’. by CM1 French pupils had
internalised the rule bound nature of learning as the following passage from M Pinson’s

class shows:

*Je vous demande de faire une phrase minimale. C'est & dire d'enlever tout ce qui est superflu. Je vous

donne une minute et demie.” One child asks, “Est-ce qu ‘on a le droit d ‘ajouter quelque chose ..

The phrase ‘avorr le droit de” was very common in French teacher discourse. It was a
reference to more than the teacher’s control over the pupils. It referred to the logic and the
rules behind an abstract concept, for example M Pinson in presenting the concept of
fractions and the possibility of dividing a rectangle into tenths, thirds, etc. said, “J'ai le
droit de continuer, je pourrais aller a l'infini.” In all the above examples of French
teachers using structure, and encouraging abstract thinking in their pupils, their dominant

and authoritarian position has been in evidence.

Structure method and logic in the English classrooms

Structure, method and logic was less important to English teachers. Perhaps the
disadvantage was that learning lacked sequence and development. The English teachers
with their relative emphasis on empiricism in learning also tended by comparison with the
French teachers to inadvertently downgrade the cognitive and intellectual elements of
learning. This has been pictorially summarised in the heading ‘Teacher emphasis on pupil
thinking’, Figure 9, p. 134. The notable exception among the English teachers was Mrs
Burton. In many ways Mrs Burton proved to be both an exception and an exceptional
teacher. She married together in her own individualistic style some of the merits of each

educational system. She treated her class as a collective and yet prioritised individualism,
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giving pupils choice and responsibility and encouraging individual creativity. She had a
dominant role in the classroom and in her ability to pass on clear methods of learning,
whilst at the same time allowing pupils to follow their own methods, she combined some of
the ‘closed’ aspects of the French system and the ‘open’ aspects of the English system.
Her approach to leaming was strongly empirical but also emphasised cognition. It is this
last aspect which needs to be looked at now. Mrs Burton encouraged her Y2/Y3 pupils to
think. The already presented science lesson on ‘pushing and pulling” demonstrates this
She also explicitly made reference to pupils’ cognition, for example in a technology lesson
where pupils had to design a structure on their ramps that would cause cars to change
direction, she said, “You 've got to think about that ... everybody’s will be different. First
you 've got to draw a plan. You ve got to think ahead before you do something. There
could be 25 different ways of doing it.” In response to a pupil’s question of whether they
could ask her, she replied, “No, you 've got to ask your head”. As she explained to her
pupils on another occasion, “IfI told you the answers to everything you wouldn 't know
how to think. My job is to teach you to think for yourselves. You need to learn to think.
That’s what you come to school for..... You've all got lovely brains.” (even her voiced

expectations about pupil egalitarian ability resembled French values).

Conclusion to 4. 3.
The main differences between the English and French teachers’ approach to their

teaching and the pupils’ learning can be summarised in the following table:

English classrooms French classrooms

Less teacher dominance, pupils expected to Strong teacher scaffolding

‘find out’ from other resources than teacher around a ‘legon’.

Empbhasis on learning through ‘doing’ Emphasis on ‘thinking’

Little structure and sequence in teaching and Importance in learning of

learning structure, simple to complex
Importance in learning of logic,
method and rules

More heterogeneity in above More homogeneity in above

Two other major differences between the English and the French teachers’

approach to learning, which has already been discussed and which are not associated with
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rationalism or empiricism were, in the French context, the process of learning which moves

from the social to the individual, and the use of error analysis as a teaching strategy.

4. 4. The relative use of the carrot and the stick in pupil motivation by English and
French teachers
Values about making learning interesting in English classrooms

Looking first at the English classrooms English teachers were observed to put in
considerable effort to make the subject matter intrinsically interesting to pupils. Mrs
Gibbs provided stimulating experiences to her Y5/Y6 pupils working on their topic of The
Tudors. These included a TV programme on the Tudors, a museum visit, a visit to the
school by a Tudor music group and a computer game about the Tudors. Mrs Bates was
also observed to emphasise pupil interest as an introduction to a task. She was heard to
explicitly refer to this characteristically English value of intrinsic interest in subject matter,
for example in one of her ‘sitting on the carpet’ sessions with her Y1 class a girl recounted
her weekend trip to a museum and the model of a dinosaur she had seen there. Mrs Bates

asked her, “And was it very very interesting? ”

Values about contextualising tasks in English classrooms
English teachers were also observed to motivate pupils by presenting the practical

use and relevance of tasks. For example Mrs Bates used the forthcoming visit by the local
playgroup as a stimulus for creative writing. The Y1 pupils were to read out their stories
to the visitors. Similarly Mrs Burton made ‘writing’ a useful activity by setting up a pen
pal link with a Bristol school. Although it was difficult to observe, and not clearly stated,
the English teachers may also have gone to more efforts than the French teachers to present
a ‘friendly’ image and to make their pupils like them, in order to motivate them to work.
As the mother of one of Mrs Gibbs Y5 boys observed to me “He would do anything for

2

her”.

Values about learning in French classrooms

The French teachers of the younger classes also sought to motivate their pupils by
presenting the work as enjoyable and intrinsically interesting. But for the CM1 and CM2
pupils the main motivation seemed to be a tacit understanding that pupils should be
interested in learning. Value placed on learning, not learning about the subject matter, but
the process of learning, the pleasure of intellectualism. The teachers presented themselves

as aids or mediators in their pupils’ learning, for example M Pinson says to Elise who is

148



having difficulty in understanding the maths lesson, “Passe au tableau, tu vems ce n'est
pas difficile, je t'aiderai”. The French teachers presented themselves as pedagogues
whose function was to help pupils by simplifying the work and whose final aim was for all
their pupils to succeed. When Mme Allard’s class commented at the end of a maths
lesson which most of the pupils seemed to have understood, “Tu es une championne "and
she replied, “C ‘est peut-étre parce que j'ai bien expliqué’ there was an understanding that
she has fulfilled the requirements of her teaching role.

ic in English h ¢l
Both English and French teachers implied that work was sometimes difficult and
that it required effort, though the French teachers on the whole made more reference to a
work ethic and placed more emphasis on the seriousness and value of work. This is shown

graphically in Figure 12 below.
Il
I U h
Emphasis
on work
ethic
English EdMrs Burton, Cotswolds School, Y2
Teach Mrs Gibbs, Cotswolds School, Y6
chers DOMrs Brown, St Paul, Y6
&3 Mrs Bates, St Paul, Y1
Il Mme Chagnon, St Martin, CM2
French EMme Allard, St Martin, CP
Teac M. Pinson, St George, CM1
hers M Mme Soler, St George, CP

Figure 12 Encouragement of a work ethic in English and French teacher discourse
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An example of the French teachers’” insistence on a work ethic is Mme Chagnon’s

outburst during a grammar lesson, “Mais vous les posez les questions? C ‘est trop
Jatiguant de les poser?”.

Assessment values in English and French classrooms

Where there was considerable difference between the English and French teachers
was in the area of positive or negative assessment. The English teachers tended to favour
positive encouragement. The French teachers made more use of negative sanctions. They
did not refrain from giving extremely low marks or disparaging comments, of the “tu es
nul” type. The French teachers did not seem to share the English teachers’ assumption that
negative assessment would de-motivate pupils. The motivation was understood to come
from elsewhere, ‘elsewhere’ being, this study would argue, the national cultural context.
Poor results were a straightforward result of a pupil’s lack of effort and an indication to
him/her on how he/she should improve. Some examples of the use of the collective to
sanction poor assessment results have already been seen as has the use of public
humiliation and punishment. Fear, the fear of teacher and parental anger at low marks,
also had a stronger part to play in the French classrooms than in the English classrooms.
The St George CM1 teacher M Pinson, who was interested in my work discussed
motivation with his pupils. Concluding from their suggestions which were all concerned
with fear of punishment he said to them, “C ‘est donc un pays qui avance avec la peur.

S'il n’y a pas de peur vous n'avancez pas?"”

4.5. Conclusion to Chapter 4

Observation of classroom practice and teacher discourse in the eight classrooms of
the sample revealed both similarities and differences between English and French
classroom contexts. In both contexts there was a scale of degree to which classrooms
exhibited values about individualism or collectivism, values about authoritarianism, values
about empiricism or intellectualism, and values about motivation. Nevertheless English
classrooms were more likely to embody individualistic and empirical values about leaming,
with weaker teacher authoritarianism and they were more likely to have a particular
concept of motivation. Whereas French classrooms were more likely to exhibit stronger
collectivist and intellectual values, stronger teacher authoritarianism, and motivation by
intellectual interest. Due to the relative degree of incidence of these values there was some

overlap between English and French classrooms. Thus it was not uncommon for English
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classrooms to occasionally exemplify values usually associated with French classrooms,
and vice versa. Although there was this diversity in both English and French contexts,
there was more diversity in the English classrooms than in the French.

It is argued that the values identified in English and French classrooms are related
to teachers’ conscious and unconscious ‘ways of thinking’, which are themselves related to
the values of the national context (as identified in Chapter Three). This suggests the
existence of cognitive social constructs in national contexts. Could these then affect
learning? Chapter Five sets out to explore pupil attitude to learning in England and France

and the extent to which pupil attitude is affected by underlying national values.
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Part _Three

Learning: The existence of socio-cognitive constructs in pupil perceptions and
pupil performance in two empirical studies
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Chapter Five
A comparative analysis of the existence of national socio-cognitive constructs

in pupil perceptions about school and their role in pupil motivation

This chapter looks at the findings from the empirical data of pupil interviews. It
is argued that within each country pupil responses were very similar. Furthermore the
responses of most of the English pupils contrasted with those of most of the French
pupils" . This suggested that pupils within a country shared common concepts or ‘ways
of thinking’ about schooling which differed from one country to the other. The Oxford
English dictionary defines a concept as “an idea of a class of object”. The meaning of
‘concept’ is thus very close to the meaning of the term cognitive construct given in
Section 1. 3. It is put forward in this chapter that pupils have socio-cognitive constructs.
These function at the level of the individual but, as the chapter will bring out, they reflect
the socio-cognitive constructs of the country in which pupils are experiencing schooling.

Pupil perceptions are an important window into pupil learning as they inform our
understanding of pupil motivation. Pupils ascribe meaning to their schooling on the basis
of the cultural environment and the classroom environment which they experience.
Previous work in the English and French context has tended to focus on one or two areas
of pupil perspectives: feedback (Caffyn 1989), learning (Cooper and McIntyre 1994,
Carré and Head 1974, Harris and Ruddock 1994), attitude to and expectations of school
(Ainley and Bourke 1992, Cullingford 1985, Cullingford 1991, Keys and Fernandes
1993, Institut Louis-Harris* 1990, Mortimore et al 1988, Powell 1985, Tizard et al 1988,
White and Brockington 1983, Williams and Batten 1981), attitude to work (Blatchford
1992, Cullingford 1988, Roberts and Dolan 1989), pupil values and incentives
(Branwhite 1988), pupil attitudes to maths, science, economics (Foxman 1991, Scott-
Hodgetts 1992, Foxman 1992, Mercer 1988), attitudes to teachers (Gilly 1980, Nash
1976, Open University 1992), transfer to secondary school (Measor and Woods 1984).

A more holistic approach to pupil experience is favoured here, which resembles that of
Woods (1990), and the two French researchers: Charlot (1992) and Dubet (1996). The
aim is to capture and depict the web of English and French pupils’ socio-cognitive
constructs as a whole.

It is argued that pupil perceptions of schooling relate to the cultural setting of the
national context. Other studies, which are reviewed below, suggest that in comparison
with pupils from other countries, English pupils are more likely to associate and value

individualism and enjoyment with school, to link success to ability more than to effort, to

4 The findings presented here, were originally reported in a British Educational Research Association
conference paper (Planel 1994) and two publications (Planel 1996 and 1997), see Appendix 2, Nos. 2 and 1
“ A rare example of French research into the primary pupil perspective.
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rate achievement as less important, to have a higher level of self esteem, to have a more
negative view of school and most importantly that English pupils place less value on
learning. Thus comparisons between pupil perspectives in England and Japan has
suggested, for example, that in comparison with Japanese pupils, English pupils were
more extrinsically motivated and that their values were more negative, more related to
social class and natural ability (Simmons and Wade 1988, IDS 1987, McPake 1995).
Comparison between English and Hungarian pupil perceptions had suggested that English
pupils were more motivated by careers, that they had a more surface approach to learning
and were more negative about school (Entwhistle and Kozeki 1985). Comparisons
between English pupils and pupils from five European countries had also found that
English pupils were more preoccupied with social class and aspects of individualism
(Simmons and Wade 1985). Pupil perceptions of Hong Kong Chinese immigrants in
England suggested that work and achievement were more highly valued in Hong Kong
than in England (Klein 1997). Studies of Chinese American pupil perceptions (Siu 1992)
also showed a contrast between the Chinese value placed on learning and the anti
intellectualism mentality of American high schools, which had originally been identified
some thirty years before (Coleman 1961). Comparisons between Russian and English
pupils suggested that a higher value was placed on learning rather than gaining
qualifications in Russia and that Russian pupils unjustifiably rated their abilities lower,
they saw effort as more important and were more positive about school (Stewart-Smith
1996). Work by Oettingen et al (1994) on the pupil perceptions of East and West Berlin
has indicated that it is a Western tendency to encourage high esteem when achievement is
low. Thus it is well established that national context has a role to play in pupil
perceptions. The approach to the study of pupil perceptions used here is that, in order to
explore the effect of what pupils think, on how they learn, pupil perceptions need to be
looked at comparatively and they need to be contextualised.

The context of English and French pupils’ learning experience has been described
in Chapter Four. Cultural values embedded in classroom processes were related to the
wider context of the two respective countries. As a comparative study between two
countries, differences between countries were presented in pairs of contrasting values but
within each country the context was seen to be made up of a network of inter-related
themes, a mutually supporting web. To what extent are the cultural values identified in
the context visible in pupil perceptions? What role might they play in pupils’ motivation
to learn? These questions lie behind the presentation of pupil responses in this chapter
but they will be answered later in Chapter Seven.

No systematic analysis was carried out on the degree to which the perceptions of
pupils in any particular class matched the characteristics of the class teacher. This would
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have been a research study in itself and was beyond the aims of this study. However it
was clear that the responses of pupils in Mrs Gibbs’s class (the teacher in England who
most encouraged individual and empirical thinking) were particularly individualistic,
uninhibited and critical of their school experience. At the opposite extreme in terms of
teaching characteristics, Mme Chagnon’s pupils’ responses in France provided some of
the strongest examples of pupil conformity and passivity. This suggests that pupils’
understanding of their school experience was affected by the classroom strategies of
individual teachers as well as the national context itself.

This chapter sets out to describe English and French pupils’ cognitive constructs
of their school experience. Pupils had constructed definitions and concepts from their
experiences both at school and out of school. School experience was made meaningful
by the pupils’ interpretation of it through the pupils’ immediate social context. Ideas
were then conceptually organised. Analysis of pupil responses in the group interviews
revealed these underlying constructs. The socio-cognitive constructs which will be
explored are those of: the function of school (5. 1.), school work (5. 2), pupil control (5.
3), teachers (5. 4), the learning process (5. 5.), assessment (5. 6), the parental role (5. 7.),
the peer group (5. 8). The chapter concludes by attempting to put together contrasting

English and French pupil cognitive maps of school experience.

5.1. English and French pupil constructs of the function of school

The research literature in comparative English French pupil perspectives shows
that French pupils had a more restricted and career orientated perception of the function
of school. The QUEST project found that a greater emphasis is placed on learning in the
French context (more French pupils disagreed with the statements: ‘I don’t learn very
much at school’ and more French pupils agreed with the statement ‘I really enjoy most
lessons’ and ‘It’s important for me to do well’). Triangulation of the latter is more
difficult to assess as existing research uses different instruments and samples. However
looking first at the function of school in the two countries, the literature would suggest
that most English pupils are very motivated by jobs but that French pupils are even more
motivated by them. A direct link between working at school and getting a job was made
by 100% of pupils in Cullingford’s 1985 study, 96% in Roberts and Dolan’s 1989 study
but only 53% in Blatchford’s 1992 study. Problems of comparability are exacerbated by
social class considerations of the samples used. Charlot, Bautier and Rochex (1992) point
out in the French context the higher association between school and jobs in working class
French pupils than middle class pupils who have amore cognitive approach.
Nevertheless the literature would suggest that not only were French pupils more

motivated by the learning function of school, they were also more motivated by the

155



school’s function in their career (77% of QUEST French pupils, out of a sample of 405
French primary pupils and 452 English primary pupils, strongly agreed with the statement
‘School work helps you to get a job’ compared to 48% of English pupils (Osborn 1997).
There is also evidence that qualifications are more valued in the French context (Hollen
Lees 1994).

In this study pupil responses to the questions “What do you think school is for?”
and “Why do you come to school?” showed that English and French pupils had different
concepts about ‘school’. French pupils had a clearer instrumental perception of school.
Although pupils from both countries primarily associated school with learning and
working, and thought that schooling would eventually lead to a career, the French pupils
made stronger associations between these two than did the English pupils . Figure 13
shows that out of a total of 184 English pupil responses to the above questions 58.6%,
referred to the learning and working function of school compared to 68.4% of French
responses (out of a total of 165 responses). French pupils came to school with the
acceptance that its main function was an instructional one, as a CM2 pupil at St Martin
put it, “L’école c’est pour nous instruire”. They had lower expectations than English
pupils that it would be an enjoyable or ‘fun’ experience (no French pupil responses
referred to an element of enjoyment whereas 6.5% of English pupil responses did do so).
French pupils were more motivated towards school because they saw its long term job
implications (6.2% of English responses contained a reference to a job or career
compared to 16.5% of French responses. Even some of the youngest French pupils made
this connection between school and their future prospects, “On gagne plus de sous si on
reste plus longtemps a I'école” (CP boy from St George). School was also perceived by
some French pupils as having an instrumental role in helping children to grow up and
become adults. Thus French pupils had a clearer understanding of the relationship
between school and adult life.

French pupils had a more restricted view of school which was associated with its
instructional role. Figure 13 shows that apart from the learning and working, and career
function of school (and the social function which interestingly at 6.1% was exactly the
same for English and French pupils) the further 6 French categories which arose showed

only minor significance.
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Figure 13 Percentage of pupil responses suggesting categories in response to the
question, ‘What do you think school is for?' and ‘Why do you come to school?’

In contrast the English pupil responses showed a less clear learning and working function
of school and more diversity in the 9 further minor categories. The more English

school’s functions of teaching pupils to behave (for example, “It teaches you table
manners,” girl, Y5/Y6 Cotswolds), of how to avoid boredom ( “If you were stuck at home
it would be a bit boring” Y5/Y6 St Paul’s) , its role in providing child care (“It’s for
looking after children” Y2/Y3 Cotswolds) and its more negatively perceived function
("It ’s to get you out of your mum's way” Y5/Y6 Cotswolds) showed that English pupils
had a more extended perception of their school’s function which concerned the child

both at school and at home.

Although pupils were not specifically asked the degree to which they enjoyed
school or not there is some evidence to suggest that French pupils were more positive
about school. For example when pupils were asked what they most enjoyed about school
(Question A1, 2), more English pupils gave responses which conveyed their negativism:
“I like the end of school”, “The enjoyment of going home” (Y5/Y6 St Paul’s).
Previous research in English schools shows approximately half of pupils enjoying school
(42% of Blatchford’s 1992 study found school mostly interesting, 43% of Tizzard’s 1988
study), but ‘boredom’ was reported to occur both at home and at school (Cullingford
1991, Blatchford 1992, Tizzard 1988). French research on French pupil satisfaction
indicates greater pupil satisfaction. 81% of primary pupils were reported to be happy at
school (Institut Louis-Harris 1990) and the QUEST project (Broadfoot 2000) reported
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46% of French pupils strongly agreeing with the statement ‘I like being at school’
compared to 20% of English pupils., The QUEST project report also indicated that
English pupils perceived school to be more boring than did French pupils (56% of French
pupils strongly disagreed with the statement that ‘School is bing’ compared to 26% of
English pupils). Both English and French sources cite that pupil satisfaction with school
decreases with age (Institut Louis-Harris 1990, Keys 1993).

Furthermore despite variation between classes in this study in the English
context, which reflects the diversity of the English classroom context and the national
value of diversity, English pupils made more claims that they were bored at school than
did French pupils. This was perhaps because their higher expectations of enjoyment were
more difficult to meet and because their motivation was not so restricted to the
instructional function of school. More English pupils, particularly at St Paul’s, claimed
that the work ( “Most of the work is boring except art” Y5/Y6 St Paul’s) and the teachers
(“When the teachers keep rabbiting on” Y5/Y6 St Paul’s) were boring and that they were
often unoccupied, (“You re sat there not knowing what to do” Y5/Y6 St Paul’s).

French pupils claimed that they were too busy to be bored, “On s ‘ennuie jamais,
on a toujours du travail” (CP St Martin), “Avec la maitresse on a pas le temps de
s ‘ennuyer” (CM2 St Martin). As one pupil from CM1 St George put it, “A /'école on ne
doit pas s ‘ennuyer - on a du travail”. Perhaps because the most common French
definition of boredom was lack of work, “Quand on ne sait pas que faire” French pupils
also claimed that they were bored when the teacher was absent. Work itself in the French
classrooms could be boring if it was too difficult, if there was too much repetition, or if
pupils had to sit and listen too long or copy too much from the board.

5.2. English and French pupil constructs of school work

Not only were French pupils more motivated towards work because in their
conceptual scheme they were more likely to see it as the main function of school but
their concept of the term ‘work’ differed in content and clarity from that of English
pupils. Figure 14 shows that both sets of pupils described work as something that
involved learning or thinking.
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Useful

Marked Boring

Independent Fun

Long and difficult

Teacher control

Involves effort

Involves learning and/or thinking

French pupils English pupils

Figure 14 Categories used by English and French pupils in their definitions of ‘work’

For example, “Thinking can be working” (Y2/Y3 Cotswolds), and “L ‘ordinateur c'est du
travail parce que c’est pour évoluer notre téte” (CM2 St Martin). Work was thought by
both English and French pupils to be long and difficult, for example, “Work on beans and
trees is work because it's really hard for you” (Y1 St Paul’s), and “C’est du travail
quand ¢a plus de temps” (CP St Martin). For both sets of pupils work involved effort, for
example, “Painting is work when it’s hard” (Y5/Y6 Cotswolds), and “Dessiner ¢ ’est pas
du travail parce que des fois c'est facile” (CP St Martin). English and French pupils
thought that work was controlled by the teacher, for example, “Sand and water are not
work except if you have to do something” (Y2/Y3 Cotswolds), and “Les jeux, c’est
différent, on peut faire ce qu'on veut” (CM2 St Martin). However the French pupils used
three other concepts which helped them to classify activities more clearly as work or non
work. They used the criteria of independent working to distinguish work from a game,
“On peut se mettre a deux pour les jeux” (CM2 St Martin). A further criteria of work
was that it was always assessed, “Si ¢ 'est noté ¢ 'est du travail” (CM2 St Martin).

Thirdly and most significantly an activity was defined as work if it fulfilled the criteria of
usefulness. ‘Usefulness’ itself was a concept peculiar to French pupils. It was associated

with the restricted school domain of learning, progress through school and an eventual
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career beyond. Thus a pupil in CM1 St Martin defined listening to the teacher as work on
the basis of its usefulness to his learning, “Ecouter le mafitre c’est du travail, on apprend
des choses qui nous aideront dans notre travail”. The same concept of usefulness re-
occurred in French pupils’ reflections about their experience, “C‘est bien, j'arrive &
suivre maintenant”, “On peut mieux apprendre”. Some of the French CM1 and CM2
pupils also cited their CP year as their preferred year on the basis of this concept of
usefulness, “Parce qu’on a appris a lire et a écrire, ¢ 'était le plus important” (CM2 St
Martin) and “Le CP parce que je travaillais mieux” (CM1 St George).

The English pupils’ concept of the term work was less clear because the two
concepts of boredom and enjoyment, which they associated with work, resulted in a less
strong classification between work and non-work activities. There was considerable
diversity in the English pupils’ constructs, again reflecting the national value of diversity.
Some pupils expected work to lack enjoyment, “Work is supposed to be boring” (Y5/Y6
Cotswolds). Other English pupils (even pupils in the same class) expected work to be
enjoyable, “Most work’s fun” (Y5/Y6 St Paul’s). Sometimes discussions arose between
English pupils because individuals held conflicting concepts, for example,

- “Music isn't work it’s just fun.”

- “No, it’s sort of work because you 're learning.” (Two Y1 pupils from St
Paul’s)

Sometimes the classificatory conflict could be seen within an individual, for example,

“Betsy (Tudor computer game) isn 't work ..... well, it is a bit of work but it is
fun”.  (Y5/Y6 Cotswolds)

In order to resolve the conflict which some English pupils felt between work and
enjoyment some pupils in both English schools had constructed a further category of ‘fun
work’ or ‘fun job’, for example, “Painting is fun work,” Y5/Y6 St Paul’s

French pupils with their stronger classificatory scheme of work displayed less
confusion and conflict; reflecting the national value of unity. Some French pupils did
acknowledge that work could be enjoyable, for example, “Le travail c'est des fois
amusant, les jeux toujours” (CM2 St Paul) but they were much more likely to perceive
activities that were “une distraction”, “pour s‘amuser”, "une détente”, “pour se
défouler” as non work. They did not have the same expectations that work should be
enjoyable. It is suggested that the French pupils’ cognitive construct of work, the clarity
of its definition and its function in their cognitive scheme of school, learning and adult
life, played an important part in their motivation at school. English pupil motivation,
with the more imprecise construct of what constituted work, relied to a greater extent on
the teacher’s skill in making work enjoyable.
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5.3. English and French perceptions of pupil control over learning and work

On the whole English pupils had a perception of pupil control through choice and
the French pupils held a perception of pupil control through effort. Again there was more
diversity in the English context, reflecting values of national diversity. English pupils at
the Cotswolds were aware that they had a certain amount of control over the content,
timing and pace of their work, “Teacher tells you how many things you have to plan”
(Y2/Y3 Cotswolds), “You can choose quite a few things” (Y5/Y6 Cotswolds). At the
other extreme English pupils in the Y5/Y6 St Paul’s class reported very little choice,
where it existed it was restricted to control over sequence of tasks, “You can choose the
order from the board sometimes” (Y5/Y6 St Paul’s). However it is significant that,
irrespective of the degree of pupil control over choice that the English pupils experienced
in the classroom, the concept was rated positively. For example, “You should be able to
plan as you grow older™, “If the teacher tells you what to do it's not much fun”, “It's
best to choose what to do” (Y2/Y3 Cotswolds, referring to the start of the day where
pupils plan the days’ tasks) and “I would like to choose it would be more fun, we 're
always doing what the teacher tells us”, “Yes definitely, we’d like to have more fun at
school” (Y5/Y6 St Paul’s). English pupils equated choice with enjoyment and, as will be
seen in the next part, enjoyment often formed part of the English pupils’ concept of
leaming By contrast in the French context, where there was more unanimity (again
reflecting values of national unity) about the lack of pupil control through choice, “La
mafitresse nous dit ce qu'il faut faire” (CP St Martin), “Ici on est obligé de faire comme
le maitre nous dit, comme un robot”, (CM1 St George), “La maitresse nous donne tout,
on est obligé de suivre” (CM2 St Martin), the concept of pupil choice was viewed less
positively, “Je ne voudrais pas choisir parce que nous on ne sait pas” (CP St Martin),
“Non, les maitres ils connaissent mieux que nous” (CM2 St Martin). The French pupils’
responses gave more evidence of the acceptance of the French teacher’s dominant role
and the value placed on knowledge. Where they did occur the French positive responses
indicated French values of work and liberty. For example, pupil choice in the classroom
was sometimes taken to mean an alternative to work or the possibility of choosing work
that was less difficult, and sometimes it brought out the concept of freedom, “Plus de
choix ¢a veut dire plus de liberté” (CM2 St Martin).

Whereas English pupils were more motivated by a concept of control where
control was defined as a degree of pupil choice over work, French pupils were more
motivated by a definition of control where control was defined as individual control over
learning through individual effort. In response to the question, “Why do you think some
children do better than others?” pupil responses in both English and French classes cited
ability, effort and other factors, but more French pupils in each class attributed
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achievement to effort. Figure 15 shows the ratio of pupils in each class citing ability or
effort.
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national contexts and age of pupils (English pupil data: 114 pupils, French pupil data 97
pupils, PACE data: 54 pupils from 9 classes)

The research literature is not clear about this issue. In the English context learning was
perceived to be successful where pupils had some control (Cooper 1994) and pupil choice
was important in England (Branwhite 1988). However Cullingford (1991) also
concluded that younger English pupils ascribed success to effort. There is a clearer link
between success and effort in the French context. Robinson’s work on self esteem (1989,
1990, 1992) does suggest that one of the reasons that low achievement in French schools
was not associated with low self esteem was because of the French pupil association
between effort and success. Charlot (1992 p. 47) argues for a strong link between success
and effort. He cites a pupil, “Celui qui travaille ‘passe’, celui qui ne travaille pas
‘plonge” (Charlot, 1992 p. 49). '

In this study the concept of achievement in the French context had a more direct
link with the effort with which pupils followed the French leaming process, “Ils
apprennent mieux la legon, ils s ‘appliquent plus”(CM2 St Martin). The French concept
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of achievement interrelated with the French concept of learing and contributed to pupil
motivation.

5.4. English and French pupil concepts of teachers

Most French teachers were conceived of as kind and they were liked by their
pupils. However there was a greater distance between teacher and pupils in France than
in England and an element of fear, “It's not really that they (French pupils) respect them
(French teachers) it’s more that they 're afraid of them” (CM1 pupil at St George who
had previously been at school in England). French pupil perceptions about the severity of
their teachers reflected the classroom observations’ findings of teacher authoritarianism.
French pupils’ responses also revealed the underlying national value of authoritarianism.
French pupils spoke of the frequency and severity of punishments. A French pupil
reported that the penalty for talking during the peripatetic English teacher’s class in CM1
St George was writing out 100 times ‘Je ne dois pas parler en classe’. This was increased
to 150 if the pupil continued to talk. French pupils were aware of their teachers’ absolute
control in the classroom, the French boy quoted in section 5.4 compared the French
teacher’s authority over pupils to that which might be exercised over robots. Most
French teachers required absolute silence in their classes, teachers such as Mme Soler in
St George CP who allowed whispering were seen as an exception. French pupils reported
that their teachers used physical force to control pupils, “Il y en a qui en (inaudible)... a la
force. Ils prennent la petite créte la, en haut des oreilles, ils le tournent, ils nous font
comme ga, et ils disent, ‘Tu arrétes de parler?’” (CM1 St George). Pupils reported being
hit and kicked by teachers. French pupils described their embarrassment when teachers
used public humiliation to make the class as a collective influence an individual pupil’s
work or behaviour (see Section 5.7).

It is argued that French pupils partly accepted, and even approved of, teacher
authoritarianism because they had a cognitive categorisation of teachers in a more
restricted instrumental role in the learning/school/adult life process. Previous research
confirms that French pupils perceived their teachers to have a more dominant role in their
learning than did English pupils. 89% of French QUEST pupils thought that learning
involved listening and watching the teacher (compared to 67% of English pupils), 77% of
French pupils associated learning with answering teachers’ questions (compared to 49%
of English pupils) and 63% of French pupils thought that they learnt most from their
teachers (compared to 30% of English pupils). Similarly more French pupils associated
learning with sitting quietly, not talking and having little physical mobility compared to
English pupils. It is argued in the present study that authoritarianism was accepted

because the French teacher was more likely to be perceived as almost a mediator between
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his/her pupils and the content of the learning process (a long and difficult syllabus of
things they did not yet know), “Un maitre ¢ 'est quelqu 'un qui nous apprend des choses
qu 'on connaissait pas avant” (CM1 St George). The teacher was seen to have a pivotal
role in the pupils’ access to learning, which in turn would equip pupils for adult life. A
pupil concept of a more restricted instructional teacher role contributed to the effect of
making French pupils more passive and accepting of their teachers’ authority. It is
interesting that pupil passivity and teacher appreciation were at their strongest in the CM2
class at St Paul, the class context which was shown in Chapter 4 to be the most extreme in
terms of teacher authoritarianism and structured learning. French teachers, in that class in
particular, were perceived as having an essential, the essential, role in their pupils’
construct of learning, school and adult life. The French pupils accepted that their teacher
was on their side, he/she wanted them to succeed., for example, “La maitresse fait tout
pour nous, et le maitre, pour qu 'on réussise dans la vie, pour qu 'on passe en sixiéme”
(CM2 St Paul). Thus the French pupils accepted teachers that made them work hard, for
example, “La maitresse nous fait travailler, ¢ ‘est bien, ¢a nous aide” (CM2 St Paul), and
a girl in the same class, expressing egalitanian values said that if he were a teacher, “Je
Jorcerais les mauvais a travailler”. French pupils accepted teachers that were
authoritarian, because they understood that their teachers wanted them to be successful in

school and in life:
“J'aime bien quand elle crie, quand elle gronde, elle insiste, ¢a nous fait mieux

travailler”
“Elle crie mais ¢a rentre dans la téte. C'est pour notre bien. Plus tard on verra

que c’estacaused’elle ...”

“La maitresse crie beaucoup mais elle fait ¢a pour qu ‘'on apprenne mieux, elle a

raison d'un coté” (All three responses from CM2 St Paul)

“Il a raison de nous crier dessus, sinon on arriverait pas dans notre travail”

“J'aime pas trop que le maitre crie mais il a envie qu 'on passe en CM2"” (Two

responses from CM1 St George)
In keeping with the French pupils’ concept of a teacher’s more restricted instructional
role, French pupils put a high priority on the teacher’s pedagogical skills. Their
responses reflected the emphasis put on intellectualism in the French context. M Pinson’s
talents were particularly appreciated, his pupils liked “La fagon qu il explique les
exercices”, they appreciated doing exercises as a class with him, “I/ nous aide
énormément en faisant l'exercice ensemble”, and they valued individual pupil work at the
board in front of the class, “Jl nous explique bien au tableau, quand on comprend pas il
nous amméne au tableau, il nous aide”. Because the French pupils perceived their

teacher to have this instrumental role in their learning and their eventual adult life it was
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vitally important that teachers should concentrate on their pupils and help them. The
worst fear for many of the pupils in Mme Chagnon’s class was that she would ignore
them, What they preferred was, “Quand elle s ‘occupe de nous”, “Quand elle nous laisse
pas tomber”, and “Quand elle nous surveille”. They even accepted that a teacher might
have to forgo being kind in order to achieve the pupil success at school, for example,
teachers should be, “pas tout le temps gentil. Il faut pas qu elle soit tout le temps gentille
sinon on ferait des bétises, on travaillerait pas, il faudrait redoubler” (CM2 St Paul).
The English pupils’ concept of their teacher’s role was more extended, less
central to the pupils’ learning and it was given less status. As such the English teachers’
role was intrinsically less motivating. The English teachers observed had to invest more
time and effort into finding individual ways of motivating their pupils. The English
pupils’ responses showed that they perceived their teachers not only as teachers but also
as friendly adults. There was a difference between the relative importance of teacher
personality and pedagogic skills in the two countries. The English pupils focused more on
their teacher’s personality and intuitive skills and less on their instructional skills, “It’s
like she mind reads, you do the sort of things that you like yourself . This consideration
of the English teacher as a person, an individual shows the underlying national value of
individualism. Teachers not only helped English pupils in their work but were more
generally seen as ‘helpful’, “She’s helpful, when you don’t know what to do she’s
helpful” (Y1 St Paul’s) . English pupils were less dependent upon their teachers for their
learning; other adults, peers, “I learn from my mates, my friends learn me quite a bit,
more than my teacher” (Y5/Y6 Cotswolds), and other resources had a stronger part to
play, "You look in books, to give us information” (Y2/Y3 Cotswolds);. The English
teacher was not perceived to occupy the same pivotal role in pupils’ learning and he/she
was given less status. For example, English pupils were more likely to be critical of their
teachers, as in this definition of a teacher, “A teacher is someone who is never really
fair” (Y5/Y6 Cotswolds), and when pupils were asked if they would like to be teachers
more English pupils replied negatively; English pupils appreciating some of the
difficulties of the teaching role and the amount of work it involved. French pupils were
partly more positive about teachers as they held knowledge and learning in higher regard
and associated these with teachers: “Oui j'aimerais étre maitre, méme si jamais on est
mafitre on peut pas tout savoir, donc en méme temps que faire maitre on peut apprendre

quelque chose qu 'on ne connait pas.” (CM1 St Martin)

5.5. English and French pupil concepts of the learning process
The research literature shows that English pupils have a more extended and

experimental definition of learning. Their concept of learning is also more closely related
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to enjoyment than it is for French pupils. Cullingford (1991) found that primary English
pupils preferred ‘doing’ types of learning, “Learning your tables isn't fun but doing
things is”

(p. 101), “Ilike doing better than working” (p. 157) (the situation had however changed
at secondary school where Y 10 and Y11 pupils perceived learning which involved
‘doing’ to be inferior to more cognitive learning (Woods 1990)). Furthermore
comparative findings from the QUEST project showed that 81% of English pupils
thought that learning involved finding out compared to 58% of French pupils. Learning
aims sometimes lacked clarity in the English context (Carré 1974) and that learning in the
English context was less restricted to instruction and academic aims (Cooper 1994,
Branwhite 1988). Research evidence on comparative intrinsic and extrinsic motivation of
work for English and French pupils had to be treated with some caution due again to
sampling considerations. Woods found teacher pupil relations and the level of ‘interest’
of the task was what motivated English pupils. Charlot (1992) talks about French pupil
perceptions of the ‘usefulness’ of work, particularly in the motivation of working class
pupils. However more reliably for comparative purposes, the QUEST project found that
French pupils gave more emphasis to the concept of usefulness of their work. The English
play or game concept of work found in this study is also identified by Woods (1990), as is
a weak work ethic. Finally the more extended function accorded by English pupils to
school (developing character, learning behaviour and manners and avoidance of
boredom) is found by Cullingford (1985). The QUEST project findings suggest that the
French construct of school is indeed more restricted to learning with 76% of English
pupil agreeing with the statement ‘School helps you to get on with people’ compared to
58% of French pupils.

English and French pupils in this study held different concepts of the learning
process and how it was related to their respective concepts of the teaching process. In the
English context, reflecting national values of empiricism and individualism, learning was
related to enjoyment or fun, play, thinking, and discovery. The French concept of
learning, reflecting national values of intellectualism, had a more structural basis and it
consisted of ‘legons’ to be understood and learnt. The teaching process was perceived
more as an explaining one in the French context and a telling one in the English context.
French pupils made a more direct link between the learning and the teaching processes,
the teacher played a more dominant role in learning

Leamning did not appear to have structure in the English context. It was, as has
already been seen related to the concept of fun, as this excerpt from a Y2/Y3 group

interview at Cotswolds shows:
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) Why do you come to school?

Boy 1 To learn

Boy 2 To have fun

Boy 1 Learning is fun

and, “Mrs Gibbs makes us learn hard things, she does it in a sort of fun way, you know,
we enjoy ourselves doing I, sometimes” Y5/Y6 Cotswolds). English pupils also thought
that learning and playing were interrelated, “In the bottom classes you play, but you learn
by playing, you don't really realise that you 're learning” (Y5/Y6 Cotswolds). English
pupils made frequent reference to the term ‘finding out’ as a method of learning, “She

(the teacher) tells us things, we find it out and we keep it in our brains” (Y5/Y6
Cotswolds). Finding out could mean thinking, consulting reference material, consulting
peers or other adults. The English characteristic of learning through ‘finding out’ made
learning in the English context less dependent on the teacher. The role of the teacher in
learning was perceived to be that of telling pupils things, “When teachers get INSET days
they get told things, then they tell you them” (Y5/Y6 Cotswolds), “She tells us things and
then we remember, hopefully”’( Y5/Y6 Cotswolds). Thus the English construct of the
process of learning seemed to be that the teacher chose a task that would most help
pupils, she would tell them what to do (and sometimes explain and demonstrate as well),
pupils would then learn by finding out and automatically retain what they had learnt. As
a Y5/Y6 Cotswold boy summarised, “She gives us work, what she thinks, where we have
to find it out, then we just learn”.

The French construct of the learning process was one which went hand in hand
with the teaching process, the two were structured together. French CM1 pupils in
different groups at St George recounted the structure of the learning process, or lesson,
and the dominant role of the teacher in it. First: “Le maitre nous dit de regarder
I'exemple au tableau”, “ll fait des schémas des dessins au tableau pour expliquer”, “il
essaie de nous expliquer., Secondly the pupils listened and learnt from the explanation,
“On apprend, en écoutant d’abord”. Thirdly there was the possibility of further teacher
explanation, “Quand on a pas compris on léve le doigt”, and dialogue with the teacher,
"Si on comprend pas on redemande au maitre de nous reexpliquer”, “On pose des
questions au maitre et il nous répond toujours”. Fourthly the ‘legon’, which took the
form of a statement or set of rules) was presented by the teacher, “Le maitre il nous
explique tout au tableau et des fois on doit écrire une legon”. The ‘legon’ was defined as,
“Quelque chose qui nous explique quelque chose qu’on ne connait pas”. Fifthly the
newly acquired concept were practised in exercises, “Aprés il donne un exercise, on fait
[’exercice sur le cahier, le cahier il le corrige”. Learning in the French context was thus

structured around the concept of learning a ‘legon’, “On apprend nos legons ..., en
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écoutant bien, en écrivant, en entretenant bien les cahiers, parce que sinon on comprend
rien.

Connected to the emphasis on structure and method in the French learning
process and diversity and experimentation in the English context was the concept of
individualism and creativity in learning output. English and French pupils were asked
what they thought the teacher wanted to see in their story writing or their art work
(unfortunately, given the findings of the QUEST report that English pupils used more
individualistic and experimental strategies in maths than French pupils, pupils had not
been asked about their teachers’ aims in maths work). The concept of creativity was not
as strongly held by English pupils as was expected, given the teachers’ discourse on
individuality, for example Mrs Burton’s science and technology classes in Chapter 4. For
both sets of pupils effort, presentation and avoidance of errors were important. The
influence of national assessment was apparent in the English context. English pupils had
internalised the assessment criteria:

“In creative writing the teacher wants full stops and capital letters” (Y5/Y6 St
Paul’s)

“She wants to see if you can use describing words” (Y5/Y6 St Paul’s)
Nevertheless there was some evidence to show that English pupils were more aware than
French pupils that their teachers valued originality and individuality in learning. This
was particularly true in Cotswolds school. English national values of creativity and
individualism did seem to be there. Some pupils were aware that their teacher was trying
to encourage originality in their work:

“She likes paintings to have something that’s different from the rest” (Y5 boy
Cotswolds)

“She likes your poems to be different, for you to have your own ideas. She gives
you the impression that you don't have to do it like this, you can do it differently” (Y7
boy reflecting on his previous year’s experience with Mrs Gibbs at Cotswolds)

Pupils in the Y2/Y3 class also understood that their teacher was looking for ‘interesting’
and ‘exciting’ pupil work.

French pupils made fewer references to creativity. In the area of story writing
they were more likely to make responses which invoked leamt spelling or grammar rules
and not making errors:

“On doit faire des phrases correctes” (CM2 St Martin)

“Dans une poésie il ne doit pas avoir trop de fautes” (CM2 St Martin)

“Il faut pas avoir de fautes” (CP St George)

French pupils were aware of the importance of following teacher instructions: “Elle veut

ce qu'elle dit de faire” (CP St George), “Il nous donne des consignes” (CM1 St George).
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In art work, the concept of good work referred to manual skills and application. Careful
and complete colouring was valued:
“Il faut bien colorier dans toute la feuille, pas laisser des blancs” (CP St Paul)
“Ca doit étre bien colorié, sans dépasser” (CM2 St Paul)

5.6. English and French pupil constructs of assessment

There was some variety in the concept of assessment and its role in pupil
motivation. The French context was more clear cut. Even young French pupils were
accustomed to receiving both positive and negative feedback, “Si on a une mauvaise note
il y a une punition, il faut refaire les fiches, c’est embétant”. (CP St Martin). Negative
feedback created a certain amount of personal distress, "Je me sens mal a I'aise (CM2 St
Martin) ”, parental retribution, “Les parents nous punissent, je suis enfermé dans la
chambre avec la legon a faire”, ”On est puni, mon pére me donnnera une claque” (CM1
St George), and peer group ridicule, "Je me sens géné devant les autres quand c ‘est
moins que la moyenne” (CM2 St Martin). Although some French pupils claimed that
they, or a few others, were unaffected, “// y en a qui s ‘en fichent complétement.” (CM2 St
Martin), it must be assumed that the majority of French pupils were motivated by
negative feedback in order to avoid the painful consequences.

The English pupils’ perception of assessment and its role in motivation was more
diverse. Pupils were exposed to very little negative feedback in the two Cotswold
classrooms. However levels of negative assessment at St Paul’s were close to those
recorded in the French classrooms: “Ifit’s badly done she throws it in the bin” (Y1 St
Paul’s), “House points are removed if the teacher is really in a mood” (Y5/Y6 St Paul’s).
There were both similarities and dissimilarities between how the English pupil and the
French pupils reacted to negative feedback. Like French pupils English pupils felt;
“Embarrassed”, “You feel like hiding your face”, “I feel sad” (Y5/Y6 St Paul’s).

Unlike French pupils they reported negative feelings towards the teacher, “It makes you
Jeel like you hate the teacher”, “It makes you angry with the teacher (Y5/Y6 St Paul’s),
also unlike the French pupils there was less parental involvement. This would indicate
that negative feedback was not as motivating in the English classrooms as the French

classrooms due to the different cultural context in which it was set.

5.7. English and French pupil constructs of the parental role in their learning
The comparison of English and French pupils’ responses about the factors

involved in motivation revealed that parents were perceived to play a more dominant role

in French children’s leaming. Not only were French parents more likely to impose their

own negative sanctions when pupil achievement was low, as above, but they were also
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more likely to reward positive achievement. French pupil references to parental rewards
were common, for example, when a CM1 boy in St George was asked if he was

motivated by the fear of repeating a year, he replied, “Oui, parce que nos parents nous
donnent moins de cadeaux, ils seront moins sympa avec nous, le grand cadeau de Noél,
eh bien on l'aura, pas”, or, “Maman m’offre plein d'argent quand je travaille bien” (CP
St George). Figure 16 shows the extent to which French pupils responded that they were
motivated by their parents, “Nos parents nous félicitent, des fois les maitres. Les parents,

c‘est plus important pour eux”. (CM2 St Martin).

English pupils French pupils

Parents 24% 14.8%
Career 34.9% 38.3%

Self 21.7% 20.9%
Rewards/marks 33.7% (Y1/2/3 only) 6.2%

Social - 3.7%

Not repeat - 14.8%
Teacher 2.4% 1.2%
Secondary school 4.8% (St Paul’s only) -

Figure 16 Percentage of English and French il responses to the question

“Why do you want to do well at school?”

By comparison there was some diversity in the English pupils’ perception of the parental
role. It was at its most positive at St Paul’s which prepared pupils for entry to selective
secondary education, “We get rewards from our parents if we get to the selective school”
(Y5/Y6 St Paul’s) but also at its weakest in this class and the Cotswolds Y5/Y6 class,
(parental reaction to poor work) “Nothing much, they don't tell me off”’ (Cotswolds),

“Sometimes my mum doesn’t even ask” (St Paul’s).

5.8. English and French pupil constructs of the role of the peer group in their
learning

As has been reported both English and French pupils felt embarrassed and
ashamed of low achievement in front of their peer group. This was a stronger issue in
France; there were more comments of the type, “On se moque de moi pendant la récré,
surtout les gargons”, partly because knowledge of individual low pupil achievement was
more public in the French classrooms than the English ones. Another reason could be

that French peer groups had a more positive function in motivation. There were instances
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of English peer groups actually impeding pupil motivation, for example, “I don't feel
happy (when publicly praised by the teacher) because I feel a show off”’ (Y5/Y6 St
Paul’s) and “They think I'm the teacher's pet” (Y5/Y6 Cotswolds) In the French context
where pupils gave the concept of learning and work a higher profile, there was no

evidence of peer groups having a de-motivating function.

5. 9. Conclusion to Chapter Five
The main differences which arose in the English and French pupils’ concepts of school

which might affect their motivation are summarised below:

English pupils French pupils
School has an extended function, School has a more restricted
less emphasis on learning, work, academic function, more
qualifications and careers. emphasis on learning,
work, qualifications, and
careers.
Work is less clearly defined. Work is less clearly defined.
Pupil control through choice. Pupil control through effort.
Teacher role is more extended. Teacher role is more restricted

dominant and authoritarian.

Learning process is less structured, Leaming process is structured,

more experimental, individualism is teacher has a more dominant

encouraged, teacher’s role is less visible. role.

Positive feedback is important. Positive and negative feedback
is important.

Less parental back-up. More parental back-up.

Peer group more de-motivating. Peer group less de-motivating.

It is suggested that English pupils had different ways of thinking about schooling
than did French pupils. They held different concepts, which arose as a result of their
experience of schooling in each country. Socio-cognitive constructs thus also seem to
operate at the level of individuals. Two national pupil cognitive maps or frames can now
be established. The French pupil cognitive map, presented in Figure 17, sees a more
restricted academic function of school where leaming and work are more highly valued
and are seen as the passport to adult life, where work is more clearly defined, where the
learning process is more clearly structured, where assessment has a clearer function in

learning, where teachers are valued for the knowledge they possess and their pedagogic
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skills to transfer it to pupils, where success is measured in terms of individual effort, and
where the prevailing culture is more unified and clear about the aims of education. In the
English cognitive map, presented in Figure 18, school has a more extended function in
pupil lives, learning is less highly valued, the distinction between work and learning, and
play and enjoyment is not always so clear, the teacher has a more extended role and is not
the only source of knowledge, the individual pupil is valued for his/her unique

contribution and the prevailing culture is more ambiguous towards education.
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