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how relevant hjs ideas still are for us today. ln the
educational cdsis that we are curlently expedencin& we
need more people of his stature who have a vision of
education and can translate it into a coherent phiiosophy
ard a pragr:Ilatic cowse ofaction. On my office wall there is
a quotatioD flom Stenhouse that is on his memorial plaque
in the grounds o{ the Univeisity of East Anglia:

It is teacheis who, in the end, will change the world o{
the school by understanding it.

I hope that itr some small way this book will contribute to
that aspiration.
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A Teacher's Guide to

Classroom Research

This is a Factical guide lor teacheG who wish to rmdertake
research in their classrooms ald schools for the purpose of
improving plactice. Classroom tesearcb in the sense tlat I
reler to it here, is ao act undertaken by teachers, to enlunce
their own or a colleague's teaehing, to test the assumptions
of educational theory in psctice, or as a means of evaluat'
ing anal implementiDg whole s€hool priorities. So when I
write of classroom research or of the teacher as researcher, I
ah ltot e4visioninS scores of teache* assum.ing a research
role and caryiDg out research proiects to the exclusion of
thei! teaching. My vision is oI teachers who have extended
their role to include criticrl reflectior upo[ their cralt with
the aim of improviag it.

Althotgh lip service is often paid to this idee, we Live in
alr educational system that tsrds to limit individual i.nifia-
tive by encouaging conformity and control. Teachers and
pupils land society too) desene better thah that. Under-
taking reseerch in thei own ald colleagues' classtooms is
one way in which teachers can tAke incressed responsibility
(or tieir actions and create a lsore energetic and dynamic
environmetrt in whrch LeacbinS a!d I earninB can occur.
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The oligins of teacher research as a movement can be
traced back to the Schools Council's Humanities Curricu-
lum Project I}lcPI 11967-72]| with its emphasis on an
experimental curriculum and the leconceptualization oI
curriculum development es curiculum r$earch. HCp, in
its attempt to encoruage a non-partisan and critically
reflective attitude to teaching on the part o{ teachers, had a
redical and contoversial irfluence on teaching in Bdtish
schools du.rint the 1970s.

FollowiDt HCP, the concept of teacher reseatch was
nurtured by loln Elliott and Clem Adelmaa in the lord
Teaching Prcject 11972-751. The project involved 40 pd,
maiy and secondary school teachers in examining their
classroom practice through ection research, These teachers
developed hlryotheses about their teaching which could be
shared with other teache$ and used to enhance their own
teacldng.

At about the same time, Lawrence Stenbouse, who
diected the Humanities Curriculum Prcject, further popu-
larized the concept o{ 'the teacher as researcher' by utilizing
it as the major theme in his inlluential boo\ An Intraduc,
tion to Cttrriculum Research ond Developmert (SteDlouse
19751. Encouraged by the considerable impact that Sten
house had on the theory and practice o{ curriculum €nd
teachio& ard the populadty and publicity enjoyed by the
Iord Tsching ?ioject, the teacher reseerch movement has
mushoomed. As well as burgeoning teacher research
groups in the UX, Australia, the USA and Cadada, there are
pockets of teacher-reseaichers in Scandinavia, France,
Chile arrd elsewhere. A ltlough teacher research was not an
entirely new coDcept in the late 1960s, it is from this period
that it became an identifiable movement.

Mucb, however, has changed in the context of education
in most Westem countrie$ since the concept of the teacher
as researcherbecame popular. The Inain difierence between
the I970s and the 1990s is ttrat classroorn reseaich has
increasingly to be seen within a whole school context. It is
no longer guJficient for teachen to do research in their own
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classrooms, without relating their enquides to the work of
their colleagues and the aims and direction of the school as
a whole. We need to stdve consciously for a slnthesis
between teacher research and school development. That is
why this book is not just a primer on classrcom resealch
techniques, but also attempts to relate teacher research to
whole school improvement elforts.

All books emerge out of a specific set of individual
circumstances that have influenced the author, and this
book is no exception. The joumey that preceded this book is
still continuin& and so the story remains unfinished. Bur
twoinjluences in particular have b een crucial in developing
the ideas presented here and provide a context in which to
consider the book. The Iirst is the work ol Lawrence
Stenhouse- In the Humanilies Curiculum Prcject and his
other work, Stenhouse was p marily concemed with the
concept oJ emancipat ion. He wrote 11983: 163 ):

My theme is all old'fashioned one , emancipation . . .
The essence of emancipation as I conceive it is the
intellectual, moral and spiritual autonomy which we
recoSnise $'hen we eschew patemalism and the role of
luthority and hold ourselves obliged to appeal to
iudgement.

There are three levels at which this concept o{ emanci-
pation can operate - at the level of the student, the teacher
and the school

At the level of the student, edancipation refers to the
ability to stand outside the teacher's authority on lorms oI
knowledge, and to discover and own it{or oneself- lt was in
the Humanities Curricdum Project that Stenhouse most
notoriously siSnalledfor his commitment to this theme. In
that project he was principally concemed with the emanci
pation of pupils through a paticular teaching strategy.
There were three elements to thls aspect of the project: the
use of discussion, the use oJ documents as evidence to
inform discussion, and the assumption by the teacherof the
role of neutral chairperson. By adopting this approach,
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Stenhouse was moving away ltom a teachet-doninated
classroom to a setting whete pupils, unconstrained by the
authority of the teacher, could create rneaning for them-
.elves on the ba' i :  ol  evroerce and oi .cu.:ron.

HCP was in part a cur culum designed to emancipate
pupils, theplrase teacher as researcher,was intended to do
the sAI]]eforteache$. Teachets are too often the servants oI
heads, advisers, researchers, tentbooks, cutriculurn de,
velopers, examination boards or the DepartmeDt Ior Edu
cation among others. By adopting a research stance,
teachers are liberating themselves ftom the control pos-
ition they so o{teD find themselves in. Stenhouse en-
couraged teachers to follow the specilication of a
cufiiculum or teaching strategy, but at the same time to
assess it cdtically. Such cusiculum proposals and teaching
specifications are probably intelligent but not necessadly
sorest, and theil effectiveness should therefore be moni-
lored by teachers in the classroom. By adoptingthis cdtical
approac\ by taking a research stance, the teacher is
enSagednot only in a meaningful professional development
activit, but also engaged in a process of tefining, and
becoming more autonomous in, professional judgement.
This applies as much ro the National Curdculum as it did
to the HCP.

The thirdlevel aawhich enancipation can operate is that
o{ the school. Here it is a question of the school liberating
irsel f  l rom a bureaucrauc and conrrol-or ieDred educarronai
system. Theimage o{ the 'ideal' tlpe of emancipated school
is represented by the words 'autonomous,, ,creative,,

'moving' or 'probleln'solvi1rg'- These successft schools
take the oppotunity o{ the recent changes and use them to
suppo( deveiopmeDts aheady underway or planned lor in
tbe school. They adapt extemal change for intemal pur-
poses.Inthe most successlul or emancipated scbools, there
is also a reahzation that successJul chanee involves learn-
ing on rhe part  of  reacher".  Thi '  rmplre.  rhar succescful
change strategies involve a searnless web o{ activities that
Iocus on, areintegrated with and enhance the daily work oJ

A Teacher's Guide to Classroorn Research 5

teachers. This caD result in qnite profound alterations to
the culture oI the school aad the ways in which teachers,
heads and governors wolk together towards the goal of
student achievement,

The second iDJluence on this book is more Dersonal.
Dunng rhe I970s, I rrarned a! r reacher and raughL la orked
as an Outv/aid Bound insttuctor and mounain euide. and
read for posrgraduate degrees rl educarion. Al$oug\ some-
what differeqt acti\rities, they were all charactedzed by a
desire, olten hesitunt and naive, to create ways in which
people could take rnore contrcl of their own lives. Irrespec-
tive oI the context practice teachiDg, arl /O,level history
class, counselling a 'delinquent' pupil, assisfing in a youth
club, on the rock face, out in the wildemess, or discussing
rdeas in a seminer - rlere were sirulariues in overall aim
and pedagogic structure.

Late\ 
^s ^ 

teacher in a Canadian univeGity, I taught
courses in curiculum development, analysis of teachirlg,
classroom research, and found iD Stenhouse,s work a
theoreticai ftamework within whicb I could put my ideas
mro acEion. The book emerged from tbar ex?erience, more
specifically from a course I taught iD classroom resea.rch
and some paper6 I wrote on rhe topic lHopkins 1982,
1984a, b). Thu6, the bookis based ona s€x o{ideas thathave
the enhaacement of teacher judtement ead autonomy as a
specific goal, and is grounded within the practical reaLities
o{ teachers and students.

This interest id classroolo-based work, although always
in my mind linled to school improvement, has assumed a
broeder pe$pective siDce coming to Cambridge. Much of
my work over the past seven yeats or so at the Institute oI
Education, has been concemed with assistiog teachers,
schools and local education authofiLies (LEAS) to handle
and rcflect on the change process. I have Ieamed an
eDormous amormt {rom them, as I have {rom my involve-
ment in the eveluation o{ TVEI, our DES projects on
Teacher Appraisal and School Development PLans, ald our
curent school improvement project /Improving the
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Quality of Education for A11'. I have also been Iortunate to
have worked over a slighrlv longerperiod with rhe OECD's
Centre for Educational Research and Innovation on a
number of school improvement-related projects. This work
has helped me to see the teacher's role in the wider context
of the school as an otganization and wotkplace. ID paiticu,
lar, it has i'apressed oD me the cruciel iDportance oI the
culture o{ the school in sustaining te4cher development.

It is this commitment to a practical philosophy o{
emancipation and empowerrnent as well as a peJticuLar set
of individual circumstances that underpin the atguEeDt in
this book. AJter this iDtroductioD, a few case studies o{
teacher-based ressrch are given to provide a context for
what follows. In Chapte! 3, two arguments ate considered
for teacher-based reseerch - tie need for professiolslism in
teachin& and the inadequacy o{ the ffaditional research
approach in helping teachers improve their classroom
practice. In Chapter 4, ection research, which has become
the main vehicle for teacher reseatch, is discussed and
critiqued, ftom that discl1ssion, six cdterie for teacher-besed
reseerch are suggested. Chapter 5 discusses the ways in
which teacher reseatch problems are formulated and
iDitiated. ChapteB 6 and 7 describe the principles end
piactice of classroom observatio4 and in Chapter 8 various
otherways of gathering inJormatiotr oD classrcom behaviour
are described. Chapter 9 oudines a method {or aDab'sing rhis
data. These {ive chapteB constitute the heait of the teacher
research process. Chapter t0 discusses ways in which
classroom research calr be reported, published and linted to
the curriculum, te4ching alrd sta{J development. The
discussion in Chapter I I links classroom research activities
to current school imptovement stlategies, such es school
sel{-evaluatioq development planring and teecher ap-
praisal. In the final chapter, I stand back a little and ettempt
briefly to connect the discussion in previous chapters to the
themes of teacher arrd school development.

A continuing emphasis tlroughout the book is the
importaace of establishing a professional ethic for teaching.
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Implicit in this idea is the colcept of teacher as researcher.
The teacher'researcherimage is apowerful one.It embodies
a number of characteristics that reflect on the individual
teacher's capacity to bein Steriouse's phrase 'autonomous
in professional judSement'. A major factor in this is the
teacher's ability to think systematically and critically
about what he or she is doing and to collaborate with other
teachers. Central to this activity is the systematic reflec
tion on one's classroom eqer.ience, to understand it and to
deate meaning out oJ that understanding. By becoming
self'conscious, collaborative and critical about their teach-
ill& teachers develop more power ovei their professional
lives and are better able to create classrooms and schools
that are responsive to the vision they and \r'e have for our
children's hlture.

TIIRTHER READING

The key source for ant teachet-researcher is the work of
Lawrence Stenhouse, in particular his A, -Introduction ta
CulicDl\m Research and Develapmezt (1975). Although
he died before making his own comprehensive statemenr
on classroom research by teache$, Jea-D Rudduck and I
{Rudduck and Hopkins 1985) edited his published and
ulpublished writing to make such an atgum ent \n Research
as a Basis far TeachjnS. Until the mid-1980s most of the
work on teacher research was either philosophical dis
cussion {Kemmis 1982, 1983), rcports by researchers (Elliot
and Adelman 1976) or teachers' own accounts of their
research (Nixon t98l). Since that time, howevet there has
been a dramaticgrowth in the number of books on the topic.
Pride of place must go to Iohn Elliott,s (1991) Action
Research for EdLlcational Change, ,,,rhic|:r ttaces the de-
veloprnent oI the teacher research movement, describes its
methodology and explores how it can be 'a form of creative
resistance' to centralized polict-making. Two other mote
recentbools that attemptin dilferenr ways to link rheethic
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oI teacher research to school develolment and educational

change are Helen Simons' 11987) Gettng to /<now Sclools
jn Demacrdcy arrd our owrr The Empawercd SchaaL
(Hargreaves and Hopkins I99l). Altbough rnuch eise ol

relevance to the theme of'classroom research by teachers'

has beeo published recently, I have relerred to them ir the

'Fwther Readulg' section at the end of the most applop ate

chapter.

) cHnnren e

Why Classroom
Research bv
Teachers?

In asking the queJtiotr, .!Vhy classroom research by teach_
ersl , otrers raisi!ga whole series olissues arou_od dle ropics
ofprofessionalism, classroom pracdce, (he sociaj cootrol of
teacher6 and rhe usefuhess of educationa.l research.Iach oI
these issues provides a rationale fot teacher research. lor
exemple, classroom research by teachers carl be iusrifiedby
relerences toprofessiooaJiso because sysremadc seh-srudy
rs a.trAllmark ot rhose occupaaioDs that enjoy rhe label
prolessiooal'. UnfortuDately, rhe rcacher,s claim to pro-
lessionalism somerimes fa.iters at this definition. h ihis
chapter, however, I will focus on two other themes that
justify and, indeed, male i&perative a concept of classroom
research by teachers. The Jilst is the li:rk between class-
room research by teachers a::d the establishing and re{inilg
of professio[al judgement. The second is t]re inapprol
prrateaess of rhe tr.aditional research paradign for h.ipir.8
reactrers rlaprove theu rerchins.
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,AUTONOMOUS IN IROFESSIONAL

IUDGEMXNT'

La\r'rence SteDhouse (1984: 691 described the id€al role of

the teacher Uke thisl

Good teachers ale necessatily autonomous 1n pto-

f,JioJi"ag.-.or '  ney do not need to be told what

." l.--irt.u L. t", nrofissjonallv the dependents of

researcbers or superintendents, o[ imovatols or super_

\.i"oia. ftti" ao." 
"o, -ean 

that they do oot welcome

r"."". * ia""" 
"t"","il 

by other people at other place-s

ot n .,n- t*"t. N"r io they reject advice' consul'

,""""1i 
""pp*,. 

But they do know that ideas and

""ooi" "t. "iti 
or 

-""tt 
real use until they are ihgested

io Jt-re point *ft"t" they are subiect to the teacher's

oi"- itg"*""a In shot, it is the task of ail edu'

cationaliits outside the clessloom to selve tfre teach'

"*, 
i"t o"fy t *U*t *e in the positloa to create tood

teaching.

Ttis is a very ililferent image hom the coDtemporarv

,r"*-".f' ,"""i-t".fi"g that js based on the asslrmption Lhat

;;;;.;; i"to.a iot' tie top - hom the minister' dre

"ii"j-"i"""1"" 
.fi""t or head iare put ilto pactice at the

;;;;;;1r,. Ievel lower dowr the organizarion lhjs ap-

"ii""it 
i. .at"".iot tends ro equate schools to factorieq

i"i"i."tri" 
"" '.oonal 

input-ourput basis wiih pupilq

."-r"-* 
-J"i.ti"t 

..".tters as mechanics' the curriculum as

lhe producuve process ard the school leaders as factory

malagels-ihii 
i-as. ol scboolrns stands in direct contrast to the

,roJri ioo""ol,rt . . .r.her-research movement lohn rl l lorl

i iJ NJ.t rpgr, r l  has observed that ' tbe teacher as re-

;;t"h";;;;.-... .manated ftom the work ard ideas or

il 
"tt". 

st."lo"..'. Crucial to an understarding of sten-

t-ou..t io,.tt""t t"t posiiion is as we saw itr chaprer I the

notion of edancipatioB {see Stenlouse t983l ln thi'

"i",-or.-.-*"iptiion 
re{ers to the process involved in
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liberating teachers from a system of edtrcation thet denies
individual dignity by retuming to them some degree oI
self'worth through the exercise of professional judgement.
In terms of curriculum end teaching, the path to emanci
pation involves reconceptualizing curdculum develop'
ment as curriculum research, and the linking of research to
the art of teaching (Rudduck and Hopkins 19851. when
viewed through this pafticular lens, centrally imposed
curricula are in danger of becoming prescriptive blueprints
that tend to inhibit autonomy in teaching and learning. On
the other hand, the process model of curdculum, as
descnb"d by srpnhou.F ( to-5) rc .berar, .8 o.  emrnL..
patory because it encourages independence of thought and
argrment on thepart of thepupil, and erperimentation and
the use of judgement on the part of the teacher. when
teachers adopt this experimental approach to their teach-
ing, they are taking on an educational idea, cast in the form
o{ a curiculum proposal, and testing it out within their
classrooms. As Stenhouse 11975: 142)said:

The crucial point is that the proposal is not to be
regarded as anunqualified recommendation but rather
as a provisional speci{ication claiming no more than to
beworthputting to the test olpractice. Suchproposals
claim to be intelligent rather than conect.

The major consequence of doing this is that teachers take
rnore control of their professional lives. Not content to be
told what to do or being uncertain about 'hat it is one is
doing, teache$ who engage in their own research are
developing their professional judgement and are moving
towards emancipation and autonomy. Although this ap-
proach encourages new teaching stretegies and implies a
dilferent wat of viewing knowledge, itis not inimical to the
idea of a National Curriculum.

Success{nl implementation of any centralized inno-
vationrequires adaptationby teachem at the school level.It
is not an either/or situation or a stra.ight choice between
'top-down' or'bottom-up' it is a combination of both. As
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ztt*,:tt *;r::"::l ::T;uj:" 
hook Edacu uan'

t*d:,,:;"lll,l*};$il"*ffi
t*tffi:N

*tiit".tti*1,*r $i"J"l:l:$"f:;::r"'".'

**t***n[*fii:q*'*
g5t*ffi::*i',:''1;;"
++**lsililrffift"*Mlr',.E**'nry,,".i'''.:;l'*f*
schools.
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PROBLEMS IN TRADMONA.L
AIPROACHES

PerhaDs rhe most unJomrnate aspect of uadinonal ed'r-
carional research rs thrr it is ext]emely difflcult to appl\ its

findrtrgs to clAssroom pracdce The fidal ca5e srudv iD

Chaprir 2 rs a good rJ lusLralion o{ Lhis In a quandan about

,"niih ,.".t itt-'s slrategv to use the ficriotul?ed rscher

went to the research Liteiature for guidance' His su bsequent

exoerjence was as kustrating as 
'l 

was predlcrable because

.li iir.rr,or. cootaino few unequivocal signpo<rs for

actio!. This dilemma is widesp€ad; teachers quite dghtly

{rn most casesl reSJrd educal ional lesea:ch as somethrng

iffelevellt to their lives and see litde interaction between

the worlil oI the educational researcher 3nd theworld of the

teacher.
A.thur Bolstet {1983:295) asks the question, 'why has

research on teaching had so little idluence on practicel"

and his tesponse to the questiolr is wolth quoting:

The maior reason in my opinlon is rbat mo'L sr'ch

research, especially that emanating from top'ranked

schools of education, construes teachi[8 {rom a theor-

etical persPectlve that is incomP4tibte with the per

soective teachers must employ id thinki$8 about theit

work, ln other wolds, reseaichels arld school teachels

adoor radical ly duferent sets of aosumprron" abouL

how to conceptualize the teacbing process As a rcsult'

the colclusions o{ much formal research on teaching

appear irrelevant to classroom teachers - not necess-

"tlly 
*tottg, iust not very sensible or usefuL If re'

searchers are to generate knowledge that is likely to

affect classloom practice, they must construe the

ilquines in ways tbat are much more compatible with

teacheJs' PercPectlves.

Most reoearcheto wben rhey enrer cLatsroomt bring with

theD DersDectives dedved from academic disciplines' Their

view ol how knowledge evolves and how it is deter:nrbed
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arc firnly established by their formal training The world

view that guides researchers' actions is consequently at

odds with ihat of teachers The teachet denves his ot her

knowledr.e of teaching from contirual perncipatjon m

situatioD-al decision making ard the classtoom culture in

which they arld their puPils live out their daily Iives so one

reason why tladitional educetionel reseatch is of little use

io t"""n.ta is because of the differing cotrceptions of

teaching held by teachers and researcbers But there are

other problems.
nes'earch ia education is usually carried out within the

osvcho-statistical research paradiSrn. This implies tiShtly

controlled experinentation eIld the testing o{ hlpotheses

bv assessins the effectiveness of a trcatmerlt actoss lan-

domty selec-ted groups thrcugh the use oI stetistical analy_

"i"- 
ihis aooroach is based on tie agricultual resealch

desims of { A. Fishei (19351 in the t930s At that time,

edultionalists, desiring to link research to actioq began to

utilize the very successful 'agricultwal-botany' designs ol

Fisher in educational settints This has conttrued {and
increased) dot'o to the preselt day as can be seen bv the

myriad oI postgaduate theses that use this research design

The basic idea underlying Fisher's designs is that expen-

rnents are conducted on samples, usually divided into a

"."itof 
,.a arr experimental group, with the results

iienlized, to the ierget poPulation The point is that

lr-pl"s 
"r" 

randomly drav,rn and are consequently rep_

resentative of that talget population
Stenhouse (1979) describes lisher's epproach like this;

The strength of lisher's paradigm is the recognition ol

raldom samplilg, in which e sample is dtawn such

that each meLbei o{ the tartet population has an equal

chance oJ being included in the semple because it is a

device oI chance. . .
In lisher's egiculrur:al setting, the h)?otheses were

not detived fr;m scieatilic theory' They were hy'
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potheses regarding the relaiive elfectiveness of
alternative procedures, and the criteria of effec'
tiveness was gross crop yield.

rhp .esr. l r  cr  ,n c\-- imFn- 
" f  rh is k ind is :n

estimate of the probability that - other things being
equal a particular seed strain or {eitilizer or amount
of watering will result in a higher goss yield thsn an
altemative against which it has been tested. . . It is in
applyinS experimental methods to teaching and cur-
riculum evaluation in the schools that researchers
have used the Fishedan model. The assumptionis that
one teaching procedure or curriculum can be tested
against alternatives as a seed strain or fertilizer can in
agriculture, i.e. procedules can be tested against yield
without a real theoretical framework.

This approach to educational research is problematic,
particularly if its results are to be applied ro classrooms.
Ii$t, it is extraordinarily difficult to draw random samples
in educational settings (e.g. a random sample of schools,
pupils and teache$ would have to be drawn separately).
Second, there are amyriad oI contextual variables operating
onschools and classrooms (e.g. community cultute, teechet
personality, school ethos, socio economic background,
etc.) that would af{ect the results. Third, it is dif{icult to
establish criteria for effective classroom or school perfom
ance. Even if one could resolve these diJ{iculties, there are,
as Stenhouse (1979) points out, two deeper prcblems rhat
rclate to the nature of educational activity.

First, the 'agricultural-botany' paradigm is based on
meesures oJ gross yield {i.e. how much produce can be
gathered in total from a section o{ landl. That is an
inappropdate measure for education, As teachers, we are
concemed with the individual progress of students tather
than with aggiegated scorcs Ircm the class or the school.
Oui emphasis is on varFing teaching methods to suit
individual pupils in order to help them achieve to the limit
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of their potential. Stenhouse (1979: 791 puts the paradox

like this:

The teacher is like a gardener who treats different

plants dilferently, and not like a large ssale larmerwho

administers standardised treatments to as near as

possible standardised Plants

The second deeper probierll.relates to meaningful action-

The teacher-pupiL or pupii-pupil interactions that result iD

e{{ective learning are not so much the consequence of a

stanalardized teaching method but the result of both teach_

ers and pupils engagitrs in mearingful action And mean

ing{ul action cannot be standardized by control ol sample-

This is a similar algument to the one commonly useo

against those who ovefiate the utility of behavioural

oljectives. Behavioural objectives provide an exceilert

means for the teaching oJ skills or evaluating rote learninS,

bul they tend to be counter-productive with more complex

and sophisticated content areas ln the instance oI rote

learnini, one can accept the parallel with standardized

treatmelts, butnot so easily with poeuy appreciation Heie

Duol l  resDonse is the re"ul t  or indrvrdual neSo(rat ion wit l_

ihe s-rbrecr,  medi.r ted rhrough and bt rhe teacher nrmely

a form o{ meaningful action ln this case, educahon as

inaiuction into knowLedge is, as Stenlouse 11975:821

memorably points out,'successful to the extent that 1t

makes the bihavioural outcomes ol pupils unpredictable'

and, therefore, not generalizable. The implications oJ this

line of thinkhg for teachel'researche$ is to encourage

them to look outside the psycho-staristical paradigm for

thel research procedures.
To surtmarize, I have made two points in arguing that th€

traditional approach to educational research is not of much

use to teacilers The filst point is that teachers :rnd

researche$ do Dot conceptuaiize teaching in the semeway-

Thev Irve in di f lerenr inLel lecrur \or 'ds and )o Lhei l

meaning5 rJre' ,  colrDect secondlv rhe u-ual form ol

educatiinal research, the psycho-statistical or agdcultulal-
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botany paradigrn, has severe limitetioDs as a hethod of
construint arld making sense of classroom reality. For tltese
two reesoDs, teachen anil ttrose concemed w.ith undei-
standing classroom life have indeasbgly adopted diflerent
approaches to classroom reseatch,

Arthur Bolster (19831 advocares ao ethnographic ap-
proach as the rcsearch methodology most likely to generate
knowledge thar is intellectually rigorous and helpful for
teacher development. Stenhouse goes further rhan this and
sugSests not only a research apptoach that is grounded in
the reality ol classtoom culture, but one that is under the
control of teachers. I aln ca.lling thi6 Iorm of tesearch in
which teachers do research itr their ow! classroorns for the
purpose od improving practice, teacher research. The
phrase, teacher researcll has the advantage o{ being simple
and identfies the major actor and the pro cess involved.It is
itr tiis sense a.rld with ttris aspiration that rhe terns
'classloom reseatch by teachets,,,teacher-based research,
and trhe 'teacher-researcher' ere used ir thi6 book. It is the
description o{ such an approach to classroom research that
provides the substance o{ the {ollowing chaprer.
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F cunprrn a
Action Research and
Classroom Research
by Teachers

In the previous chapter, I outlined a series of problems
associated with the traditional approach to educational
research that limits its use{ulness for teachers who wish to
improve their practice, There are, however, at least rwo
othei rcsearch traditions to which teachers can tum. One
tradition is associated with the work of sociologists and
anthropologists. Social anthropological, ethnographic,
phenomenological, naturalistic and illuminative rcsearch
are examples of these research approaches. These are long
words that descibe essentially the same approach one
that attempts to understand a social sitnation and to de ve
hlpotheses ft om that eI{ort o{ appreciation- The procedures
that such social sciefltists have developed {or analysing
{ieldwork data are used in this book as a guide Ior making
sense of classroom data. They are described in some detail
in Chapter 9.

The other research tradition that stands incontrastto the
psycho-statistical paradigm and has a strong link with


