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ABSTRACT

This research examined the development of motivation conceptualised as
negotiated participation in specific instructional practices, providing opportunities
for student leadership in the classroom. The study was conducted at two primary
schools by the classroom teacher, who was also the researcher. The instructional
aim was to build collaborative learning communities where democratic values
were espoused and debated to promote holistic discourses that supported student
learning. In Chapters 6-9 the findings are reported as case studies of focal groups
of students, which are in the form of publications.

A sociocultural view of learning (e.g. Rogoff, 1992, 1995; Vygotsky, 1978) is at
the heart of recent conceptualisations of motivation and framed the current
research. Thus, motivation is conceptualised as emerging from the social context
and is manifested through both collaborative and individual action. This view of
motivation as a socially and culturally situated concept, is further developed in the
current research. Motivation is conceptualised as negotiated participation, learning
is conceptualised as developing mature participation and not separated from
motivation, and emotion is conceptualised as integral to learning and motivation.
Conceptualising learning as working within affective zones of proximal
development (ZPD) (Goldstein, 1999; Vygotsky, 1978) highlights the role of
emotions in learning and motivation. It is argued in this dissertation that
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foregrounding affective elements of students’ learning in the classroom is critical
to developing mature participation. This underpins students’ motivation to learn.
Qualitative research methodology was adopted because the focus was to describe
and understand the world of the participants. By situating the researcher, with all
their values and assumptions in the world of the students, the teacher/researcher
developed understandings of the students’ motivation as they participated in the
classroom instructional practices (Denzin & Lincoln, 2000). The data collection
tools were chosen to access the participants’ views and actions. Such tools
included classroom observation, sociometric surveys and reflective accounts of the
children, their parents and the teacher/researcher. The teacher/researcher used
photographs of classroom activities during interviews to stimulate students’ recall
of the classroom practices. Documents related to school policies and classroom
instructional practices provided additional contextual data to situate the research.

To elaborate processes of motivational development, Rogoff’s (1995) personal,
interpersonal and community psychological planes were used to analyse the data.
Motivation, at the Community Plane, is described as developing ways for
participation, where the teacher’s role is crucial to creating collaborative learning
communities. At the Interpersonal Plane, interactions create possibilities for
motivation as negotiated participation, through modelling and scaffolding values and
ways of participation. Personal transformation of understandings was evident on the
Personal Plane, with the motivational aspect presented as students being prepared to
participate in subsequent similar activities.
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The findings from the current research were that more interactive collaborative
strategies developed aspects of mature participation that sustained the students’
motivation for learning. Further, students developed mature participation and
motivation when working within the affective ZPDs. The instructional practices may
provide a model for the development of collaborative learning communities in other
schools where holistic discourses are supported and the social practices are negotiated
with students. !
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CHAPTER ONE

INTRODUCTION

Student motivation is a complex and important concept “for improving classroom
teaching and learning” (Hickey, 2003, p. 400). This statement highlights the
connection between strategies teachers use in the classroom and student motivation
and participation. Although most formal instruction takes place in classrooms, this
instructional context has rarely been a focus of motivation research (Anderman &
Anderman, 1999, 2009; Turner & Meyer, 2000). Instead, motivation research has
mainly viewed student membership in classrooms as “irrelevant or ‘noise’ in our data
analyses” (Turner & Meyer, 2000, p. 69).

Teachers are interested in student motivation as a key element in promoting positive
educational outcomes. Thus, it is timely for research in classrooms to reflect on how
students’ membership and participation in the classroom can be promoted and
examined. Little is known about how students perceive supportive learning
environments and their teachers (Anderman, Andrzejewski, Carey & Allen, 2011).
Meyer and Turner (2006), who researched classroom contexts, argue that students
need consistently positive emotional experiences in the classroom to create a climate
that supports students’ motivation to learn. This is one focus of the current research.

The aim of this dissertation is to examine the development of student motivation,
conceptualised as negotiated participation in a collaborative community of practice.
Learning is based on negotiating a collaborative pedagogy, underpinned by values
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education, to support students’ wellbeing and social and emotional learning. The
current research is framed within a sociocultural perspective (Vygotsky, 1978) to
highlight the social origins of the integrated concepts of learning and motivation.
Examining student participation as part of the classroom social practices
acknowledges the socially and culturally situated nature of learning and motivation.

The main impetus for the current research, for the teacher/researcher, was to address
students’ motivational issues in the classroom. The reporting of the research data is
presented as four publications (Chapters 6-9) which centre around four main themes
and four student focal groups. These publications were chosen by the
teacher/researcher to illustrate common motivational issues that were addressed in a
collaborative classroom context. Learning is conceptualised as developing mature
participation in collaborative activities. Motivation develops as students move from
legitimate peripheral participation to developing mature participation in the
community of practice (Lave & Wenger, 1991). The integrated nature of emotions in
motivation is conceptualised as working within the affective Zone of Proximal
Development (ZPD) (Goldstein, 1999; Vygotsky, 1978), to develop mature
participation. The affective ZPD is examined explicitly in Chapter 4 in relation to the
social and cultural practices of the research classrooms. The present discussion preempts the links that will be made between the affective scaffolds the
teacher/researcher used to develop mature participation in relation to social and
emotional skills and student motivation.

The current research is embedded in changing discourses about education in
Australia, centred on creating a vision for schooling in the twenty-first century. The
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recently published Australian National Curriculum (Australia. Department of
Education, Employment and Workplace Relations, 2010) incorporates holistic goals
for schooling based on The Adelaide and Melbourne Declarations (Australia.
Ministerial Council on Education, Department of Education, Employment and Youth
Affairs, 1999, 2008), agreed to by the Australian Ministers for Education. The
following extracts propose a vision for students beyond the confines of the classroom,
laying the groundwork not only for students’ overall wellbeing but shaping their roles
as future citizens.
Schooling provides a foundation for young Australians’ intellectual, physical,
social, moral, spiritual and aesthetic development. (Australia. Ministerial
Council on Education, Department of Education, Employment and Youth
Affairs, 1999, p. 1)
The curriculum will enable students to develop knowledge in the disciplines of
English, mathematics, science, languages, humanities and the arts; to
understand the spiritual, moral and aesthetic dimensions of life; and open up
new ways of thinking. (Australia. Ministerial Council on Education,
Department of Education, Employment and Youth Affairs, 2008, p. 13)

The Australian Government funded the Values in Action projects and concluded that
“a range of evidence supports the impact of values education on improved student
wellbeing, most especially the voices of the students themselves” (Australia.
Department of Education, Employment and Workplace Relations, 2010, p. 6).
Wellbeing was enhanced because students had a more active role in their education,
rooted in values education. Hence, it can be argued that values education provides the
practical and pedagogical structures to facilitate the development of an environment,
embedded with the “values-rich ambiences of learning that include explicit values
discourse” (Lovat, Dally, Clement & Toomey, 2011, p. 33). As students learn to
volunteer to share their ideas with their peers, and develop values such as trust,
tolerance and empathy, they are also developing life skills.
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Often there are many social and emotional issues that impact on student motivation
and learning. Some common examples include students who develop avoidance
strategies so they do not participate fully in classroom activities. They may lack
confidence and not enjoy working with their peers. They could be excluded by their
peers or may display anti-social behaviour and quarrel, not knowing how to resolve
problems. In the current research, the teacher/researcher structured the instructional
context to support students’ social and emotional needs to develop confidence,
increase friendships, and provide support to develop skills to resolve issues and
minimise bullying. This was achieved through an explicit focus on negotiating the
values that underpin a supportive and democratic classroom. The use of specific
social practices encouraged discourses to teach students leadership skills and develop
social and emotional skills within a collaborative classroom context. This approach
was based on the assumption that these skills were foundational to developing mature
student participation and academic success (Walberg, Zins & Weissberg, 2004).

The current discussion outlines the theoretical framework and related issues, as well
as the basis for the instructional practices adopted in the research classrooms. In
Figure 1.1, the three intertwining cogs represent an integrated approach to learning,
motivation and emotions inherent in a sociocultural perspective. This figure highlights
for the reader the development of the different areas reviewed in the literature that are
central to understanding the theoretical and practical perspectives of the current
research. Emotions have often been overlooked in research about student learning in
the classroom (Meyer & Turner, 2006). It is argued that research models need to
reflect an integrated approach to fully understand how the social origins and
construction of motivation and emotions support students’ learning.
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The introduction to the conceptual framework for the research, represented in Figure
1.1, is further elaborated in Chapters 2 and 3.

Emotions
Emotions as
inseparable from
learning and
motivation in
classroom
research
(See section 1.2)
Motivation

Learning

Conceptual and
methodological
challenges in
motivation research
(See section 1.1)

Developing
collaborative
classrooms
(See section 1.3)

Figure 1.1 Introduction to the theoretical framework for the research: Learning,
motivation and emotions

1.1 Conceptual and methodological challenges in motivation research

Many researchers are recognising that there are gaps in past motivation research,
which has not recognised the contribution of contextual and social factors as part of
individual motivation (Anderman et al., 2011; Beltman & Volet, 2007; Boekaerts,
2011a, 2011b; Pressick-Kilborn, Sainsbury & Walker, 2005; Walker, Pressick-
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Kilborn, Arnold & Sainsbury, 2004). Using short-term intervention studies, earlier
methods were mainly quantitative and often lacked detail about classroom interactions
and context (Pressick-Kilborn et al., 2005). These methods were based on the
assumption that learning and motivation are primarily individual constructs (Walker,
2010). The findings about motivation were presented in terms of the individual and
individual functioning, which have provided teachers with options to develop
supportive strategies for individual students (Boekaerts, 2011a). Even though there
are well established models, providing a plethora of information concerning the effect
of social factors on self regulation, they do not examine the effects of these factors on
strategy use in collaborative classroom learning (Boekaerts, 2011a).

In an attempt to overcome these limitations, more researchers recognise the value of
observing students during authentic collaborative activities in the classroom because it
reflects the social context of teachers’ work. This approach prioritises social and
contextual factors and provides findings that are meaningful and accessible to
teachers (Meyer & Turner, 2002; Perry, Turner & Meyer, 2006; Turner & Patrick,
2004; Walker, Pressick-Kilborn, Sainsbury & MacCallum, 2010). Sivan’s (1986)
seminal article also highlighted the primacy of these factors to develop students’
interest and learning, and the importance of emotional engagement in activities. This
was a significant proposition, challenging long held views of how motivation research
should be conceptualised.

Turner and Meyer (2000) further argue that mixed methods, including qualitative
methods, partly address the issue of identifying social and contextual factors in
classroom research. They also argue that rather than trying to isolate variables for the
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individual or social, that using a single multidimensional construct may offer a viable
option for research because
...a single multidimensional construct, such as cooperation, may be sufficient
for capturing a research question about the collaborative context of the
classroom. (Turner & Meyer, 2000, p. 79)

Turner and Meyer’s (2000) proposal offers a new approach that may address
challenges for examining classroom-based research questions about motivation. It has
taken some twenty years for a small number of motivational theorists and researchers
to further develop these notions (Pressick-Kilborn, 2010; Walker, 2010; Walker et al.,
2010). Conceptual and methodological issues which are currently debated in
sociocultural theory (Vygotsky, 1978) are discussed further in Chapter 2. Rogoff’s
(1995) interpretation of Vygotsky’s work is highlighted because it was useful to frame
the analysis of the data presented in the research publications.

1.2 Emotions, learning and motivation

Increasingly researchers are recognising the importance of understanding that
“teachers’ work includes dealing with students’ affective, as well as cognitive,
response to the subject matter being taught” (Rosiek, 2003, p. 399). Likewise,
emotions are central to classroom interactions and underpin motivation to learn, yet
they “have not figured prominently in motivational or instructional research” (Meyer
& Turner, 2006, p. 378). Emotions and motivation have developed as two distinct
fields of research (Boekaerts, 2002, 2011b; Meyer & Turner, 2006). In addition to
reframing motivation as a social concept in the classroom, linking emotions and
motivation is another emerging trend. This emphasises the integrated nature of
emotions and motivation which need to be studied simultaneously when conducting
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research in the classroom context (Meyer & Turner, 2006). To highlight the affective
aspects of motivation, Meyer and Turner’s (2006) conceptualisation of motivation and
affect are interwoven and applied in the current research. Creating a supportive
climate during the classroom social practices facilitates the teacher and students
working within affective zones of proximal development (Goldstein, 1999; Vygotsky,
1978). This process reaffirms that emotions are essential to understanding the
instructional context of the classroom and motivation, and is further examined
through teacher scaffolding in Chapter 3.

1.3 Developing a collaborative classroom

Well documented research findings concur that there are academic and motivational
benefits for students who experience group work in their learning in a collaborative
classroom context (Dillenbourg, Baker, Blayne & O’Malley, 1996; Johnson &
Johnson 2003; Johnson, Johnson, Johnson Holubec, 1994). But there are challenges to
developing such a classroom. On a practical level, students may not have the
prerequisite social and emotional skills to take advantage of collaborating with their
peers (Volet & Mansfield, 2006; Wright & Lander, 2003). Students may lack
confidence, feel anxious, fear failure or rejection by their peers or have physical and
mental disabilities that contribute to developing a negative attitude towards learning
(Bernard, 1996; Stanley, 2011). Teachers need to address these issues in a current
climate where recent educational policy decisions, relating to student assessment and
school accountability, may limit the use of collaborative learning.
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At a time of increased educational accountability teachers are preparing students for
National testing, requiring an individualised student focus, which may hinder the use
of more interactive strategies. For example, the National testing for Literacy and
Numeracy (Australia. Australian Curriculum Assessment & Reporting Authority,
2011), is conducted usually over one school week (in Years 3, 5, 7 & 9) each year.
The results of these tests are reported to parents and used to measure students’
learning and to rank schools. These rankings are made public and may be seen by
some parents as reflecting the quality of teaching at different schools. To achieve
better student outcomes in these tests, parents and school principals may also perceive
an individual approach, that focuses on subject based knowledge and skills, as more
desirable than a collaborative approach.

Notwithstanding these factors the findings from major values projects, funded by The
Australian Government (Australia. Department of Education, Employment and
Workplace Relations, 2009a, 2009b), and similar studies drawn widely from
international research (Lovat et al., 2011), reaffirmed the benefits of students taking
an active role in their learning. Holistic approaches to education, provided through
collaboration, supported academic outcomes.
Such findings point to the need for pedagogy that engages the whole person
rather than a ‘separably cognitive’ person. In a word, the need is for holistic
education... there is increasing evidence that such a focus impacts positively
on and may actually facilitate academic learning. (Lovat et al., 2011, p. 3233)

In the current research, teaching values explicitly (Lovat et al., 2011) was an integral
part of the instructional practices and is examined further in Chapters 3 and 4. The
instructional aim was to establish and maintain a climate for trusting relationships; the
teacher/researcher structured the classroom environment to develop a self-supporting
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framework for collaboration (Hart, 1992) which provided a context to teach
democratic values. Extending Hart’s (1992) research findings, the teacher/researcher
incorporated a variety of aspects from well established and researched programs
(Bernard, 1996; Gibbs, 2001) to develop a collaborative community of practice (Hart,
1992; Lave & Wenger, 1991). Student negotiation and collaboration was part of the
process to establishing a positive classroom climate, positive teacher/student
relationships and optimal student participation in the classroom (Lovat & Toomey,
2007; Lovat, Toomey, Clement, Crotty & Nielsen, 2009).

1.4 Background of the teacher/researcher

Having taught in the classroom for three decades, I have experienced many
educational initiatives that have shaped my role as an educator. Developing student
motivation and encouraging students to reach their potential has been at the centre of
my teaching philosophy. My teaching style is based on the belief that if teachers
support students’ wellbeing through the development of tools for participating, such
as social and emotional skills, then students are more likely to be motivated to learn
and achieve academic success (Walberg, Zins & Weissberg, 2004). This includes
developing teaching strategies to build student confidence and an ability to work with
others.

During the 1980s and 1990s, in the first two decades of my teaching career, I
benefited from the plethora of research about cooperative learning and the mechanics
of developing effective group work to increase student achievement (Ames, 1984,
1992; Ames & Ames, 1984; Antil, Jenkins, Wayne & Vadasay, 1998; Gillies, 2003;
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Gillies & Ashman, 1996; Johnson & Johnson, 1985, 1989, 1994, 2003; Johnson et al.,
1994; Kagan, 1994; Schmuck & Schmuck, 1983; Slavin, 1983, 1989). This research
was useful in developing my understanding of the importance of the development of
social and communication skills for successful group work.

Generally, in an educational context, the intention of using group work is to create
student-centred learning and a shift away from more traditional forms of teaching
where students worked individually, under the direction of the teacher, for most of the
school day. Contrary to the findings of current Australian research in values
education, parents and many educators perceive the primary role of education is to
develop cognitive skills (Australia. Department of Education, Employment and
Workplace Relations, 2010). Social and emotional skills are considered the domain of
the home and the responsibility of teachers in the early years of schooling. Yet, it is
widely recognised that social and emotional issues, such as those arising from student
bullying, can impede a child’s progress at school (Cross, 2010; Slee, 2003; Spears,
Slee, Owens, Johnson, & Campbell, 2008).

Another useful area of research that contributed to my understanding of the benefits
of group work and collaboration was Gardner’s (1983) theory of Multiple
Intelligences. His seminal publication widened the perspective of the role of education
to include interpersonal and intrapersonal factors which highlighted the affective
domain of learning. In subsequent publications Gardner addressed students’ different
learning styles (Gardner, 1983, 1993, 1999a, 1999b, 2005) and focussed on how the
social and individual attributes of learning could be integrated into the classroom
instructional practices.
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Other researchers supported the value of developing students’ social and emotional
needs (Bernard, 1994; Gibbs, 2001). Goleman’s (1996) populist term of EQ
(emotional intelligence) highlighted the importance of discussing positive and
negative emotions in the context of developing social intelligence (Goleman, 2004,
2006). The main contribution of Goleman’s ideas was to question longheld notions
that traditional intelligence tests are a reliable predictor of future success in life.
Goleman’s ideas supported providing opportunities to develop students’ social and
emotional skills as an integral part of my teaching practice (Goleman, 1996).

Creating a supportive classroom climate is important for students’ learning in relation
to the concept of psychological safety and the issue of perceived threat. When
students are overly stressed it is difficult for them to think clearly and they downshift
into fight or flight mode in response to the perceived threat (Caine, Caine & Crowell,
1994). These findings emanate from neuroscience research and informed my teaching
practice. I examined how other researchers and educators interpreted this research, to
create brain friendly classrooms where students developed as confident learners,
willing to take risks (Dryden & Vos, 1994; Fogarty, 1991, 1997; Rose & Nicholl,
1997).

I prioritised the social, emotional as well as academic aspects of my teaching to create
a positive and caring classroom environment (Noddings, 1984, 1992, 2005), teaching
social and emotional skills (Bernard, 1996) and creating a democratic framework
(Gibbs, 2001) to reduce student bullying (Cross, 2010). I documented these practices
as part of my classroom-based research. Setting goals and teaching students to reflect
on their individual learning, as a result of working in cooperative groups, required an
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understanding of the differences between cooperative and competitive learning goals
(Ames & Ames, 1984). To maintain student motivation, I promoted learning goals
that encouraged students to self-reference their progress, as opposed to comparing
their achievement constantly with their peers (Ames, 1992). Students’ ideas were
shared to model to other students how to participate in classroom activities. These
ideas are examined in the publications (See Chapters 6-9).

By structuring collaborative classrooms and using social practices that included
sociograms (Gibbs, 2001), I applied research findings about the benefits of supportive
classroom environments for students’ learning and motivation (Anderman, 1999;
Anderman & Anderman, 1999, 2009; Anderman & Kaplan, 2008). Sociograms,
which are graphic representations of students’ peer relationships, are further explained
in Chapter 3. Sociograms became a research tool, in that representations could be
triangulated with other data, to identify changes in student participation and
motivation. Due to social factors such as bullying, I became more strategic about
where students were seated in the classroom to encourage supportive relationships
and develop students’ ability to work in groups.

1.5 Background to the research projects

I conducted two classroom research projects with the students I was teaching in 2004
and 2007. The first project examined the teacher’s role to create a democratic
classroom and formed the basis of my Master’s dissertation (Morcom, 2005). At the
time of the Master’s research (2004-5) I had been teaching full-time for over 20 years.
I became disheartened with the growing number of students who had social and
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emotional problems affecting their behaviour in the classroom and the playground.
Students’ absenteeism and bullying behaviours were school-wide problems that had
been evident for several years.

It became increasingly difficult to implement cooperative and collaborative strategies
in the classroom without first addressing students’ social and emotional issues. I
negotiated the classroom social practices with students and developed confidence to
explicitly teach values such as mutual respect, attentive listening and appreciating
others (Gibbs, 2001). These values were foundational to establishing shared
understandings with students about the benefits of working collaboratively.

The Master’s research (Morcom, 2005) reported on my role as a teacher facilitator
and the outcomes of using sociometric surveys to strategically place students in
supportive groups. The findings confirmed that when students negotiated the social
practices of the classroom they encouraged each other to be respectful, creating a
context where student leadership was possible. Students’ interactions were based on
mutual respect and trust, resulting in pro-social behaviours which facilitated the
development of collaborative skills. My students changed their behaviour, attended
school on a regular basis and bullying behaviours decreased significantly.

After relocating to another school in 2005, I continued to develop my ideas, before
commencing a second research project in 2007 with my students. This project built on
the Master’s findings, with a greater focus on the students, examining the role of
student leadership in a primary classroom. To empower students, I became more
strategic, making time available to discuss issues that were important to them. I

15

developed specific instructional strategies that incorporated social practices to build a
supportive collaborative classroom community. In 2007, I became a trainer to
facilitate Tribes Learning Communities (Gibbs, 2001), further honing my skills to
develop aspects of student leadership in a different direction that was not an explicit
focus for Gibbs’ (2001) program. This part of my work became central to my
motivation to continue classroom-based research, as the process increased student
participation in the classroom.

During the data collection phase of the second project (2007), I started to record the
preliminary findings which I presented as conference papers (listed at the beginning
of the document). My classroom environment not only promoted organised group
work but the conditions to structure a self-supporting environment through student
negotiation of the classroom social practices. Sometimes I organised collaborative
activities for a specific purpose, such as team building when new social groups were
formed. At other times collaboration occurred spontaneously when students opted to
work together. These notions are examined in the context of Hart’s (1992) classroom
research discussed in Chapter 3.

Emotions and students’ affective development were central to my classroom practice
and were reflected in how I conducted the research process. When students discussed
how they felt about classroom activities, they became more aware of the language
they were using and how they interacted with each other. They made greater efforts to
be supportive because they enjoyed the mutual benefits of making friends and positive
peer regard. In the motivation literature, a small number of theorists highlight
emotions in the classroom and the role of emotions in motivation (Ainley, 2006,
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2007; Anderman & Kaplan, 2008; Meyer & Turner, 2002, 2006; Turner & Patrick,
2008). Even though there is little classroom-based research to explicitly link
emotions, motivation and learning, there is some recognition that these are
interconnected processes (Anderman et al., 2011; Boekaerts, 2002).

In the research classrooms student leadership is a major theme and was the catalyst
for students to develop mature participation and motivation to learn (See Research
publications in Chapters 6-9). Two of the four publications use data solely from the
2004 study (not previously used in the Master’s project); one publication uses a
combination of data from both studies and the fourth publication uses data solely from
the second 2007 study. All publications are framed around the discussion of focal
groups of students whose issues were representative of different motivational
challenges for the teacher/researcher that are also common concerns for teachers. For
example, ensuring all students develop confidence in their learning can be supported
by creating a context that develops friendships so they are happy at school. Positive
changes I observed in students’ behaviour throughout the two projects became the
source of my personal and professional satisfaction and motivation.

1.6 Organisation of the chapters

The following chapters have been developed to provide a sense of coherency for the
reader about the theoretical perspectives that shaped the research design and
methodology, and to provide details of the classroom practices and instructional
context.
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In Chapter 2, the conceptual issues for motivation research are addressed. Vygotsky’s
(1978) work captures the broader social, cultural and historical context in which
social activities occur and learning and motivation emerge (Turner & Meyer, 2000;
Turner & Patrick, 2004, 2008; Volet, 2001). Vygotsky’s (1978) sociocultural theory
and the internalization model of learning are discussed as a viable theoretical
framework for classroom-based research. Empirical research about leadership and
collaboration within a community of practice framework is examined in Chapter 3.

There is a descriptive overview of the social practices used in the research classrooms
in Chapter 4. The discussion contrasts theory (the affective ZPD) and classroom
practice (the social practices), to make more explicit links to how the teacher used
scaffolds to work within the affective ZPD. To frame the data analyses, Rogoff’s
(1995) personal, interpersonal and community planes foreground the scaffolds for the
affective ZPD that developed mature student participation (Goldstein, 1999;
Vygotsky, 1978). Connections are made, between the classroom social practices and
working within the affective ZPD, to demonstrate the learning, motivation and
emotions as integrated processes (Meyer & Turner, 2006). The rationale for the
methodological approach and the development of research tools, which are embedded
in the classroom practices, are provided in Chapter 5.

In Chapters 6, 7, 8 and 9, the four research publications examine the findings of four
groups of focal students. These students experienced leadership opportunities and
developed aspects of mature participation, supported by teacher scaffolding within the
affective ZPD (described in Chapter 4). Addressing common motivational issues for
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students, the teacher/researcher selected these publications to present the findings that
would be of general interest to mainstream classroom teachers.

In Chapter 10, the discussion returns to reflect on how working within the affective
ZPD supported students’ social and emotional development. The students developed
mature participation which underpinned their motivation for learning, highlighting the
link between social and emotional issues and students’ motivation. The theoretical
and practical implications of the research are discussed, with suggestions for future
research, before drawing conclusions about the current research.
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CHAPTER 2

LEARNING, MOTIVATION AND EMOTIONS:
SOCIOCULTURAL THEORETICAL PERSPECTIVES TO PARTICIPATION

2.1 Introduction

In this chapter the central concern is conceptualising learning and motivation as a
social concept. Sociocultural theory is used to frame motivation as negotiated
participation in collaborative activities. Rogoff’s (1995) participatory model of
learning highlights current issues and tensions for conceptualising learning and
motivation (Walker et al., 2010). Consequently different models of learning are
examined to understand how participation is structured to support collaboration.
Rogoff, Paradise, Mejia Arauz, Correa-Chavez & Angelillo (2003) and Lave and
Wenger (1991) highlight the restrictions of a traditional assembly-line model of
instruction, where student interaction is limited, suggesting a more collaborative view.
Maintaining a focus on the social construction of learning, the model of communities
of practice (Lave & Wenger, 1991) is introduced and examined as a framework for
the implementing social practices that promote collaboration.

In Chapter 1, learning was introduced in the context of a collaborative classroom and
conceptualised as developing mature participation in collaborative activities. The
discussion in this chapter contributes to the current debate in motivation research
through developing Vygotsky’s (1978) ideas, concept of zone of proximal
development as potentially a motivational zone. Vygotsky’s (1978) sociocultural
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theory of learning is reviewed to examine his internalization model of learning, as the
basis for a sociocultural theoretical perspective to student participation and
motivation. As Vygotsky died before he fully developed his ideas, other theorists,
such as Bruner (1986) and Rogoff (1995), have interpreted and elaborated his
concepts.

Two ideas that are prominent in Vygotsky’s (1978) sociocultural theory are the
metaphor of the zone of proximal development (ZPD) and notion of cultural and
social development. Because they are used to frame motivation and learning in the
analysis of data in the current research, these two ideas are examined further. The
theoretical underpinning of Bruner’s (1986) scaffolding metaphor is examined to
provide a framework for understanding how the teacher/researcher, through
negotiation with students, scaffolded the classroom social practices. The role of
emotions in learning and motivation is conceptualised through the extended version of
learning within the affective ZPD (Goldstein, 1999; Vygotsky, 1978) in this Chapter.

Figure 2.1 is a guide for the reader of the main sources of literature reviewed that are
based on Vygotsky’s sociocultural theory. It provides a summary of the source of the
main discussion points to argue for the integrated nature of learning, motivation and
emotions when conceptualising classroom research. The interlocking cogs in the
background of the figure are a metaphorical representation of this integrated
relationship.
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Emotions
Literature review
• Goldstein and Freedman (2003)
assert that teacher scaffolding
within the affective ZPD
requires a supportive learning
environment to establish
psychological safety (See
sections 2.7)
Learning
Literature review
• Vygotsky’s (1978)
internalization model,
examines learning on two
planes, the social and the
individual) (See section 2.2)
• Rogoff’s (1995) participatory
model of learning, uses the
event or collaborative activity
as the unit of analysis (See
sections 2.3 & 2.4)

Current research
• The role of emotions in learning
and motivation is
conceptualised through the
extended version of learning
within the affective ZPD
(Goldstein, 1999)

Motivation
Literature review
• Goldstein (1999) and Sivan
(1986) describe the ZPD
(Vygotsky, 1978) as an
interpersonal and motivational
zone.
• Motivation develops as students
move from legitimate peripheral
participation to developing full
or mature participation (Rogoff
et al., 2003) (See section 2.6)

Current research
• Learning is conceptualised as
developing mature
participation in collaborative
activities within a community
of practice, which underpins
student motivation (See
section 2.5)

Current research
• Motivation is conceptualised as
negotiated participation in
collaborative communities of
practice (Lave & Wenger, 1991;
Rogoff et al., 2003)

Figure 2.1 Conceptualisation focus of the research: Learning, motivation and
emotions from a sociocultural perspective
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2.2 The context of Vygotsky’s sociocultural theory

Vygotsky focussed on the social, historical and cultural aspects of learning and
development in his writings at a time when there was political and social upheaval in
Russia (Smidt, 2009; Wink & Putney, 2002). He became a prolific researcher, theorist
and writer, who was able to capture these lines of development in his theory of
learning. He was a psychologist and his family were non religious Jews. During
Vygotsky’s life time there were discriminatory practices against Jews in Russia,
which precluded many from attending university, but Vygotsky secured a place. He
successfully graduated in 1917, the same year that the Russian Revolution took place.
Germany had occupied Russia and it was two more years before Russian rule was
reinstated. Then Jews were permitted to become teachers, paving the way for
Vygotsky’s future as a teacher and a scholar. Unfortunately Vygotsky was stricken
with tuberculosis and died in 1934, aged 37, so some of his writings were incomplete.
For political reasons Vygotsky’s work was banned in Russia after his death, so
translations were not available to the West until the 1960s.

In the last fifty years, Vygotsky’s ideas have become more prominent, influencing
educational practice in the West. Themes such as collaboration and community
pervaded Vygotsky’s writings. He believed in sharing knowledge and expertise with
his peers. He also encouraged his children to use their cognitive resources to find
answers to their questions and problems. During an interview, Vygotsky’s daughter
recalls that her father
…. rarely gave his opinions to his children because he preferred for them to
work things out on their own. When they asked questions, rather than give a
complete answer he would draw them into discussions that resulted in a
commonly agreed-on answer or decision. (Wink & Putney, 2002, p. xiv)
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Vygotsky’s theories have been developed by other theorists in relation to learning and
motivation. While recognising that sociocultural theory has the potential as a
framework to capture the individual and social aspects of learning, only recently
Vygotskian concepts such as ZPD, have been applied to explain motivational
processes (Walker, 2010).

2.2.1 Zone of proximal development (ZPD)

Vygotsky (1978) used the metaphor of ‘zone of proximal development’ (ZPD) to
describe the emergent development of learning and the potential for growth within the
ZPD. In the process of learning, development and maturation, the ZPD is compared to
natural processes of developing buds and flowers in the following quotation.
The zone of proximal development defines those functions that have not yet
matured but are in the process of maturation, functions that will mature
tomorrow but are currently in an embryonic state. These functions could be
termed the "buds" or "flowers" of development rather than the "fruits" of
development". (Vygotsky, 1978, p. 86)

When more capable others assist inexperienced learners to achieve their potential for
learning (referred to as the fruits), the learners are encouraged to think beyond their
current understandings (referred to as the buds or flowers) in the construction of the
ZPD. In the following quotation, Vygotsky describes a dynamic process of good
learning that is in advance of development. This implies teachers need to consider the
level of assistance required, and how to sustain children’s growth within the ZPD.
The zone of proximal development today will be the actual development level
tomorrow --- that is, what a child can do with assistance today she will be able
to do by herself tomorrow… the only good learning is that which is in advance
of development. (Vygotsky, 1978, pp. 87-89)
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The process of working within the ZPD prepares the child to later work
independently. Assessment needs to reflect if the ZPD is the child’s “actual
developmental level as determined by independent problem solving” or their higher
level of “potential development as determined through problem solving under adult
guidance or in collaboration with more capable peers” (Vygotsky, 1978, p. 86).
Vygotsky argued that the latter should be the case because assessing fully developed
competencies underestimates what a child can do and is at the lower end of the ZPD.

Thus, Vygotsky (1978) proposed a more dynamic and interactive model of learning
and assessment, that is socially and culturally situated. He argued against traditional
assessment instruments, geared towards assessing individual competencies when the
individual is working independently (reflecting a narrow assessment). Instead
Vygotsky (1978) asserted the focus on the ‘potential’ level rather than the ‘actual’
level of development to measure the threshold of what is about to be learnt, with
assistance of more capable others.

Teachers play a crucial role to support students’ learning and development in the ZPD
but also in allowing students to interact and collaborate during their learning.
Vygotsky (1986) believed that children are active in the construction of their
knowledge, which is embedded in a social context. “It is in the ZPD that the so-called
‘psychological tools’ (particularly speech) and signs have a mediational function”
(Daniels, 2005, p. 8). The mediation of human activity through language and other
cultural tools is fundamental to understanding that learning and development are
social, cultural and historical processes in which new understandings are coconstructed (Valsiner, 1997, 1998). From a Vygotskian perspective, learning is a
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social relationship in which cultural tools, developed by previous and current
generations, are used to participate in community activities that are transformed by
the learner in the process of internalization (Vygotsky, 1978).

2.2.2 Cultural and social factors in learning

Vygotsky was keen to build a deeper and richer understanding of learning and
development that incorporated historical, social and cultural experiences. He believed
these experiences generated the foundations of one’s consciousness and the
construction of higher mental functions. Vygotsky did not support behaviourist
notions that a study of the mind could be reduced to what could be objectively
measured. He proposed an alternative theory where the social and psychological
planes interacted in the social formation of the mind.
Any function in the child’s cultural development appears twice, or on two
planes. First it appears on the social plane, and then on the psychological
plane. First it appears between people as an interpsychological category, and
then within the child as an intrapsychological category. (Vygotsky, 1981,
p.163)

Based on the assumption that there is an interdependent relationship between social,
cultural and historical processes, a child’s subsequent learning is the result of
internalization of what was originally social, between people. When external
experiences on the interpsychological plane are transformed by the individual on the
intrapsychological plane, this process occurs within the construction zone of the ZPD.
The teacher’s role remains to situate the ZPD within a level that the learner does not
become bored or overly frustrated and give up. This would suggest that the conditions
of the social context for learning in the classroom need to support students taking
risks as they rise to meet educational challenges. For Vygotsky (1978), the social
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context became part of the developmental processes because of its role in shaping
higher mental processes.

2.2.3 Internalization model of learning

Vygotsky’s (1978) theory of learning assumes that internalization of social processes
requires participation by the individual in those processes to internalize knowledge.
Internalization involves transforming social phenomena into psychological
phenomena or making meaning though both external and internal interactions
(Vygotsky, 1981). These external and internal processes are not replications of each
other but internalization is the result of transformations of external process. Mental
functions begin on the social or interpsychological plane, usually with more expert
learners and then move to an inner intrapsychological plane where the child
transforms their learning into their consciousness. This is the process of
internalization. Central to this process is the role of social interaction, as an
intermediary process, mediating internalization of knowledge and understandings.

Other theorists have interpreted Vygotsky’s work and developed conceptualisations of
the process of internalization. There is debate concerning the boundary or separation
between the social and individual planes and if such a boundary or separation exists.
For example, sociocultural theorists such as Valsiner (1998), Wertsch (1985, 1991,
1993) and Walker et al. (2010) recognise the interdependence of the individual and
social planes and their separation to conceptualise internalization. Other theorists (e.g.
Rogoff, 1995) argue for a fusion of the social and individual planes.
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In some ways, these theorists’ views focus on different parts of the process. Rogoff
has a greater focus on the activity, and preparation for the next activity, whereas
Valsiner focuses on the externalization of what has been internalized (for use in the
next activity or situation). These differences in views are acknowledged but are not
the focus of the arguments in the conceptual framework underlying this research.
Rogoff’s (1995) interpretation of Vygotsky’s sociocultural theory, with a focus on
activity, is used extensively in guiding the interpretations of the current research. In
particular, Rogoff’s (1995) notion of participatory appropriation, in the context of
Vygotsky’s (1978) internalization process, is examined.

2.3 Rogoff’s participatory model of learning

Rogoff (1995) asserts the social and individual planes are not separated during
activities. The terms “appropriation” and “participatory appropriation” are used
specifically to argue against the view of having boundaries. Children actively
construct their understanding of an activity with their social partners and are mutually
interdependent during the dynamic process of learning.
The concept of participatory appropriation refers to how individuals change
through their involvement in one or another activity, in the process of
becoming prepared for subsequent involvement in related activities. (Rogoff,
1995, p. 142)

Current learning becomes the foundation for future learning in subsequent activities
as a cyclical process. Rogoff (1995) uses three “inseparable, mutually constituting
planes comprising activities that can become the focus of analysis at different times”
(p. 139). The community, interpersonal and personal planes do not have boundaries
between the internal and external world of the child. Thus events, activities and
practice cannot be reduced to properties of individuals. The activity or event is
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the unit of analysis - with active and dynamic contributions from individuals,
their social partners, and historical traditions and materials…None exists
separately. (Rogoff, 1995, p. 140)

Despite Rogoff’s (1995) view that the planes do not exist separately, this does not
preclude foregrounding each plane, with acknowledgment “of their inherent
interdependence in the whole” (p. 140). Rogoff (1995) argues that Vygosky affirmed
…the mutuality of the individual and the sociocultural environment, finding a
unit of analysis that preserves the essence of the events of interest rather than
separating an event into elements that no longer function as does the whole.
(p. 140)

Rogoff’s (1995) interpretation of Vygotsky’s (1978) work adheres to a holistic
sociocultural view of learning, focussing on individual development within the social
and cultural context of interaction with others. Rogoff asserts that the social and
environment cannot exist separately. Rogoff’s (1995) position presents challenges for
contemporary sociocultural theorists researching how motivation occurs and how to
conceptualise such research (Turner & Patrick, 2004; Walker et al., 2004) due to
issues of boundaries between the social and individual. At what point does the
individual become the social and at what point can we discuss them separately?

Research models that can address multiple factors in the classroom in relation to
learning are needed. Nevertheless, in the current research, Rogoff’s (1995) analytical
lenses have been very useful to frame the data analysis and synthesis in the research
publications. In Chapter 4, the personal, interpersonal and community (Rogoff, 1995)
lenses have also been used to describe the social practices of the research classrooms
and elaborate the use of teacher/researcher scaffolds. Each plane (Rogoff, 1995) is
foregrounded in turn to describe the scaffolds that supported student participation.
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In the next section, Rogoff et al.’s (2003) and Lave and Wenger’s (1991) work is used
to examine the terms intent participation and legitimate peripheral participation. As
the concept of participation is central to the current research, these terms assist in
identifying the characteristics of different patterns of participation (Rogoff et al.,
2003; Lave & Wenger, 1991). This work also builds on Vygotsky’s (1978) notion of
assisted learning when working within the ZPD and the benefits of guided
participation.

2.4 Participation structures in the classroom

Rogoff’s (1995) notion of learning through ‘intent participation’ develops
understandings about how young children are inducted or guided into the practices of
their communities (Rogoff et al., 2003). This idea of intent participation was
developed as a result of working with young children, mainly living in Indigenous
cultures. These children ‘listen in and observe’ adults, with the intention or
anticipation of participation in mature activities.
Our term “intent participation” refers to keenly observing and listening in
anticipation of or in the process of engaging in an endeavour. (We refer to
both watching and listening in as “observation”, because it involves the sort of
attentiveness and intentionality that we examine in this paper). (Rogoff et al.,
2003, p. 178)

In their research with Indigenous cultures, Rogoff et al., (2003) highlighted that
children are not segregated from adult activities in the normal course of their daily
lives. In comparison, children living in industrialised communities are segregated
during “specialized child-focused activities” such as schooling. In such settings, there
is an assumption that children can learn skills that will be used in future adult
employment (Rogoff et al., 2003). These are very different participation structures
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based on different assumptions of how to induct or guide young children into the
practices of their communities. Despite the documented benefits for non industrialised
communities that encourage intent participation, there is little research to understand
the implications for industrialised communities where intent participation is limited.

How classrooms are structured to encourage participation and student collaboration
remains a contentious issue with many classrooms based on an assembly-line model
of instruction (Lave & Wenger, 1991; Rogoff et al., 2003). This model highlights the
role of the teacher as the person making a majority of the decisions in the classroom.
Knowledge is transmitted through an expert, usually the teacher, who determines how
students will participate and what will be taught.
Intent participation involves a collaborative horizontal participation structure
with flexible complementary roles. This contrasts with the assembly-line
instruction’s hierarchical structure, organised with fixed roles in which
someone manages others’ participation, acting as a boss. (Rogoff et al., 2003,
p. 184)

Rogoff et al. (2003) suggest a more flexible, collaborative structure where learners are
encouraged to negotiate their responsibilities and use their initiative. Similarly, Lave
and Wenger (1991) use the term legitimate peripheral participation. When one
chooses to be on the periphery of participation, to ‘take part’ and ‘be present’, it is
considered a legitimate form of participation, which is used in many cultures to allow
novice learners to benefit from watching more experienced members of a community.
Through these experiences, novice learners become ready to ‘fully participate’ in a
community. The more experienced members provide a model and guide novice
learners into the community.
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Changing the organisation of traditional schooling “to engage in radically different
participation structures” is challenging (Rogoff et al., 2003, p. 188), partly due to past
experiences of assembly-line schooling, which are entrenched in teachers’ minds. In
terms of motivation and intent participation, Rogoff and colleagues (2003) argue that
organising authentic activities which children value because they understand the
purpose, allows children to make a genuine contribution. This is the basis for
developing motivation, an important point that is often overlooked in traditional
schooling.
Motivation is generally inherent in the obvious importance and interest of the
activity. The purpose of the activity is understood, as is the relation of each
step to the overall processes. (Rogoff et al., 2003, p. 188)

In contrast, motivation for learners’ involvement in schooling is often induced with
extrinsic rewards and punishments such as praise, grades and threats (Rogoff et al.,
2003). This does not recognise the complex personal and contextual factors that can
enhance student participation in democratic classrooms. For example, in the case of
health promotion in schools, Simovska’s (2007) research identified key characteristics
in the school environment that supported student participation. These were
democratic structures and relationships, which are embedded in positive social norms,
with time for discussion and reflection. Simovska (2007) argues that issues of
personal development and empowerment are central to understanding why students
become motivated to participate and contribute to decisions that affect their education.
Teachers need to promote
.…genuine student participation in learning, focussed on developing
meanings, critical reflection and interaction between the individual and society
is seen as one of the crucial elements of democratic and action-oriented
teaching. (Simovska, 2007, p. 866)
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Lave and Wenger’s (1991) community of practice provides a framework to discuss
different types of participation structures, particularly when new members enter a
community (Rogoff, Matusov & White, 1996). The models described in the next
section differ in how participation is conceptualised and negotiated, providing guiding
principles for establishing a collaborative community of practice.

2.5 Models of communities of practice

Communities of practice have been used in education and business sectors (Wenger,
McDermott & Snyder, 2002). More recently, there has been recognition of the
influence of contextual and social factors and the need to frame motivational research
to include these factors (Walker et al., 2010). A community of practice (Lave &
Wenger, 1991) model provides an effective theoretical framework for the current
classroom research. One of the defining characteristics of different types of
communities of practice is how relationships and ways of doing things in the
communities are framed.

Of interest for the current research is how participation is conceptualised within a
community of practice when new members enter the community, a phenomenon
which can create harmony or conflict. Are new members accepted if their ideas differ
from those of the community? In Matusov’s (1999) four models of community, how
new members are acknowledged indicates whether the community is receptive to new
ideas and ways of doing things. The first three models (filter, funnel and linear), are
indicative of members adopting the status quo where there is little change to how
things are done. If new members do not or cannot adapt to the traditionally accepted
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ways of doing things, their options are limited and they may choose to leave the
community.

The ‘filter’ model is one of exclusion, where difference is not tolerated from the
beginning. The ‘funnel’ model is one where difference is handled through
marginalisation. The ‘linear’ model is a static and stable view of community that
provides members with more time to assimilate to the group consensus but in the end
difference is not accommodated. Primarily, these models aim to homogenise the
community and offer little for collaborative classrooms, where motivation is
conceptualised as negotiated participation, accommodating differences of opinion. In
contrast, the fourth ‘ecological’ model accommodates diverse membership through
the development of different, but compatible ways of doing things.
The compatibility is based on an ecological synergy of the diversity, mutual
tolerance and adjustment, and open-endedness of the development of the way
of doing things. (Matusov, 1999, p. 166)

Matusov’s ecological model is based on negotiation and collaboration to incorporate
the ideas of new members as the community evolves and changes. Rogoff (2003)
argues that “humans develop through their changing participation in the sociocultural
activities of their communities, which also change” (p. 11). Using a sociocultural
perspective to theorise the development of mature participation in a community
requires unravelling complex interpersonal relationships. Both individuals and their
communities develop as community relationships are negotiated over time. This
suggests that the community needs to be flexible to accommodate differences.

Rogoff (1995) asserts “participation requires engagement in some aspect of the
meaning of shared endeavours” (p. 147). This does not preclude the notion of

34

participation through actively observing as a legitimate peripheral participant.
Likewise, Campbell (2007) argues that the reciprocal process, where the individual
makes sense of their culture through active participation, in turn reshapes the culture.
The individual is not a passive absorber of culture but actively engages in the
learning of the culture and its reshaping to make meaning for the individual.
(p. 138)

Encouraging the individual to participate in shaping the community of practice
requires negotiation, tolerance and mutual respect, which are key features of an
ecological model for a community of practice. From a sociocultural perspective of
learning, with a focus on the social and cultural practices of the classroom, the
ecological model offers flexibility. This model is constituted by multi-faceted
relationships of mutual support where negotiation is embraced and innovation is
possible. How participation is defined in a community of practice, to create contexts
where teachers and students can negotiate their relationships, is fundamental to
creating the affective ZPD.

Different types of communities of practice define how relationships and ways of
doing things in the communities are framed (Lave & Wenger, 1991; Matusov, 1999;
Rogoff, 1995, 1998; Wertsch, 1998). An ecological model of community of practice
provides a context to develop students’ learning by working within the ZPD, to
develop higher mental processes. This model may not suit students or teachers who
prefer a traditional approach where the teacher structures community participation to
make most of the decisions in the classroom related to student participation and
learning.
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2.6 Community participation

Matusov (1999) argues that to develop a community based on the dynamic ecological
model, members need to be continually challenged and stretched to learn new skills.
The acquisition of cultural tools and higher mental processes depend on the skill of
the teacher/adult in working within a child’s ZPD. Vygotsky’s (1978) concept of the
ZPD is often examined using Bruner’s (1986) metaphor of scaffolding where adults
structure activities to guide children. Bruner’s (1986) scaffolding metaphor suggests a
linear process. Building on Bruner’s ideas Cumming-Potvin et al. (2003) use the term
multi-tiered scaffolding, to reflect a more dynamic and interactive learning process
evident in collaborative classrooms or communities as described by Rogoff et al.
(2003).

The implications for learning are that the individual is actively engaged through
participation in shared endeavours. Applying the metaphor of multi-tiered scaffolding
to students’ interactions, in the context of the classroom and to the family and wider
cultural influences in society, provides multiple sources for learning. For example, in
the context of Indigenous cultures, parents often scaffold their children’s learning, as
they show interest in activities. As parents provide structures that increase in
complexity, the children develop mutual involvement in shared endeavours.
The structuring of the activities in increasingly complex steps is done in the
context of being able to see the overall activity in which the steps fit. (Rogoff
et al., 2003, p. 192)

Rogoff and colleagues (2003) argue that an assembly line approach to education does
not always make explicit links to the purpose of an activity which may undermine
students’ motivation to participate. Vygotsky (1978) asserts that it is the teacher’s role
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to provide support or scaffolds (Bruner, 1986) for students to develop mental tools
that ultimately develop independent learners (Levykh, 2008). Teachers need to be
mindful of their ‘duty of care’ to students as they scaffold participation so students are
not unduly stressed in their learning. Physical artefacts and tools such as books and
computers can also provide scaffolds within the ZPD.

To differentiate between legitimate peripheral participation and marginal non
participation, inbound and outbound trajectories, are useful notions to understand
community participation (Wenger, 1998). These trajectories highlight enabling and
disabling factors in becoming or choosing not to become a community member.
Legitimate peripheral participation sets up a positive expectation towards fuller
participation. Marginal non participation anticipates a lack of expectation towards
fuller participation. These are useful notions when considering student motivation to
develop mature participation in a community of practice because students have
choices about their behaviour and how they interact with others. In the current
research the social practices were established to set up the expectation of developing
mature participation in the research classrooms.

To argue for legitimate peripheral participation in a community of practice, as a
means to develop mature participation, suggests an ongoing process of negotiation
where some learners may never develop mature participation (Lave & Wenger, 1991).
Inward and outward bound trajectories (Wenger, 1998) are useful to understand how
participation can be directed both towards and away from developing mature
participation in communities of practice (Lave & Wenger, 1991). Scaffolding within
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the affective ZPD may create inward and outward bound trajectories. This is
examined further in the next section.

2.7 Scaffolding within the affective ZPD

The concept of socially shared cognition is becoming a more commonly held view of
Western psychologists (Bruner, 1986; Rogoff, 1990, 1998; Walker et al., 2010;
Wertsch, 1991). Similarly, an argument for the concept of socially shared affect
highlights the significance of emotions in motivation and learning. To theorise the
ZPD in terms of the emotions, Goldstein (1999) argues for more attention in research
to the analysis of the ZPD as a relational or interpersonal zone, highlighting
Vygotsky’s understanding of the central role of affective, personal relationships in
cognitive development.

Different interpretations of Vygotsky’s (1978) work have not provided a clear
direction about the role of affect. But Goldstein (1999) argues that Vygotksy
understood learning, affect and motivation as connected and not separate processes.
Over the last 20 years, a growing number of theorists have questioned research that
precludes emotions and interpersonal relationships in understanding learning
(Noddings, 1984, 1992, 2005; Meyer & Turner, 2002, 2006; Goldstein, 1999;
Goldstein & Friedman, 2003), so it is timely to revisit this work.

Vygotsky (1978) argued that learning is socially constructed, which implies an
affective or emotional link as humans work together. Goldstein (1999) states that
teachers need to monitor the social climate of the classroom to build positive
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interpersonal connections amongst students so learning can occur within the affective
ZPD. To enter the ZPD and face challenges as they learn, students need to experience
psychological safety, where they are comfortable to take risks. Thus, how a student
perceives the classroom climate will determine their willingness to participate in
activities and take risks.
These affective aspects of the ZPD are of primary and fundamental
importance. Teachers must establish trusting caring relationships with learners
for those learners to be willing to take risks required to enter into the ZPD. In
other words, interpersonal connection must occur so that learning and growth
can occur (Goldstein, 1999).

Teachers play a central role to lead student development through scaffolding positive
relationships (Goldstein & Freedman, 2003). Students’ lower mental behaviours are
characterised when students act impulsively. But students can be taught to control
theses impulses and reflect on their behaviour. Through social interaction and
scaffolding, within a supportive environment, students learn to reflect on their
behaviour. Hence, it is necessary to examine how scaffolding the social practices of
the classroom has the potential not only to transform the community and individual,
but motivate and sustain mature participation and the development of higher mental
functions.

The classroom climate or emotional tone is created by the students and teacher and
their interpersonal relationships within the social practices of the classroom. As they
work together in classrooms, teachers and students experience a range of emotions
which affect their motivation to learn at a personal and collective level (Meyer &
Turner, 2006). Taking turns and being respectful of different points of view need to be
part of the values that underpin the classroom (Gibbs, 2001). Thus, the nature of
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effective collaboration requires the teacher and students to focus on and understand
the social aspects of learning.

Negotiation is a central component of developing collaborative communities of
practice (Lave & Wenger, 1991). Working within the affective ZPD creates
opportunities to talk about feelings, which underpin emotions and the human element
of learning. Goldstein (1999) argues that the interrelationship of affect and intellect
was evident in Vygotsky’s work, yet translations and interpretations of this
relationship have been overlooked.
The human element is certainly present in Vygotsky's own writings. Although
it may have been overlooked in many of the summaries and interpretations of
his work, Vygotsky himself saw affect and intellect as interconnected and
inseparable. (p. 654)

In Goldstein’s (1999) and Levykh’s (2008) analysis of the ZPD, a necessary
prerequisite for learning is positive interpersonal relationships between the teacher
and students, based on trust. Levykh (2008) argues that this is a dynamic process of
continual negotiation to sustain positive relationships and enhance learning.
Thus, the dynamic process of establishing and maintaining the ZPD is
successful only when emotionally laden reciprocal relations between the
learner and the instructor allow for participants’ comfort and trust, which are
manifested in constant negotiation of the subject of inquiry and the way it is
presented and acquired. (p. 97)

Levykh (2008) implies developing social skills to enhance relationships through
working within the affective ZPD. Affective development is evident in how the
students participate in classroom activities and collaborate with each other.
Establishing a community of practice (Lave & Wenger, 1991) requires attention not
only to the choice of social practices but how these choices affect how people work
together.
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While recognising there are many factors contributing to personal and collective
motivation, it is argued that collaborative classroom environments are conducive to
students’ learning within the affective ZPD (Goldstein, 1999). The ZPD is extended to
include affective aspects (Goldstein, 1999), which are embedded in classroom
activities to develop mature student participation and motivation. Learning and
motivation are sustained as a result of personal and social factors, which highlight the
need for more holistic approaches to research that reflect the complexity of student
motivation in real-life situations and incorporate different fields of research (Beltman
& Volet, 2007).

2.8 Chapter summary

Contemporary motivation theorists recognise the limitations of current research
models to fully explain individual motivation and learning and the need to include
social and contextual factors (Anderman et al.., 2011; Beltman & Volet, 2007;
Boekaerts, 2011a; Pressick-Kilborn et al., 2005; Walker et al., 2004). In this chapter
the discussion has centred on theoretical perspectives, originating from Vygotsky’s
(1978) sociocultural theory of learning, to highlight the ZPD and community
participation. The notion of scaffolding was extended to the affective ZPD, and
discussed in relation to classroom instructional practices, to foreground the role of
emotions in learning. This leads into the next Chapter, which examines research
related to classroom social practices and the implications for the research classrooms.
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CHAPTER 3

LEADERSHIP, COLLABORATION AND COMMUNITIES OF PRACTICE:
DEVELOPING MATURE PARTICIPATION

3.1 Introduction

It is argued in this dissertation that creating a supportive classroom environment,
where students can discuss their feelings and establish what is important for them, is
critical to developing mature student participation and motivation. In the previous
chapters a sociocultural perspective (Vygotsky, 1978) framed the theoretical
conceptualisation of learning, motivation and emotions. This chapter provides a
review and discussion of research related to classroom social practices, in terms of
concepts of student leadership, and issues for developing a collaborative community
of practice. The implications for the research classrooms are elaborated and discussed.

In Figure 3.1, the review of research on leadership, collaboration and communities of
practice is linked to the focus of the research on learning, motivation and emotions
from a sociocultural perspective and to the practical aspects of learning, motivation
and emotions as an integrated process in the classroom.
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Current research
The assumption is that
developing mature student
participation underpinned
students’ motivation for
learning
Learning is centred on
teaching collaborative
skills to empower students
to move from peripheral
to full or mature
participation (Rogoff et
al., 1996)

Literature review
Leadership, Collaboration and
Communities of Practice
•
•
•
•

Leadership (Sinclair, 2007)
and student leadership (See
sections 3.2 & 3.3)
Definition and issues for
collaboration (See sections
3.4 & 3.5 )
Hart’s (1992) self supporting framework
(See section 3.6)
The context of an ecological
community of practice
(Lave & Wenger, 1991)
(See section 3.7)

Motivation developed
because students and the
teacher/researcher were
working within the
affective ZPD
Emotions were explicitly
discussed to create a
climate for psychological
safety and to develop
mature participation

Figure 3.1 Classroom focus of the research: Learning, motivation and emotions from
a sociocultural perspective

3.2 Leadership

Leadership has become something worthy of aspiration because it is symbolic of
success (Sinclair, 2007). Two contemporary leadership theories are briefly examined
in order to frame the conceptualisation of leadership in the current research. Much
research has occurred in the United States of America over the last forty years, under
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the umbrella of transformative leadership in relation to corporations. Drawing from
Rost’s (1991) post-industrialised model of leadership, the relationship between the
leader and followers is one of persuasion and influence. The purpose of this
relationship is to affect “real change that reflects their mutual purpose” (Rost, 1991, p.
102). This model is social in nature and widely used in educational research.
However, the implication that the students follow the lead of the teacher does not
suggest collaboration where students have opportunities to contribute their ideas, and
thus is not appropriate for the current research.

Sinclair’s (2007) critical review of leadership discourses and power relations opens up
new possibilities for an adaptive leadership model, where,
Groups need to work out new ways to do organisational work rather than just
apply the usual rules … leaders need to find ways of not colluding with this
dependency. Acts of leadership involve helping focus the group on overriding
purposes and values, rather than telling them what the solution is. (p. 68-69)

Instead, leaders need to value reflective thinking and experiential learning, as part of
the process to becoming a leader. When conceptualising leadership in the research
classrooms, reflection and shared responsibility were key elements of the process.

The definition of adaptive leadership reflects a process of sharing and learning to
distribute the role of leadership amongst the teacher/researcher and students. Implicit
in this model of leadership is skills can be learnt over time (Anacona, 2005). Keeping
the focus on the social, leadership was conceptualised as a process, where the students
and the teacher/researcher negotiated the criteria for a good leader. Students reflected
on their progress towards meeting these criteria, with the support of their peers and

44

the teacher. As a result of this process, students became more aware of individual
characteristics that supported or constrained the process of becoming a good leader.

3.3 Student leadership

In educational contexts, empirical research about leadership is usually associated with
principals, teachers or older students at high schools, colleges, and universities
(Anacona, 2005; Sinclair, 2007). In Western Australian primary schools, leadership is
not typically associated with students in the lower grades or a majority of students. In
most Australian primary schools, based on the view that students are expected to take
more responsibility for their learning before entering high school, students in the
upper primary grades are offered roles as sports captains and monitors, head boy and
girl, and school councillors. These initiatives may be of value but do not widen the
view of the majority of students about leadership because leadership is limited to a
small number of students.

Sinclair (2007) reaffirms that assisting students to understand their capabilities also
empowers them to realise their potential as leaders. In the current research, it is
argued that the classroom social practices provide leadership opportunities for a
greater number of students. When students have these opportunities, they develop
aspirations to become a leader. Starting in the early years of school, with the support
of the teacher and peers, students can learn leadership skills. William Yeat’s
metaphor, that education is ‘not filling the bucket but lighting a fire’ (Sinclair, 2007,
p. 37) implies the teacher’s role is to inspire and motivate students. A more interactive
view for students aligns the teacher’s role as facilitator in this process (Putney &
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Broughton, 2011). This allows students the opportunity to share responsibility when
they are in the role of a leader. A collaborative learning approach caters for a more
open-ended approach to teaching and thus allows for student leadership roles in the
classroom.

Research, under the auspices of cooperative and collaborative learning, has many
useful findings about structuring group work (Johnson et al., 1994; Johnson &
Johnson, 1994, 2003) but not specifically about student leadership development for all
students in the classroom. To provide opportunities for students to develop leadership
skills, they need to practice them in authentic contexts, such as being a leader of small
social groups in the classroom. Understanding the theoretical origins of collaboration
and cooperation allows an appreciation of how classrooms are structured and how the
teacher’s role to initiate and organise group work can be established. If teachers are to
allow students to develop leadership skills they need to consider the theoretical basis
for their classroom decisions about how learning is structured. This is further
elaborated in the first research publication in Chapter 6 (MacCallum & Morcom,
2008). A distinction is made in the next section between collaboration and
cooperation to identify the nuances that determine the roles of the teacher and
students.

3.4 Defining collaboration

The terms collaborative and cooperative learning are often used synonymously. Both
terms refer to group work and imply active student participation. Yet their theoretical
origins are quite distinctive and offer some clarification. Cooperative learning is
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sourced from a social cognitive perspective of learning to support the development of
cognitive skills (Hill & Hill, 1993). Johnson, Johnson and Johnson Holubec’s (1994)
research provides a framework for developing group work. The five elements for
effective group work are: individual accountability; social skills or collaborative
learning; positive interdependence; face-to-face interaction and group processing
(Johnson et al., 1994; Johnson & Johnson, 2003). Group members are assigned roles
and complete an aspect of the task. Cooperative learning is highly structured to
maximise interaction between the students as they work towards specified outcomes.
The implications are that the teacher’s role is to structure the student groups and teach
the prerequisite social and communication skills necessary for successful group work.

In contrast, collaborative learning is a more generic term which refers to a less
structured group approach. It is characterised by students having more control and
teachers less control over the experience of working in a group (Bruffee, 1993; Hart,
1992). Collaborative learning is often used when referring to sociocultural or social
constructivist perspectives where knowledge is viewed as a social concept. This
implies a more open-ended approach to teaching. The teacher’s role, as a facilitator of
student learning, is to empower students to develop the skills to collaborate and
develop maturity in their learning to solve complex tasks. It is through the discussion
and exchange of ideas with others, who have different backgrounds, knowledge and
experience, that learning occurs (Gillies, 2003). However, there are issues working
with students in this way, which are discussed in the next section.
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3.5 Issues with collaborative learning

Even though the social, psychological and academic benefits of developing
collaborative skills are well established in research (Johnson & Johnson, 1989, 2003),
schools have been slow to change their practice (Gibbs, 2001; Matusov, 1999;
Rogoff, et al., 1996). Contemporary employers also seek applicants who have
multiple skills that include an ability to work collaboratively, as a team member, and
to demonstrate initiative and independence when required (Gibbs, 2001).

Part of the resistance for change in classrooms comes from parents, who are
concerned that collaborative learning will not prepare their children for the
competitive nature of the workforce. These concerns have been found in other
empirical studies where parents’ expectations, based on past experiences of a onesided approach in the classroom, became a constraint to developing collaborative
practices (Matusov, 1999; Rogoff et al., 2003; Slavin, 1989). These researchers found
that parents needed to experience the benefits of collaboration by working in the
classroom with teachers and their children, but it took some time for parents to change
their perceptions.

Conducted over several years, Rogoff et al.’s (1996) longitudinal research aimed to
create collaborative learning communities, but faced challenges from parents and
students. Introducing new participation structures into primary classrooms, students
needed time to adjust to taking more responsibility for their learning, guided by
teachers, parents and their peers. Adopting Lave and Wenger’s (1991) use of the term
legitimate peripheral participants to describe students’ initial status in the process of
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moving from the periphery of activities to mature participation, Rogoff et al. (1996)
examined parents’ changes in a similar way. Through a process of observing and
discussing the program, parents came to understand the new teaching philosophy.
For many new members of the community coming to participate in this
program, requires a long period of being “legitimate peripheral participants”
(to use Lave and Wenger’s term, 1991) - provided with some direct instruction
but mainly with opportunities to observe, discuss and participate. (Rogoff et
al., 1996, p. 399)

Rogoff et al. (1996) surveyed parents at the beginning of their study and again two
years later. The results reflected a favourable shift, with the majority of parents
supporting the new approach after two years. During the same period, there was an
increase, up to fifty percent, in the number of volunteers in the classroom. Rogoff and
her research colleagues noted that there were issues when newcomers see “particular
practices in isolation as routines and attempt to follow them, but without
comprehending how they fit together” (Rogoff et al., 1996, p. 400). A deeper
understanding of the complexities of building a collaborative classroom philosophy
may not be evident to parents, resulting in misinterpretations of their observations.

Collaborative classrooms are characterised as supportive environments, where
students can express their emotions. The teacher/researcher’s focus in the current
research was to create a participation framework that would enable the development
of mature student participation. Implicit in creating such an environment is the need
for students to develop social and emotional skills so they can accept more
responsibility for their learning. In the context of student leadership and motivation,
there is little research with primary students but Hart (1992) offers ideas for teachers
interested in creating a framework to support student collaboration, which was
adopted in the current research to also develop student leadership skills.
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3.6 Creating a self-supporting framework for collaboration

The findings of several empirical studies concluded that students’ motivation and
learning in the classroom were linked to how teachers structured the classroom to
establish positive emotional connections. When teachers built collaborative
relationships with their elementary and high school students, students were motivated
to learn (Anderman et al., 2011; Battistich & Watson, 2003; Goldstein & Freedman,
2003; Noddings, 1984, 1992). Across different school settings, students concurred
that it was important to them that the teacher found a way to support their social and
emotional needs.

In Hart’s (1992) empirical studies in primary classrooms, as in Rogoff et al.’s (1996)
research, there were preconceived notions that collaboration was based on the
assumption that the teacher would initiate collaborative group-based student activities.
Hart found that she needed to understand more about the background to the teacher’s
structuring of a self-supporting environment for collaboration. Much of the teachers’
background preparation was not apparent at first so Hart needed to delve deeper to
understand this complexity. In these classrooms, Hart observed
…collaboration was being developed as an integral element of the learning
environment as a whole. Rather than ‘structuring tasks for collaboration’ it
was more a process of ‘structuring a learning environment for collaboration’,
with each of the elements contributing something to the whole and therefore
needing to be understood in relation to the whole. (1992, p. 14)

Some of the elements of a self-supporting framework, identified by Hart’s (1992),
were that students were not reliant solely on the teacher to organise group work or
collaborative activities. Instead, students and the teacher initiated collaboration, at
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times planned, and at other times spontaneous in nature. Hart made explicit links to
the teachers’ previous groundwork and drew these conclusions.
Building a collaborative learning environment is not about whether or how
often children work individually or in groups. It is about creating an
expectation that children will share ideas, help one another, and make the most
of one another’s resources, while the teacher is busy elsewhere… It is a
gradual process, starting out from where teachers and students are and
developing little by little, under their control, at a pace both feel comfortable
with. (Hart, 1992, p. 21)

To develop a collaborative learning environment Hart observed that teachers had the
expectation that students would share ideas and help each other. The implications are
that teachers need to negotiate with students so students feel comfortable and part of
the process where they have some control. Teachers need to establish a safe classroom
and scaffold students how to share ideas to develop an understanding of the meaning
of working collaboratively.

Activities, such as ‘Yellow pages’ (McGrath & Noble, 1993- listed in Table 3.1),
assist students to become familiar with each others’ strengths and weaknesses and
become resources for one another. Hart’s (1992) elements for developing a
collaborative community are listed in the first Column of Table 3.1 below. Examples
of the classroom activities that provided opportunities for the teacher/researcher to
scaffold students within the affective ZPD are listed in the second Column. Some of
these activities are discussed later in Chapters 4 and 5, to make specific links between
the teacher/researcher’s scaffolds and the research tools.
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Table 3.1 Hart’s (1992) elements of a self-supporting framework and corresponding
classroom activities (scaffolding within the affective ZPD)

Hart’s (1992) elements
1. Develop the concept of children
as resources for each other

Classroom activities
Yellow pages activity to identify students’
strengths and weaknesses (McGrath &
Noble, 1993)

2. Establish supportive relationships Class Agreements appreciate others/no put
downs and mutual respect (Gibbs, 2001)
3. Establish an organised classroom
environment

Timetables, daily classroom activities and
routines displayed in the classroom

4. Make a commitment to
collaboration

Timetables for daily Social Circle and
weekly Class Meetings (create psychological
safety)

5. Scaffold the choice to collaborate

Student reflection logs

6. Provide quality and scope of
activities

Student leadership opportunities

7. Develop a range of quality
activities that involve
collaboration

Team building activities

8. Establish an understanding of the
purposes of collaboration

Discussions about “What makes a good team
leader?”

9. Provide opportunities for all
students to experience
collaboration

Group logos designed and constructed by
students

10. Counter resistance to
collaborative work

Discussions about bullying issues

11. Model use of strategies/ Teacher
support in the initial stages

Class Agreements negotiated and used
during the classroom social practices

12. Monitor how students collaborate

Class Meetings used as a reflective tool

When collaboration is an integral part of the classroom the assumption is that students
will collaborate if the teacher provides a supportive environment and develops
positive student relationships. The teacher is able to scaffold postive student
relationships with a focus on the social and contextual aspects of the classroom (Hart,
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1992; Johnson & Johnson, 2003). Teachers can prioritise their time more effectively
with activities such as ‘Yellow pages’ ((McGrath & Noble, 1993)) and using Class
Agreements to reinforce mutual respect. Combining these activities provides students
with information about the strengths and weaknesses of their peers. Class Agreements
promote values such as ‘appreciating others/no put downs and showing mutual
respect’ (Gibbs, 2001). Students are encouraged to participate and move from the
periphery of the group to develop mature participation.

It is central to the argument in this dissertation that a teacher’s role is to build a
collaborative classroom community of practice to support students’ social and
emotional needs as an integral part of their learning. In doing this, the teacher is able
to address common motivational issues in classrooms. How the teacher/researcher
used the social activities listed in Table 3.1 to structure a positive classroom climate
for students to work within the affective ZPD and to enable motivational concerns to
be addressed, is detailed in the next chapter.

3.7 Collaboration in the context of communities of practice

Common elements of communities of practice include “a set of relations among
persons, activity, and the world, over time and in relation with other tangential and
overlapping communities of practice” (Lave & Wenger, 1991, p. 98). Thus,
communities of practice exist in many forms so individuals can be members of
multiple communities, therefore having access to a variety of sources from which to
make meaning. Similarly Wenger’s (1998) elements comprise of “sustained mutual
relationships which can be harmonious or conflictual; shared ways of engaging in
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doing things together and a shared discourse reflecting a certain perspective on the
world” (p. 136). These elements emphasise the collaborative nature of activities to
generate shared understandings about how the community operates (Matusov, 1999;
Rogoff et al., 1996, 2003).

Bruner (1986) argues that through negotiation and sharing, communal and cultural
learning develops a sense of belonging to a culture, culminating in membership in
society. Emphasising the social nature implicit in developing a community, Bruner
argues
Most learning in most settings is a communal activity, a sharing of the culture.
It’s not just that the child must make knowledge his own, but that he must
make it his own in a community of those who share his sense of belonging to a
culture. It is this that leads me to emphasize not only discovery and invention
but the importance of negotiating and sharing – in a word, of joint culture -creating as an object of schooling, and as an appropriate step en route to
becoming a member of an adult society in which one lives out one’s life. (p.
127)

To identify salient elements of the classroom culture that developed a collaborative
community of practice (Lave & Wenger, 1991) and personal motivation, the current
research examined the social aspects of participation in the classroom. Communal and
cultural learning occurred in the research classes through leadership opportunities that
promoted collaboration between teachers and students. Collaborative participation
structures support a more student centred approach to learning (Rogoff et al., 2003).

3.8 Chapter summary

In this chapter student leadership, collaboration (Hart, 1992) and communities of
practice (Lave & Wenger, 1991) were examined as a basis for developing a
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sociocultural (Vygosky, 1978) approach to classroom instructional practices that
supports the development of mature participation. The next Chapter builds on this
approach to examine how the social and cultural practices of the classroom can
scaffold working within students’ affective ZPDs (Goldstein, 1999; Vygotsky, 1978),
and foreground the affective aspects of learning when students discussed their
feelings.
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CHAPTER 4

THE SOCIAL AND CULTURAL PRACTICES IN THE CLASSROOM:
WORKING WITHIN THE AFFECTIVE ZPD

4.1 Introduction

Sociocultural theory offers the conceptual model for the current research, based on the
assumption that learning and motivation are not separate but interconnected
processes, inseparable from emotions. This Chapter describes how the
teacher/researcher scaffolded students, though modelling and reflecting, to establish a
supportive classroom climate and encourage student participation in activities. It
elaborates the nature of scaffolds the teacher/researcher used to work within the
affective ZPD (Goldstein, 1999; Vygotsky, 1978).

Rogoff’s (1995) cultural/community, interpersonal and personal psychological planes
are used to provide a multilayered description of the classroom social practices, in
greater detail than was possible in the research publications. These analytical planes
are compatible with communities of practice (Lave & Wenger, 1991), and allow
examination of the sociocultural milieu or classroom context (Vygotsky, 1978). Using
the multidimensional concept of collaboration (Meyer & Turner, 2006), Rogoff’s
(1995) framework is also useful to examine learning, motivation and emotions, as
interrelated processes. Each of Rogoff’s planes is foregrounded in turn, providing an
analytical and interpretive tool, to highlight scaffolding within the affective ZPD.

56

4.2 Community plane social practices for apprenticeship

At the community plane, Rogoff (1995) uses the metaphor of apprenticeship to
examine how individuals participate with others in culturally organised community
activities. In this section, the organised community activities that provide the foci of
the social practices for the community plane are described and discussed. They are the
five Class Agreements, the daily Social Circle and the weekly Class Meetings. These
cultural practices are described in the research publications, in relation to developing
mature student participation but do not explicitly explain how the teacher/researcher
worked within the affective ZPD. In order to argue that emotions and motivation need
to be studied simultaneously to fully understand student learning (Meyer and Turner,
2006) further explanation is warranted to guide the reader when interpreting the tables
in this chapter.

The five Class Agreements, developed at the commencement of the school year with
students, were mutual respect, attentive listening, appreciating others/no put downs,
participation/ right to pass (Gibbs, 2001) and personal best (Bernard, 1996). The
teacher/researcher used the format of a “Y chart”, to negotiate shared understandings
about each agreement and establish parameters for behaviour in the classroom. The Y
Chart was constructed by drawing a large letter Y to create three areas which were
labelled: Looks like… listed the related behaviours students would see; Sounds like…
listed the related words spoken or heard and, Feels like … listed the feelings one
would experience. These generic headings were applied to other Y charts for different
concepts such as friendship, leadership and great group work. As a reflective tool,
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these charts were referred to during social practices such as the daily Social Circle and
weekly Class Meeting.

At the start of the year the teacher/researcher modelled the Social Circle to the
students. All participants sat on the mat in the classroom, in a circle formation, before
the Social Circle started. Each participant passed around an object called the talking
stick and said: “My name is… and I feel… because…”. Only the person who held the
talking stick could speak. An example of the student dialogue from the Social Circle
is presented later in this chapter, in Table 4.3. During the week the teacher/researcher
and students recorded the agenda items for the weekly Class Meetings. Students
discussed issues at Class Meetings to learn how to resolve conflicts, which is integral
to building shared understandings and community (Wenger, 1998).

In Table 4.1 the community classroom social practices are listed (See Column 1).
These practices promoted the values of the community and the processes to
participate in the community. The second column presents examples of elements of
the affective scaffolds for apprenticeship that the teacher/researcher modelled for
students. Then students reflected upon their understandings as the basis to develop the
shared values of the community. The links to opportunities for students to discuss and
reflect upon their feelings have been italicised, highlighting that such discussions and
reflections were an integral part of classroom social practices.
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Table 4.1 Community social practices and scaffolds for apprenticeship

Community social
practices
Class Agreements

Scaffolds for apprenticeship
Teacher/researcher scaffolded the students, during
discussions, to
•

•
•
Daily Social Circle

Teacher/researcher scaffolded the students, during
discussions, to
•

Weekly Class
Meeting

Develop a framework to support values and ways of
participating through the construction of Y Charts
1. Looked Like
2. Sounded Like
3. Felt Like (Emotions: how students feel)
Understand the importance of empathy, tolerance and
mutual respect
Support positive relationships

Develop a language to express feelings

Teacher/researcher scaffolded the students, during
discussions, to
•

Develop a framework to resolve issues

Adapted social practices from Gibbs (2001)

The daily Social Circle and the weekly Class Meetings were timetabled as part of the
normal classroom routine. These activities offered authentic contexts for students to
develop a framework to support values and ways of participating that developed
social competence and community cohesion. Each social practice was linked to an
affective component. This was evident when the teacher/researcher questioned
students about what they were thinking but also how they were feeling.
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4.3 Interpersonal plane social practices for guiding participation

At the interpersonal plane, ‘guided participation’ focuses on the processes and
systems of involvement between people as they communicate and coordinate efforts
(Rogoff, 1995). The use of Sociograms, the adaptation of the Tribes Learning
Community Process (Gibbs, 2001) and the weekly Class Meetings are the foci for
social practices at the interpersonal plane, demonstrating how the teacher/researcher
guided participation. These social practices were used to promote positive
interpersonal relationships and student leadership opportunities, discussed in the
research publications, but also demonstrated how students were scaffolded within the
affective ZPD.

The teacher/research used The Tribes process (Gibbs, 2001) to guide the nature of the
classroom activities and develop the three cyclical stages: inclusion, influence and
community. The aim of the activities for each stage was to develop:
1. Group cohesion using team building activities (Inclusion);
2. Negotiation skills that supported student participation (Influence);
3. A sense of belonging and sharing where students took responsibility for their
behaviour (Community).
These stages were cumulative and dynamic. They took time to develop over a school
year but provided a framework for classroom social practices that promoted mature
participation, as evidenced in the research publications in Chapters 6-9.

The weekly Class Meetings provided the forum for the teacher/researcher and
students to prioritise and discuss issues to develop and sustain positive relationships.
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The processes of modelling and scaffolding values and ways to participate in small
social groups created opportunities to negotiate participation, which it is argued
underpinned students’ motivation. Because students had the right to pass, the
conditions for psychological safety were embedded in the social practices and
processes. Working within the affective ZPD created a supportive classroom context
for developing positive relationships.

At the interpersonal level, the Tribes Learning Community (Gibbs, 2001) process and
weekly Class Meetings provided multiple avenues to systematically address students’
social and emotional needs. Sociograms were used to be strategic about supporting
students to make new friends, learn how to be a leader and how to support a leader.
Changing social groups each term allowed students to work with a variety of peers
and experience different peer role models as leaders. Weekly Class Meetings provided
the forum for students to learn how to appreciate different points of view, negotiate
with each other and take responsibility for their actions.

Below in Table 4.2, the interpersonal classroom social practices are listed (See
Column 1) and some examples of elements of the affective scaffolds to guide
participation (See Column 2). To demonstrate that emotions were an integral part of
classroom social practices, the scaffolds that provided opportunities for students to
discuss their emotions are italicised.
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Table 4.2 Interpersonal social practice and scaffolds for guiding participation
Interpersonal
social practices

Scaffolds to guide participation

Sociograms

Teacher/researcher placed students in supportive
groups to scaffold students to
• Make new friends
• Learn how to be a leader
• Learn how to support a leader

Tribes (Gibbs, 2001)

Teacher/researcher changed students’ groups at
least once a term to scaffold students to
• Learn to work with a variety of students
• Experience different peer role models

Weekly Class Meetings

Teacher/researcher scaffolded students to
identify and resolve issues to learn how to
• Negotiate
• Express and appreciate different points of
view

Adapted social practices from Gibbs (2001)

All scaffolding processes were embedded with opportunities to discuss emotions and
set an expectation of mutual respect amongst the teacher/researcher and students
when feelings were shared. The scaffolds for apprenticeship and guiding participation,
provided the basis for the teacher/researcher to develop scaffolds to appropriate ways
of participating, discussed in the next section.

4.4 Personal plane social practices for appropriating ways of participating

When discussing the personal plane, Rogoff (1995) suggests that through
participating in an activity or situation, the individual changes and this experience
prepares them for subsequent similar activities or situations. This process is
encapsulated in Rogoff’s (1995) metaphor of ‘participatory appropriation’ where
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individuals transform their understanding and responsibility for activities through
participation. Below, in Table 4.3, there are examples of students’ dialogue from the
daily Social Circle (adapted from Gibbs, 2001) and agenda items from the weekly
Class Meetings. In the second column the elements of affective scaffolds are italicised
to highlight that emotions were an integral part of classroom social practices.

Table 4.3 Personal social practices and scaffolds for appropriating ways of
participating
Personal social practices

Daily Social Circle
Students said in turn: My name is __ and I feel__
• Happy because I am going to Sarah’s house today
• Angry because my baby sister kept me awake last night
• Excited because I am going to Daniel’s party next week
• Sad because my rabbit died on the weekend
• Excited because I am learning to play tennis after school
today
• Excited because we are going to Bali next week
• Happy because my team won at the weekend and I got the
coach’s award
• Happy because we are getting a new car
• Angry because I had a fight with my brother this morning
before school
• Excited because my mum is having twins
• Happy because it is the weekend and I am going camping
• Angry because my cat scratched me this morning
• Happy, sad and excited because I am going to Ella’s house
after school, I lost my ring but it’s my birthday soon

Scaffolds to
appropriate ways
of participating
Teacher/researcher
scaffolded the
students though
modelling and
reflecting to assist
students to
•
•
•
•

•

Become
attentive
listeners
Show mutual
respect
Appreciate each
other
Make genuine
positive
comments to
each other
Develop a
vocabulary to
express feelings

Weekly Class Meetings- Common agenda items
•
•
•
•

I am worried about having no one to play with when my
friend isn’t at school.
I never get to play with the sports equipment because the
same people use it and don’t share.
Nobody wants to play my games with me.
People in my group are not listening to me.
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•
•

Develop skills to
resolve issues
Take personal
responsibility
for actions

The dialogue from the Social Circle illustrates how the process generated language
related to feelings or emotions. The affective teacher scaffolds included modelling to
students how to participate in the Social Circle and weekly Class Meetings, to express
their emotions and reflect on their participation, while referring back to the five Class
Agreements. This process made explicit to students the expectation of showing
mutual respect and listening attentively to peers when they were expressing their
views. The respectful manner in which students built on peer’s ideas also made
explicit that it was important to acknowledge the contribution of their peer by saying
phrases such as: “I agree and I think that is a great idea and I think…” or “I think
that’s a good idea but I disagree because…”.

The class agenda items had the potential to develop students’ ability to resolve issues
and take responsibility for their actions. Underlying these agenda items the
teacher/researcher inferred there were deeper emotional concerns for the students
about feeling worried, frustrated, lonely or disrespected, which may affect motivation
for learning. It is argued in this dissertation that linking behaviour with emotions in
this way, the teacher/researcher scaffolded within the affective ZPD, when students’
discussed their feelings. The teacher/researcher encouraged students to express their
feelings and ideas to encourage further student participation.

Ideas, such as ‘Cooperative Marbles in a Jar’ were generated by the students during
Class Meeting discussions and modified as the students made progress towards
behaving cooperatively. To provide a positive focus, that recognised when mutual
respect and peer support were being given, students suggested that marbles were put
into a jar for each group when students were being cooperative and rewards were
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given as certain milestones were achieved. To further encourage peer support, all
groups needed to reach the same milestones before the reward was given. This
process allowed students from the more successful groups (who had earned their
marbles) to share their strategies with their peers. They explained how they worked
together and supported their leader. Having a less competitive approach to how the
marbles were earned, resulted in teams or groups supporting each other to achieve the
milestones. The consistent use of social practices of this nature in both research
classrooms provided opportunities for the teacher/researcher to scaffold students
within the affective ZPD and acknowledge the affective aspects of learning and
collaborating.

4.5 Chapter summary

This Chapter provided a description of the classroom social practices used to create a
self-supporting framework and build a collaborative community of practice (Hart,
1992; Lave & Wenger, 1991; Rogoff et al., 1996, 2003). Opportunities to work within
affective ZPDs (Vygotsky, 1978; Goldstein, 1999) were highlighted at the
community, interpersonal and personal planes (Rogoff, 1995) that developed mature
student participation. Through scaffolding within affective ZPDs the
teacher/researcher was able to discuss students’ emotions. In the publications and
discussion in the final chapter (Chapter 10) these social practices are linked to focal
groups of student who changed their participation. The agenda items listed in Table
4.3 exemplify common social and emotional issues that may undermine students’
motivation and become areas of concern not only for the teacher but for students.
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This is argued underpinned their motivation and learning. In the next Chapter the
methodological approach and research tools are examined, and further links to the use
of social practices, to highlight how authentic classroom practices became a rich
source of data.
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CHAPTER 5

METHODOLOGY:
CONDUCTING QUALITATIVE RESEARCH

5.1 Introduction

This Chapter explains the choice of qualitative methodology and the approach taken
for data collection and analysis. The social and cultural practices of the classroom and
the teacher/researcher’s scaffolds provided a source of rich data and were an integral
part of the research tools. Rogoff’s (1995) personal, interpersonal and
community/institutional planes proved an effective framework to analyse the large
amounts of qualitative data generated from the research.

Following an introduction to the research aim and questions, the methodological
considerations are examined. Next further details of the research sites and
participants, ethical considerations and research tools are presented. An overview of
the research papers, in terms of the development of mature student participation, is
provided at the end of this chapter. This provides an introduction to the data analyses
used in the research publications (See Chapters 6-9).

5.2 Research aim and questions

The research aim was to examine the development of student motivation, which is
conceptualised as negotiated participation in a collaborative community of practice.
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The research questions are:
1. How does student leadership develop mature participation and contribute to
student motivation?
2. What are the key features of scaffolds for students to develop mature
participation?
3. In what ways does sociocultural theory support classroom-based research to
examine student motivation?

The research questions reflect the practical and theoretical aspects of the research and
the complex nature of classroom based research. In the earlier chapters the limitations
of current research models to fully explain individual motivation and learning were
introduced and the development of the teacher/researcher’s scaffolds to work within
the affective ZPD. The assumption has been made that scaffolding within the
affective ZPD is a legitimate educative role of teachers (Chapter 4). Each of Rogoff’s
(1995) planes was used to highlight how scaffolding within the affective ZPD created
the sociocultural milieu (Vygotsky, 1978) to support student collaboration. The role
of emotions has been discussed, as part of the scaffolding process within the affective
ZPD, to argue for the centrality of emotions in learning and motivation in classroom
research (Meyer, 2009; Meyer & Turner, 2006, 2007). Qualitative research
methodology is consistent with a sociocultural perspective (Vygotsky, 1978) that
framed the current research. In the next section the rationale for the use of qualitative
methods and an action research process are discussed.

5.3 Methodological considerations

Qualitative research methodology aims to understand the world of the participant
by situating the researcher with all their values and assumptions in that world
(Denzin & Lincoln, 2000). This contrasts to quantitative research methods, aiming
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to control variables, suggesting hypotheses and making predictions. Relying
heavily on statistical methods, quantitative methods often lack the contextual
details (Boekaerts, 2011a). The aims of the current research were not to predict
outcomes or identify variables to be controlled but to describe and understand the
development of student motivation. Without predetermining outcomes, the choice
of qualitative research methods was less intrusive and provided flexibility to
include a variety of perspectives evolving from the research (Denzin & Lincoln,
2000). Qualitative research methods were flexible enough to take advantage of
planned data collection and other opportunities that evolved from classroom
activities (Lincoln & Guba, 1985).

The action research process of ‘plan, act, and reflect’, prioritised the planning and
targeting of data collection as integrated into the normal teaching program. Carr
and Kemmis (1986) argue this approach is appropriate for problems grounded in
the classroom and related to educational practice. For the teacher/researcher, a
systematized approach to data collection during authentic classroom activities was
necessary, not only for the feasibility of the projects but to maximise opportunities
in the naturalistic setting of the classroom. The perspectives of participants
(students, parents and teachers) were accessed through interactions during the
normal course of classroom teaching and during school hours, and through
interviews. Combining data from different participants, with contextual details,
provided triangulation validity. The contextual details of the research sites and
participants and the ethical considerations for the research are presented in the
next sections before a discussion of the research tools and their links to the
classroom social practices.
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5.4 Contextual details of the research sites and participants

The research was conducted in the teacher/researcher’s classroom at two different
Government primary school sites in the metropolitan area of Western Australia.
Research at Bushlands Primary school was conducted as part of Project 1 in 2004
(Classroom 1) and at Seaview Primary school as part of Project 2 in 2007-2008
(Classroom 2, 2007)1. Based on the low socioeconomic status of mainly migrant
families whose children attended the school, Bushlands was categorised as a priority
school by the Western Australian Department of Education and Training. Many
families relied on one income or the parents were seeking employment and spoke
English as an additional language at home. Hence, under the auspices of the
Commonwealth Literacy and Numeracy Program, the school qualified for
supplementary funding from the Australian Government. Bushlands staff prioritised
literacy, numeracy and pastoral care programs to address the needs of the students.

In contrast, Seaview was located in a high socioeconomic area. Many families had
two incomes. Parents were either employed in a professional capacity or selfemployed, running their own businesses. In response to the high academic needs of
the students, Seaview staff prioritised higher order thinking skills. Even though the
schools had quite different educational priorities, to develop students’ participation
the teacher/researcher implemented similar classroom social practices for the
research. The findings from Classroom 1 (2004) about the benefits of student
leadership became the basis for the research conducted in Classroom 2 (2007) which

1

The research project extended across two school years (2007-2008) but the 2008 part of the research
is not included in this dissertation.
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examined developing motivation through student leadership in the primary
classroom.

In Table 5.1 (See below) the research focus and details of the participants for
Bushlands and Seaview are summarised. Additional background about the two
research projects reported in this dissertation is provided in Appendix 1.

Table 5.1 Overview of the research focus and participants at Bushlands and Seaview
Bushlands
Classroom 1

Research
focus

Participants

Seaview
Classroom 2

Mediating classroom culture
based on democratic values
and the teacher’s facilitative
role

Developing motivation
through student leadership in
the primary classroom

Years 4 and 5 students
n= 32, aged 9-11 years,
17 boys and 14 girls

Year 3 students
n= 25, aged 8-9 years,
n=13 boys and 13 girls

n= 32 family representatives
(parents/guardians) who
signed the consent letters with
their children

n= 25 family representatives
(parents/guardians) who
signed the consent letters with
their children

It is common practice in Western Australian schools, when conducting classroom
based research, to gain permission from the school principal and ethical approval
from the Human Research Ethics Committee (HREC) of the supervising university.
For teachers who conduct research with their students, ethical issues can usually be
resolved through discussions with HREC and university supervisors. The main
concern is dependency issues between the teacher and students when the teacher is
also the researcher. This is discussed in the next section and the role of the critical
friends for each project.
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5.5 Ethical considerations

Informed consent was required for both students and parents, due to the age of the
students, with clear communication that there were no penalties or a need for
explanation if at any stage participants wished to opt out of the project. The
teacher/researcher’s ethical standing for conducting research was satisfied with the
provision of a copy of the Public Sector Code of Ethics (in which the
teacher/researcher had training) and a copy of a police clearance to conduct research.
There are legal and ethical requirements embedded in the teacher/student relationship
and an implied duty of care. The dependency issues for the classroom teacher
conducting research with her students highlights legitimate concerns about collecting
data of a personal nature (such as students’ feelings). It was clearly stated on the
consent letters to parents and students (See Appendix 2) that there was no compulsion
to agree to participate in the research and once consent was given a participant could
later withdraw without explanation or disadvantage in any way. Consent issues for
those students who may have chosen not to participate in the project may have
affected the feasibility of collecting data about group dynamics. However, there was
full participation for both projects.

Official parent meetings were held before the research started to inform parents about
the aims of the projects. After data collection all data were stored in a locked cabinet
to ensure security of data. Pseudonyms were also used for the research participants
and the schools when reporting the findings to ensure anonymity. At the conclusion of
each project the teacher/researcher presented the preliminary research findings to
parents and their children at a semi-informal evening meeting.
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For Project 1, enlisting the Deputy Principal of Bushlands as the critical friend and
independent observer facilitated the research. Her main responsibility included
managing student behaviour and in this role she was familiar with the students at the
school and their families. She was in an ideal position to support participants if they
had any concerns about the research. Often she would visit the classroom to
congratulate students whose behaviour had improved. Likewise, for Project 2, the
teacher who agreed to be the critical friend at Seaview had established community
relationships through the normal course of her work as educational support teacher
and student services coordinator. In her role as student services coordinator, she
organised parent and teacher conferences in response to students’ needs. This meant
she was fully conversant with the students in the research classroom and their ongoing
needs. There were two students in research Classroom 2 with intellectual disabilities
and they attended the educational support unit each morning at the school. Having
two classroom teachers, one of whom was the critical friend to the project, and the
other who could monitor the impact of the research on these students on a daily basis,
provided another means of support for these students.

5.6 Research tools

Similar research methodology, research tools and classroom instructional practices
were used at both schools. The research tools were chosen to access the
participants’ views and actions as they participated in the social and cultural
activities in the classroom. The summary below (See Table 5.2) demonstrates how
the research tools were embedded in the classroom social practices. In Column 1
the social practices are grouped under Rogoff’s (1995) community, interpersonal
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and personal planes (Previously presented in Chapter 4). The research tools and
other data sources, reported in the research publications, are listed in Column 2.

Table 5.2 Classroom social practices and research tools
Classroom social practices

Research tools

Community plane
• 5 Class Agreements
• Daily Social Circle (DSC)
• Weekly Class Meetings
(WCM)

•

Interpersonal plane
• Tribes groups (Gibbs, 2001)
• Sociograms
• Weekly Class Meetings

•

Personal plane
• Daily Social Circle

•

•

•
•

Classroom artefacts: Y charts for 5
Class Agreements and criteria for
being a good leader and a friend
Transcripts of video recordings
and digital photographs of the DSC
and WCM
Sociometric surveys- student
nominations for tribes or groups
Teacher observations of behaviour in
social groups and at WCM
Written agendas for WCM
Dialogue from the DSC (Refer to the
example in Table 4.3)

Additional Research tools
•
•
•
•
•

Semi-structured student interviews (See Appendix 3)
Semi-structured parent interviews (See Appendix 4)
Teacher/researcher’s observations
Students’ reflection logs
Documents related to school policy

Social practices, such as the daily Social Circle and the weekly Class Meetings,
had multiple purposes and were applied across Rogoff’s (1995) three planes. For
example, the daily Social Circle was a community building strategy (Community
plane) but also provided the opportunity for the teacher/researcher to examine
individual student contributions (Personal plane). Also the weekly Class Meetings
developed a sense of community (Community plane) as participants resolved
interpersonal issues (Interpersonal plane) and provided an opportunity to develop
responsibility (Personal plane).
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Other research tools included: classroom observations; reflective accounts of the
children, their parents and the teacher/researcher; documents related to school policies
such as student behaviour records; classroom artefacts developed with the students (Y
charts), and photographs of classroom activities. In Classroom 2, video recordings
were also made of the Class Meetings by the co-researcher2, with supplementary field
notes and email correspondence between teacher/researcher and co-researcher. Details
of the surveys and interviews used in Classroom 1 are reported in the Master’s
dissertation (Morcom, 2005). For Classroom 2, the co-researcher conducted semistructured student (Appendix 3) and parent interviews (Appendix 4). To present the
preliminary findings, parent information evenings were conducted: twice a year, at
the beginning of each project and at the conclusion of the research.

The level of detail for the research tools used in the four publications varies in relation
to the purpose of each paper. For the 2007 research, interviews were used more
extensively and there were changes to the interview schedules in response to
developments in the research during the year. In the following table (See Table 5.3)
there is a list of the publications and links to further elaborations of the research tools.

2

The co-researcher was also the university supervisor for the current research.

75

Table 5.3 List of the publications and links to further elaborations of the research
tools
Publications
Chapter 6- Paper 1: Making
classroom social practices
explicit: Developing
motivation through
participation in collaborative
leadership opportunities.

Links to research tools
Table 8.1 The Teaching and Research Elements of
Data Sources and Their Purpose
• Y Charts- Five Class Agreements (e.g. “Lift
ups”)
• Daily Social Circle
• Weekly Class Meetings
• Sociometric surveys and Tribes social groups
• Parent interviews
• Teacher observations
• Student reflection logs
• Team member of the week
• Teacher encouragement awards
In addition, transcripts of dialogue from the weekly
Class Meetings and teacher and student interviews
were used to identify focal groups of students.

Chapter 7- Paper 2:
Table 3 Rogoff’s (1995) three planes of analysis,
‘Motivation in action’ in a
focus, purpose and data
collaborative primary school
classroom: Developing and
sustaining teacher motivation Transcripts of teacher’s and students’ reflection
logs, teacher observations, and parent surveys were
used to identify changes in student participation
and motivation (p. 27).
Chapter 8- Paper 3: Bullies
and victims in a primary
classroom: Scaffolding a
collaborative community of
practice

Table 1 Summary of the frequency and range of
data
Table 2 Summary of diverse teaching and research
tools
Data from sociometric surveys, teacher
observations and behaviour records were used to
document the changes in the development of
students’ participation and motivation, and
behaviour as they moved into different social
groups and took on leadership roles.

Chapter 9- Paper 4: Getting
personal about values:
Scaffolding student
participation towards an
inclusive classroom
community

Transcripts of teacher’s and students’ reflection
logs, teacher observations, sociometric surveys,
behaviour records, and parent and student
interviews were used to identify changes in student
participation and motivation (p. 5).
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The next section provides details about the sociograms and interviews not able to be
provided in the publications.

5.7 Additional details for the sociograms and interviews

Sociograms are a useful tool for classroom teachers to form groups in their classes
that meet a variety of students’ needs (Gibbs, 2001) such as creating new friendships
or supportive groups for students who did not have friends. The teacher/researcher
asked the students to think about questions such as:
1. Is there anybody you have not worked with and would like to consider?
2. Is there anybody who may benefit from being in your group to make a
friend or become a leader or vice leader?
3. Is there anybody you think needs a second chance and you would like to
support them?

For each round of Tribes (Gibbs, 2001) students nominated different peers to form
groups. The teacher/researcher used the nominations to structure supportive social
groups. The in-depth details of these groupings are provided in the data analyses in
the Master’s research (Morcom, 2005) for Classroom 1 (2004) where the focus was to
document how the teacher/researcher created a democratic classroom. The same
sociometric surveys were used for both classrooms and have been reported in the
current research (See Chapters 6-9) in the context of teacher scaffolding within the
ZPD (Vygotsky, 1978) to examine student motivation. Every 8-10 weeks new social
groups were formed. Students remained in that group until the next round of Tribes.
In Classroom 1, the focus for students was to develop friendships and curb the
bullying behaviours of a large group of students. In Classroom 2, the main focus was
to develop student confidence to become leaders and support peers who were already
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leaders. These instructional and research foci may appear to be different but, for both
research projects, students had common social needs to develop self-confidence and
learn how to make friends.

To protect students who may not have received peer nominations, the outcomes of the
sociometric surveys remained confidential. In the Tribes process, Gibbs (2001)
advocates that groups stay together for the school year. In Classroom 1, where many
students were bullied by their peers, 6-8 weeks provided an optimal period to resolve
issues with the same peers in each social group. Then new groups were formed. This
process allowed the teacher/researcher to redistribute student leaders to become role
models for their peers in another group. The aim of these activities was to transfer
responsibility for learning to the students.

Once the research in Classroom 1 concluded, the data were analysed through the lens
of the teacher’s role to facilitate a democratic and collaborative classroom (Master’s
thesis: Morcom, 2005). Drawing from the major themes documented for the Master’s
thesis (relationships, leadership and friendships), the teacher/researcher decided to
focus on student leadership to encourage mature participation in the 2007 research
project. Over the next few years, the teacher/researcher prepared abstracts and papers
for educational research conferences (listed in the preface at the beginning of this
dissertation), using the theme of developing mature participation and motivation.
Thus the interviews and teacher observations from the 2007 research (Classroom 2)
were analysed in depth and feature more prominently in the research publications,
with additional data not previously used in the Master’s dissertation, to provide new
insights into student motivation and learning. The type of interviews is discussed in
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depth to examine how the interview questions were developed throughout the 2007
research process to meet the changing needs of the research.

Different types of interviews range from highly structured, semi-structured to
unstructured in-depth interviews. De Groot (2002) identifies advantages and
drawbacks of different interview methods. For highly structured interviews, questions
are predetermined, which may be viewed as an advantage because the responses can
be compared if the same questions are used for all interviews. But this can also be a
drawback because important data may be missed if the right questions are not asked.
There may not be flexibility to ask further questions if clarifications or elaborations of
the responses are needed. In contrast, an unstructured interview allows the
interviewee time to express their story, from their perspective, in their words.
However, time constraints to conduct such interviews may be prohibitive.
Semi-structured interviews use a combination of predetermined and open-ended
questions, which were used for the current research. The interviewer can follow up on
the responses to delve deeper to achieve a richness of insights. Turner and Meyer
(2000) warn that the richness of data, from any type of interview, is reliant on the
expertise of the interviewer.
The richness of insights provided by interviews is accompanied by a myriad of
pitfalls. Regardless of the type of interviewing approach, the knowledge and
skill of the interviewer and the relationship with the interviewee are
paramount to capturing the most powerful meanings. (p. 77)

There are issues when the students are taught by the classroom teacher who is
conducting the interviews. Students may provide answers that they think the teacher
wants to hear. On the other hand the responses may be insightful because the students
feel at ease talking to their teacher. In Classroom 1, the researcher was also the
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fulltime classroom teacher so there were time constraints to conducting formal student
interviews. This was only possible when there was an undergraduate teacher who
could assist with the supervision of students. The main purpose of the formal
interview for Classroom 1 was to establish the students’ understandings about the
concept of friendship, the value of Class Meetings and Tribes (Gibbs, 2001). Students
were given the opportunity to reflect on the use of artefacts, such as the Y chart, for
leadership and friendship. The interview in Classroom 1 (2004) started by asking the
students to complete the sentence, “A friend is…”, followed by this script as a guide.
1.
2.
3.
4.
5.

How have Class Meetings been for you this year? What have you learnt?
What do you think the classroom may have been without Class Meetings?
How has Tribes been for you?
Have you been leader or vice leader? What was that like for you?
How have you felt about coming to school this year? (Morcom, 2005, p.
73)

There were important considerations prior to conducting interviews with younger
children in Classroom 2. Taking into account some of the difficulties of conducting
interviews with young students, the teacher/researcher discussed the questions and
details about how the interviews would be conducted with the university supervisor
overseeing the research, prior to conducting the interviews. Students may be limited
in their ability to express their ideas and may not provide sufficient detail and or
misinterpret the questions. Similarly, the researcher’s interpretation of students’
answers may not reflect the intended meaning (Karabenick et al., 2007).

For these reasons photographs of the classroom social practices and different tribes
(peer leaders and vice leaders) were used during students’ interviews to stimulate
recall of events in Classroom 2 (2007). The option of using photographs scaffolded
the students to elaborate on their responses and minimised the need for the
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interviewer to intervene further to explain questions or direct student responses. Thus
photographs supported students’ ability to answer questions in their own words.

Because there were two researchers to share the workload, interviews were used more
frequently for Classroom 2 (2007). Prior to conducting interviews, the co-researcher
visited the classroom regularly, usually on a weekly basis. Students became
accustomed to the co-researcher taking photographs and video taping the weekly
Class Meetings and the Social Circle. The teacher/researcher organised the interview
timetable. Students were interviewed in a quiet corner of the classroom during school
hours. The co-researcher was an experienced researcher and conducted the interviews
each term with parents and students (See Appendices 3 & 4). This format provided
some consistency in the conduct of interviews. Each student and parent was
interviewed individually, while the teacher/researcher continued teaching the regular
instructional program with the rest of the students in the classroom.

Similar questions were used for all interviews, focusing on the students’
understandings of the social practices and their perceptions of the implications for
their learning. For the first two interviews the initial focus was to allow students to
talk about the purposes of the social practices and if they were helpful for learning. To
support the students in interviews, photographs included authentic classroom
activities, such as the Social Circle, Class Meeting, students working in a tribe,
leaders in a group, and photographs of different classrooms. A series of questions
were grouped together to provide students with similar prompts for the negatives and
positives of the classroom instructional practices.
•

What sorts of things does the teacher do to help the children have a say in
what happens in this class?
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•
•
•
•
•

Does it help?
In what ways?
Why does it help?
In what ways does it not help?
What else?

For the third round of student interviews, additional questions reflected the progress
of building a collaborative community and the skills required to make decisions.
Photographs of the classroom, Class Meetings from the previous and current term,
tribes making decisions with the group leaders, required the students reflect on their
participation and evaluate their ideas. In terms of making decisions with their peers
students needed to consider if having a leader and vice leader helped the group to get
on with each other and make decisions. Students were asked to evaluate ideas they
had developed, for managing classroom behaviour, such as the “zones” (E.g.
discussion zones, working zones, quiet zones and thinking zones). Another idea was
the seating arrangement, mixing desks in lines for students who preferred a more
traditional arrangement and desks in groups for others. During Class Meetings
students were asked to evaluate the success of these ideas by expressing their opinion
so they had experience in reflecting on these ideas with their peers prior to the
interviews.

Towards the end of this interview students were asked if there was anything else that
made it difficult or easy to learn in the classroom. They reflected on what supported
their learning. The closing question for the third interview made links to student
motivation and student responsibility, as they were asked to reflect on these questions,
•
•
•

What do you think makes you want to participate in your group? (In class
activities? Working quietly by yourself?)
In what ways? Why?
What makes it hard? In what ways? Why?
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Because most students had experienced a leadership or vice leadership role, the final
interview questions were centred on the students’ perceived identity as a learner and
leader. Students had the opportunity to reflect on their changing patterns of
participation in the classroom.

The parent interviews were conducted at the end of the school year in Term 4, to
understand how parents perceived the outcomes for their children as a result of the
research. Parents expressed their opinions of the classroom social practices in terms of
changes they had observed in their child’s attitude towards learning. This was
reflected in the child’s level of self confidence, ability to listen and respect others and
make decisions. These aspects were part of the Class Agreements that had been
displayed in the classroom all year and referred to by the teacher and students. Other
questions asked parents to reflect if their child had initiated conversations at home
about school experiences in relation to
•
•
•

Being a leader
Gaining new friends
Participating in the Social Circle and Class Meetings and other classroom
practices.

The final question related to how parents perceived their child’s learning in a
classroom where the social practices were negotiated and there were opportunities for
students to become leaders. The questions were open-ended so parents could draw on
experiences outside the school context. Parents’ responses supported students’
responses in regard to their perceptions of increased levels of confidence in
themselves and the ability to make friend. The interviews conducted for parents and
students were an important aspect of the data collection because they demonstrated
that it took time for parents and students to understand the new processes in place in
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the classroom. As the classroom practices developed, students and parents were keen
to express their views at the interviews. As the year progressed, the students grew in
confidence when answering questions and became more articulate, providing rich
details.

Data from the interviews were triangulated with additional data from the
teacher/researcher’s background knowledge about the students and their families,
gleaned through the normal course of a teacher’s work. The research publications
examine data of changing participation of focal groups of students whose stories
illustrated different perspectives to developing mature student participation. Similar
processes of going back over the data to establish links to focal groups of students
were used for all research publications. The rationale for the choice of student focal
groups is explained in the next section.

5.8 Rationale for choice of student focal groups

Drawing on the student focal groups, the teacher/researcher’s motivation for writing
papers was to make the findings of interest to teachers, and also address the academic
rigour of publishing in journals to disseminate the findings to a wider audience. The
publications examine common motivational issues that teachers address in the
classroom, such as developing student confidence and ability to resolve conflicts and
make friends. If these needs are not met, students do not participate fully in their
learning and often develop work avoidance techniques that can affect the learning of
other students. Thus selection of students for focal groups was based on the
motivation issue, evidence of change in participation and the quality of data available.
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To be considered mature participation students needed to make conscious and
informed decisions to support others’ learning and wellbeing. Students demonstrated
mature participation by not behaving in anti-social ways or discouraging other
students from participating. From a positive perspective, mature participation has
been characterised for each focal group of students as demonstrating:
1. Leadership in the classroom to realise social and academic potential for
Gemma, Martin and Lindsay (See Chapter 6);
2. An ability to resolve social issues in an equitable manner which underpinned
students’ and the teacher’s motivation for Susan, Helen, Angela, Margaret and
Eileen (See Chapter 7);
3. Pro-social behaviour to address bullying issues for Denis and Nathan (See
Chapter 8) and
4. Inclusive behaviour to integrate students with special needs in mainstream
classroom activities for Mary and Leslie (See Chapter 9).

These four perspectives were used for each student focal group and are examined in
the respective publications (See Chapters 6-9). Then these perspectives are used as a
summative heading in the discussion in Chapter 10. Below, in Table 5.4, the titles of
peer-reviewed papers are indicated in the left column, reflecting different perspectives
to developing mature student participation that were the focus of each publication. In
the right column general aspects of mature participation are summarised, for the focal
group of students that are also listed. Together, these publications highlight the social
and complex nature of student motivation.
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Table 5.4 List of publications and different perspectives to developing mature
participation

Publications

Chapter 6- Paper 1: Making
classroom social practices explicit:
Developing motivation through
participation in collaborative
leadership opportunities.
Chapter 7- Paper 2: ‘Motivation in
action’ in a collaborative primary
school classroom: Developing and
sustaining teacher motivation

Chapter 8- Paper 3: Bullies and
victims in a primary classroom:
Scaffolding a collaborative
community of practice
Chapter 9- Paper 4: Getting personal
about values: Scaffolding student
participation towards an inclusive
classroom community

Different perspectives to developing
mature participation
Demonstrating student leadership in the
classroom to realise social and
academic potential.
Focal students: Gemma, Martin and
Lindsay
Demonstrating an ability to resolve
social issues in an equitable manner
which underpinned students’ and the
teacher’s motivation.
Focal students: Susan, Helen, Angela,
Margaret and Eileen
Demonstrating pro-social behaviour to
address bullying issues.
Focal students: Denis and Nathan
Demonstrating inclusive behaviour to
incorporate students with special needs
in mainstream classroom activities.
Focal students: Mary and Leslie

5.9 Chapter summary

In this chapter qualitative research methodology, appropriate to in-depth classroom
research, has been examined in addition to the ethical issues that needed to be
addressed. Additional contextual details were elaborated for the use of research tools
such as sociograms and interviews to supplement information in the publications. The
rationale for the choice of focal groups of students, who developed mature
participation, has been explained as an overview to the four publications.
Each paper is organised to provide a review of relevant literature before presenting
the results, using Rogoff’s (1995) analytical planes, and the final conclusions.
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PUBLICATIONS

Chapter 6: PAPER 1
Developing motivation through participation in collaborative leadership opportunities

Chapter 7: PAPER 2
‘Motivation in Action’ in a collaborative primary classroom: Developing and
sustaining teacher motivation.

Chapter 8: PAPER 3
Bullies and victims in a primary classroom: Scaffolding a collaborative community of
practice.

Chapter 9: PAPER 4
Getting personal about values: Scaffolding student participation towards an inclusive
classroom community.
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CHAPTER 8

MAKING CLASSROOM
SOCIAL PRACTICES EXPLICIT
Developing Motivation Through
Participation in Collaborative
Leadership Opportunities
Judith MacCallum and Veronica Morcom

INTRODUCTION
“I can’t do it” was a phrase Gemma uttered frequently. Like Martin and
Lindsay, she initially found it difficult to participate in the collaborative
activities in her classroom. We know that learning occurs from our observations, conversations, and our everyday experiences (Renshaw, 2003;
Rogoff, 2003). By making explicit the social practices of the classroom to
create a safe inclusive environment, teachers can provide opportunities
for students to observe, make positive social connections with peers, and
participate more fully in their own learning. Motivation develops with
changing participation.
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The three students described in this chapter, Lindsay, Martin, and
Gemma, were initially peripheral participants in their classrooms. In each
classroom the teacher negotiated a collaborative process that created a climate of trust and respect that supported fuller participation for all students. Lindsay, Martin, and Gemma attended two different schools but
were taught by the same teacher. They had developed ways of participating that were familiar and comfortable to them, but marginalized their
participation in classroom activities.
At the beginning of the year Lindsay enjoyed intimidating other students and was not really interested in academic learning. He had friends
who also engaged in antisocial behavior and saw no reason to change his
behavior. Martin was a “loner” and intellectually more able in many ways
than his peers. He did not value group work as he had to “explain too
much” to catch others up. He did recognize that he needed teacher assistance to become more confident when speaking in front of his peers.
Gemma was very anxious about all her learning so did not cope well with
challenges. Everything was “too hard.” These three students all lacked
confidence in their ability to express themselves in front of their peers
and needed teacher support and scaffolding to create conditions that
would allow different ways of participating.
There is considerable evidence in the research literature of the interrelated nature of social and emotional awareness, knowledge and understanding, and participation in everyday activities (e.g., Battistich &
Watson, 2003; Benard, 2005; Bernard, 1996; Fuller, McGraw, & Goodyear, 1999; Hunter-Carsch, Tiknaz & Cooper, 2006; Masten, 2001; Zubric
et al., 1995). Opportunities for working with others in formal and informal learning settings are an essential part of this development (e.g.,
Benard; Dewey, 1966; Rogoff; Vygotsky, 1978). Battistich and Watson
maintain that much research on collaboration focuses on older students
and they argue for the introduction of cooperative learning in early childhood education to enhance development of social and emotional knowledge and understanding.
An important question for teachers is how to create a classroom that
supports students to participate fully in the social and cultural practices of
the classroom and ultimately society. This chapter reports classroom
research where the teacher made explicit the social and cultural practices
of the classroom and taught students how to build positive social connections with their peers. She used class agreements and a daily social circle
to develop social and emotional awareness, with a weekly class meeting to
build shared knowledge and understanding. As social connections developed the teacher also scaffolded collaborative leadership opportunities
within small social groups. In this context, motivation develops as students accept leadership responsibilities with their peers, supported by the
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values that have been negotiated and underpin the classroom culture.
Mutual respect and tolerance are embedded in the social practices of the
classroom. The three students chosen for detailed study exemplify the
changing patterns of participation observed in the two classrooms.

THEORETICAL PERSPECTIVES
Teachers are in a position to assist students to participate in the social and
cultural practices of the classroom in ways similar to the practices of the
society in which they are growing up. Dewey claims,
A community or social group sustains itself through continuous self-renewal,
and this renewal takes place by means of the educational growth of the
immature members of the group. By various agencies, unintentional and
designed, a society transforms uninitiated and seemingly alien beings into
robust trustees of its own resources and ideals. Education is thus a fostering,
a nurturing, a cultivating, process. (1966, p. 13)

In order to understand the processes involved in this “nurturing” and
“cultivating” process, it is necessary to examine these social and cultural
practices as they take place in educational settings, in this case in primary
school classrooms. From Rogoff ’s (2003) perspective “humans develop
through their changing participation in the sociocultural activities of their
communities, which also change” (p. 11). Participation in the activities of
the classroom, in this research, is understood in a similar way, with participation as the means through which the children’s motivation develops.
While there is a growing body of research on learning and development taking a sociocultural perspective, research on motivation has been
slower to embrace these perspectives. Recent research is taking more
account of the socially and culturally situated nature of motivation and its
relation to learning (e.g., Pressick-Kilborn, Sainsbury, & Walker, 2005;
Walker, Pressick-Kilborn, Arnold, & Sainsbury, 2004). From a sociocultural
perspective learning is conceptualized as primarily a social activity and
motivation emerges from the social context that is manifested through
both collaborative and individual action. In the classrooms described in
this chapter, explicit teaching and leadership opportunities created the
context for changing students’ participation and developing their motivation to participate more fully.
In sociocultural theory, motivation is not usually separated from learning. For example, Vygotsky (1978) described the socially guided development of knowledge (both motivation and learning) through activity in the
Zone of Proximal Development. Rogoff, Paradise, Mejia Arauz, CorreaChavez and Angelillo (2003) refer to motivation as inherent in the “obvi-
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ous importance and interest of the activity” (p. 193) when participation is
“intent.”1 In this chapter, motivational development is conceptualised as
the transformation of participation from peripheral participation toward
more mature participation in the collaborative classroom. We are using
Lave and Wenger’s (1991) notion of legitimate peripheral participation as
“a descriptor of engagement in social practice that entails learning as an
integral constituent” (p. 35) as a guide. It leads to full participation, a
term Lave and Wenger use “to do justice to the diversity of relations
involved in varying forms of community membership” (p. 37).
According to researchers taking a sociocultural perspective this necessitates use of the activity or event as the unit of analysis (Rogoff, 1995;
Vygotsky, 1978; Wertsch, 1998), and thus moves the focus of research
toward the mutuality of the individual and the sociocultural environment
rather than on either the individual or the environment. Rogoff argues
that “each is inherently involved in the others’ definition” (p. 140) with
none existing separately.
So that the parts of an activity or event can be examined, Rogoff (1995)
proposes three planes of analysis, corresponding to the personal, interpersonal and community processes. Rogoff maintains that development
occurs in all planes, for example, children develop but so do their partners and their cultural communities. She argues that it is incomplete to
consider “the relationship of individual development and social interaction without concern for the cultural activity in which personal and interpersonal actions take place” (p. 141). Thus in this kind of analysis, each
plane in turn is foregrounded with the other planes in the background
allowing “active and dynamic contributions from individuals, their social
partners, and historical traditions and materials and their transformations” (p. 140).
The aim of the larger study on which this chapter is based was to examine children’s motivational development in primary classrooms using collaborative instructional practices to develop leadership skills. As a key
part of these instructional strategies the teacher made explicit the social
and cultural practices of the classroom and taught students how to build
positive social connections with their peers. A second aim was to further
develop the study of motivation within a sociocultural framework that
takes account of personal motivational development and participation in
the social practices of the classroom.

RESEARCH METHODS
The methodological approach proposed here, while not new per se, is seldom used in motivation research. In-depth study of a classroom over a
school year using ethnographic approaches, however, has the potential to
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provide the holistic detail missing from present conceptualisations of
motivation (Nicholls & Hazzard, 1993; Pressick-Kilborn et al., 2005).
The research involved in-depth study of two different classes in which
the second author was the classroom teacher (over two different years).
School 1 involved a year 4/5 class of 32 students aged 9-11 years, and
School 2 involved a year 3 class of 25 students aged 8-9 years. Data collection tools were chosen to access the personal, interpersonal and cultural/
community psychological planes (Rogoff, 1995, 2003). An action research
approach was used with multiple data sources including: participant
observation of the class group; videotaping of classroom events, especially
activity concerned with leadership opportunities; interviews/informal dialogue with children and parents; written surveys for both students and
parents; reflective accounts of children, teacher, coresearcher, parents;
documentation of instructional practices; sociometric surveys; and school
records of behavior.
The teaching and research elements of the data sources, which are
summarized in Table 8.1, were chosen to provide data that were authentic
and took account of the perspectives of all stakeholders including, the
teacher, parents, and students, as well as the administration at the schools.
The use of “Y” charts, sociograms, student interviews and surveys, parent surveys, and teacher observations are further elaborated within the
context of this chapter. The teaching emphasis was explicitly about how to
collaboratively create shared social and emotional knowledge and understandings, which included how to be an effective leader; how to enable
students to scaffold and support the learning of others in small social
groups as a leader or team member; how to “be your authentic self ” in
the process of creating effective learning communities through collaboration.
Rogoff ’s (1995) personal, interpersonal, and cultural/community psychological planes were used as a starting point for examining the processes of motivational development. Rogoff uses the metaphor of
“apprenticeship” to describe the processes at the Community Plane which
involves active individuals participating with others in culturally organised activity with the purpose of the development of mature participation
in the activity by less experienced people. The concept of “apprenticeship
necessarily focuses attention on the specific nature of the activity
involved, as well as on its relation to practices and institutions of the community in which it occurs—economic, political, spiritual, and material”
(p. 142). “Guided participation” describes the Interpersonal Plane, which
focuses analysis on the processes and systems of involvement between
people as they communicate and coordinate efforts. Direction in the
activity is offered by cultural and social values, and people have choices as
to where, with whom and with what they participate. At the Personal
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Table 8.1.

The Teaching and Research Elements of
Data Sources and Their Purpose

Teaching and Research Elements of Data Sources

Purpose

Class “Y” charts
Chart has three parts: “Looks like”—behaviors one would see and body language;
“Sounds like”—actual words that could
describe the concept or the conversations
that may occur between students; “Feels
like”—emotional response.

• To establish shared understandings.
• Strategy that uses students’ own language
and make links with their knowledge and
that of their peers (Bennett & Rolheiser,
2001; Bennett & Smilanich, 1994).

Social circle
• Team building
Children sit in a circle and say how they feel. • Building a “caring culture”
Conducted daily in the classroom
• Build “inclusion”
Class meetings
Conducted once a week and both the
teacher and students write the weekly
agenda

• Both the teacher and students raise issues
of concern about any aspect of classroom
• Democratic process of participative decision making (Glasser, 1969).

Sociograms
Students nominate three peers they would
like in their new tribe.

• The teacher created groups to promote
new friendships and leadership contexts
and opportunities to develop these skills.

Student interviews

• Using photos of the social circle, class
meetings and group activities the students
were asked to describe their understanding.

Parent interviews

• To gain parent perspectives of changes in
values, attitudes, and behaviors of their
children in regards to friendship groups
and leadership skills.

Teacher observations

• Anecdotal notes taken daily of classroom
interactions.

Student reflection logs

• Students wrote their personal reflections
about classroom operations.

Tribes/social groups
(developed from Gibbs’ concept of Tribe;
Gibbs, 2001)

• Social groups of 4-6 students were formed
each term based on the sociogram results
and teacher observations.
• Peers elected a leader and a vice leader
for the duration of the tribe.

“Lift ups”—peers and the teacher write
and give supportive comments to each
other.
“Team member of the week”—voted by
peers, after discussion in groups.
“Teacher encouragement awards”—to
demonstrate the teacher is aware of students’ efforts to cooperate.

• Showing appreciation of others to build a
caring culture
• Acknowledging the efforts of peers who
provide social and emotional support to
others or improve their behaviour or attitude.
• Providing authentic opportunities for
peers and the teacher to build relationships.
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Plane, Rogoff uses the metaphor of “participatory appropriation” to
describe the process by which individuals transform their understanding
and responsibility for activities through their own participation. It is “the
personal process by which … individuals change and handle a later situation in ways preparing by their participation in the previous situation … a
process of becoming, rather than acquisition” (p. 142).
This chapter examines the instructional practices of the teacher, the
second author, in two different classes at two different schools to show
how motivation can be developed through participation in collaborative
leadership opportunities. The motivational development of three students, Lindsay, Gemma and Martin is described using Rogoff ’s three
planes. The personal plane is the focus for examining the three students’
motivational development, but in order to gain a more complete understanding of the process of becoming a full participant, the community
and interpersonal planes are also examined.

COMMUNITY PLANE
A major purpose of the institution of school is to develop the social, emotional, and cognitive capabilities of each student, underpinned by cultural
values promoting active citizenship (as detailed in The Adelaide Declaration
on National Goals for Schooling in the Twenty-First Century, MCEETYA,
1999). The first national goal is “to develop fully the talents and capacities of all students”, and four of the eight areas under this goal include:
• analysis and problem solving and the ability to communicate ideas
and information, to plan and organize activities and to collaborate
with others;
• have qualities of self-confidence, optimism, high self-esteem, and a
commitment to personal excellence as a basis for their potential life
roles as family, community, and workforce members;
• have the capacity to exercise judgement and responsibility … to
make rational and informed decisions about their own lives and to
accept responsibility for their own actions; and
• be active and informed citizens (MCEETYA, 1999).
The teacher used a range of strategies to make explicit the values
underpinning the classroom practices at the two schools (these are
explained in detail later in this section). Although the two schools were
quite different the same kind of instructional approach was able to be
adapted for both schools. The key characteristics of the two research

CHAPTER 10

DISCUSSION AND CONCLUSIONS

10.1 Introduction

An ongoing concern for teachers remains how to engage and motivate students in the
classroom. To address this concern the teacher/researcher conducted classroom based
research with her primary students while teaching at two schools in 2004 and 2007.
In this dissertation it is argued that developing a collaborative classroom supported
students’ social and emotion needs and developed mature participation and motivation
for learning. Based on the assumption that students need to develop communication
and social skills and learn to work together, the teacher/researcher’s role included
scaffolding problem solving skills that promoted pro-social and inclusive behaviours.
The teacher/researcher also had an expectation that all students would learn to
participate and encouraged students to move from legitimate peripheral to develop
mature participation (Lave & Wenger, 1991).

The final conceptual framework in Figure 10.1 illuminates how the current research
has helped to explain both the theoretical and practical aspects of learning, emotions
and motivation as integrated processes, where collaboration is the unifying
concept.This figure builds on ideas examined in Chapters 1, 2 and 3 (See Figures
1.1,2.1&3.1), to illustrate the integrated nature of learning, motivation and emotions
and the description of affective scaffolds (Vygotsky, 1978) in Chapter 4. Learning is
conceptualised as a single multi-dimensional concept of collaboration, to examine
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student motivation and learning. Emotions are conceptualisedusing theaffective ZPD
(Goldstein, 1999; Vygotsky, 1978) to include emotions and motivation as “part of the
collective experience…” (Meyer & Turner, 2006, p. 388). The three bidirectional
arrows symbolise the scaffolding processes.

Theoretical

Theoretical

Learning is
conceptualisedusing a single
multidimensional construct,
such as collaboration, as a
viable option for classroombased research (Turner &
Meyer, 2000) to develop
mature participation.

Emotions are
conceptualisedusing
theaffective ZPD
(Goldstein, 1999; Vygotsky,
1978) to include emotions
and motivation as “part of
the collective experience…”
(Meyer & Turner, 2006, p.
388).

Practical
Scaffolding student
leadership opportunities,
through modelling and
reflection, provides a
strategy to develop
collaborative classroom
social practices.

Collaboration

Practical
Create supportive learning
environments to encourage
students to take risks to
develop collaborative
strategies.

Theoretical
Motivationis conceptualised as negotiated participation in collaborative activities
within a community of practice (Lave & Wenger, 1991), highlighting the social
origins.
Practical
Create a motivational zone for students by teaching within the optimal level of
challenge so teaching is within their affective ZPD (Vygotsky, 1978).

Figure 10.1 Theoretical and practical implications of the research: Learning,
motivation and emotions from a sociocultural perspective.
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The following research questions reflect the practical and theoretical aspects of the
current research, summarised in Figure 10.1, and are reviewed before the discussion
of the focal students to highlight aspects of mature participation. After that, the
practical implications and theoretical implications of the research are considered,
ahead of suggestions for future research and the final conclusions.

10.2 The research questions

How does student leadership develop mature participation and contribute to student
motivation?

In the current research qualitative data were analysed to make decisions about the
classroom practices and how the teacher scaffolded leadership development to create
a supportive learning environment that encouraged students to take risks.
Collaborative learning environments are created when students take responsibility for
their learning and resolve social issues. Scaffolding student leadership opportunities,
through modelling and reflection, provided a strategy to develop a collaborative and
supportive classroom environment. Data from sociometric surveys and teacher
observations were used to document the changes in the development of students’
participation and motivation, as they moved into different social groups and took on
leadership roles (Morcom, 2005; MacCallum & Morcom, 2008). Students needed
multiple scaffolds from the teacher to support their leadership efforts such as being in
social groups that would support their efforts to change. The teacher/researcher
needed to monitor the development of group dynamics to create an appropriate
affective zone for each student that had a balance of challenge and support. When
students were interviewed they reported enjoying the responsibility of being a leader,

90

learning how to resolve social issues and the positive peer regard they received when
they helped their group members. These aspects are connected to students’ feelings
and are evidence of the positive outcomes of working within the affective ZPD
(Vygotsky, 1978) that, it is argued, created a motivational zone for students.

In what ways does sociocultural theory support classroom-based research to examine
student motivation?

Sociocultural theory (Vygotsky, 1978), communities of practice (Lave & Wenger,
1991) and Rogoff’s (1995) analytical planes are compatible conceptual frameworks to
examine and highlight the social aspects of learning in the classroom and to
understand student motivation. For Vygotsky (1978), the social context became part
of the developmental processes because of its role in shaping higher mental processes.
The role of the teacher and others in shaping students’ learning has been examined in
the publications, through the concept of the ZPD (Vygotsky, 1978). The concept of
participation in collaborative activities is the unit of analysis to examine motivation as
negotiated participation in a collaborative community of practice (Lave and Wenger,
1991). Each of Rogoff’s community, interpersonal and personal planes provided an
investigative and interpretive tool, to examine scaffolding within the affective ZPD,
where motivation and learning are assumed to be interrelated concepts.

Sociocultural theory is useful for classroom based research to examine motivation,
using the concept of zone of proximal development (Vygosky, 1978) as a model for
how teachers can create educational experiences where the learning stretches students
beyond their existing level. Through scaffolding within the ZPD, students in the
research classrooms expressed satisfaction in their learning when they took
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responsibility and werea positive role model for their peers. These affective
components of learning highlight emotions as integral to student motivation.

What are the key features of scaffolds for students to develop mature participation?

Teachers encounter a plethora of complex issues in the classroom, including
understanding students’ characteristics and how they impact on motivation. In the
current research, discussing collaborative values with students provided opportunities
to highlight students’ emotions as an integral part of learning and motivation as they
developed mature participation. This supports Meyer and Turner’s (2006) arguments
thatemotions and motivation need to be studied simultaneously to fully understand
student learning in the classroom.Working within the affective ZPD also created
supportive learning environments where student responsibility and leadership were
fostered. It is argued in this dissertation that teacher scaffolding, working within the
affective ZPD, developed positive relationships and mature student participation.
Students stated that they made new friends as they learnt to participate in the
classroom social practices because they learnt more about how to work with others.

Data are used in the publications to document how the classroom social practices
scaffolded (Bruner, 1986) students’ learning to develop mature participation. Table
10.1 provides a summary of focal students’ individual characteristics that the
teacher/researcher observed (See Left Column). Teachers also use agreed criteria to
identify and track students who may require additional support during their schooling.
For example, students such as those who are identified as being a “Student at
Educational Risk” (SAER) or a “Talented and Gifted Student” (TAGS) would require
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additional educational support to meet their needs. The Right Column of Table 10.1
presents a summary of the outcomes or changes, as a result of the teacher/researcher’s
scaffolds, for the focal group students when they received additional support.

Table 10.1 Summary of students’ characteristics and changes

Students’ characteristics

Changes

Chapter 6: PAPER 1

Gemma
Increased Gemma’s friendship circle
Developed self-confidence
Started to take risks in her learning

Gemma (Year 3) lacked confidence in
herself and her abilities. Student at
educational risk (SAER).

Martin
Developed an appreciation of the value
of collaboration with peers

Martin (Year 3) did not enjoy working
with similar aged peers. Talent and
Gifted Student (TAGS).

Lindsay
Supported by his peers when he was a
leader

Lindsay (Year 5) displayed anti-social
behaviours and did not enjoy academic
activities. Talent and Gifted Student
(TAGS).
Chapter 7: PAPER 2

Developed social skills
Learnt to listen to and appreciate peers’
point of view

Susan, Helen, Angela, Margaret and
Eileen (Year 5) were friends who
quarrelled.

Developed confidence to resolve their
social and emotional issues

Chapter 8: PAPER 3

Denis
Made pro-social choices supported by his
peers

Denis bullied Nathan (Year 5).
Nathan was also a Student at
educational risk (SAER).

Nathan
Increased friendship circle
Developed self-confidence

Chapter 9: PAPER 4

Mary and Leslie

Mary and Leslie (Year 3) were students
who had intellectual disabilities.
They qualified for additional support
with a teacher assistant in the
mainstream classroom.

Placed in supportive social groups
throughout the year
Widened their friendship circle
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When new classes are formed at the end of each year, students are chosen by their
current teachers and the administration, to ensure an equitable distribution of social,
emotional and academic needs for the following year. At both research schools there
were similar year levels cohort groups taught by other teachers who were not part of
the research classes. As the teacher/researcher was also the classroom teacher, she had
access to prior school reports, written by previous teachers about the academic
achievements of the students. Social and emotional remarks were also indicated
through the anecdotal teachers’ comments and scores for attitude and behaviour on
the students’ biannual school reports. Other system wide information was available
from the results of State and National testing for Literacy and Numeracy conducted
prior, during and after the research projects. State testing was replaced by National
testing in 2008.
1. The Western Australian Literacy and Numeracy Assessment- WALNA.
(Australia. Western Australian Literacy & Numeracy Assessment, 2005)
2. The National Assessment Program. Literacy and NumeracyNAPLAN(Australia. Curriculum Corporation- now Educational Services
Australia, 2010).

The 2004 research students completed the WALNA test in 2004 (In the current Year 5
cohort) and again in 2006 (Year 7 cohort). The critical friend for the 2004 research
reported to the teacher/researcher that the comparative data for the Year 3, 5 and 7
cohorts (who sat the tests in 2002, 2004 & 2006 respectively) were available to the
school. These data demonstrated that the 2004 research group students from these
Year level cohorts had made noticeable academic gains in Literacy and Numeracy
when compared to other students in the same cohort group. The Table in Appendix 1
provides a sample of Year 5 Students who were at Educational Risk (SAER) for
Literacy and those who were Talented and Gifted (TAGS) and underachieving from
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the research class. When their Year 3 and Year 5 results for Writing are compared
these students performed above expectations.

For the 2007 research students (Year 3 cohort) who sat the WALNA test, their results
could also be compared for subsequent NAPLAN tests in 2009 and 2011 (Years 5 and
7 cohorts respectively). The students’ academic reports for the 2007 cohort, written by
other teachers, were reviewed by the teacher/researcher. Comparative details
(available to the teacher/researcher) are not provided in this dissertation because of
the need to preserve confidentiality and anonymity. Across both research classrooms,
the most notable academic gains were for the students who had been categorised as
‘Students at Educational Risk’ for Literacy and Numeracy, Nathan (2004) and
Gemma (2007), and the ‘Talent and Gifted Students’, Lindsay (2004) and Martin
(2007).

It is difficult to establish a causal link between the research students and these trends,
because it can be argued that the students may have achieved these results despite the
intervention of the teacher/researcher, due to other factors such as maturity. However,
the data from parent and student interviews supported that students’ confidence
increased during the research years which supports the contention that attending to the
social and emotional aspects of learning motivates students to achieve their personal
best. In the next section the discussion of the student focal groups highlights how
meeting social and emotional needs also developed motivation for learning. Each
aspect of mature participation that was the focus of the publications is italicised
preceding the discussion of each student focal group(From Papers 1-4 respectively).
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Following the discussion of the student focal groups more general comments about
the outcomes of the social practices are made.

10.3 Reflection on the student focal groups: Working within the affective ZPD

Leadership in the classroom to realise social and academic potential (Paper 1)

Students such asGemma, Martin and Lindsay chose to position themselves on the
periphery of classroom activities (MacCallum & Morcom, 2008) but for different
reasons. When the teacher/researcher reviewed the video footage, field notes, parents’
and students’ interviews and students’ reflection logs, these students became a focus
as they reflect common concerns for teachers. Gemma’s mother was worried that
Gemma had little interest in school work and was at educational risk in Literacy and
Numeracy. She was also concerned that Gemma had few friends. This had been
evident since Gemma started formal schooling. Both Martin and Lindsay were
identified as very capable in previous school reports. Martin lacked self-confidence
and an interest to interact with his peers. Whereas Lindsay appeared confident but
behaved in an anti-social manner. Gemma and Martin had the potential to be
overlooked because they did not disrupt other students’ learning. In contrast, Lindsay
(Year 5 student) brought attention to himself with his anti-social behaviour in the
classroom and playground.

The findings reported in the first paper illustrate that developing friendship groups for
all students, based on pro-social values assisted them to develop self-confidence and
leadership skills. Gemma developed new friendships, self-confidence and risk taking
with learning. For Martin and Lindsay, once they became leaders, they developed an
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appreciation of the value of collaboration. All students moved from being legitimate
peripheral participants (Lave & Wenger, 1991) to fully participating in the social
practices of the classroom and improving their academic learning.

An ability to resolve social issues in an equitable manner which underpinned
students’ and the teacher’s motivation (Paper 2)

Susan, Helen, Angela, Margaret and Eileen were Year 5 students who participated
fully in the classroom social practices, developing collaborative values such as caring
and empathy (Morcom & MacCallum, 2009). When differences of opinions occurred
earlier in the year, the discussions became intense, with the use of emotive language
that was often abusive and aggravated the situation, preventing a resolution. As their
social network widened, these students needed to learn new strategies to deal with an
increase in situations when there were disagreements.

As the students became more committed to resolving their issues to remain friends,
they initiated using reflection logs and conflict resolution strategies modelled in the
classroom. They wrote in their reflection logs how they perceived issues. To negotiate
classroom social practices and further scaffold students’ skills, the teacher/researcher
explicitly taught values, establishing a positive expectation that students could be
trusted to support each other. This minimised the need for teacher intervention
because students were now considering the points of view of their peers to resolve
issues, reaffirming the teacher/researcher’s confidence and motivation to continue to
develop such processes to empower students.
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Pro-social behaviour to address bullying issues (Paper 3)

The situation for Denis and Nathan is a complex social issue(Morcom & CummingPotvin, 2010).Denis bullied Nathan for many years and the peers who were
bystanders did not intervene to support Nathan. The school administration, other
teachers, and the school psychologist intervened with some success, providing
bystanders with alternative behaviours to support students who were bullied.
Unfortunately this did not prevent all covert and overt bullying described in the paper.
However Denis did stop bullying Nathan. Denis’s peer group did not ostracise him
during the year but they chose not to support his anti-social behaviour.

In this paperthe positive outcomes, particularly for Nathan and his family, reaffirmed
for the teacher/researcher the legitimate educative role to intervene in such situations
to model and teach pro-social behaviours, developing mature student participation.
Affective scaffolds included placing both students in different groups where Denis
would benefit from positive peer role models to make pro-social choices and Nathan
had the opportunity to make friends.The situation required a multifaceted approach
that gradually allowed students in Classroom 1 to experience the benefits of positive
peer regard through student leadership. The positive changes in students’ behaviour
encouraged and motivated the teacher/researcher’s motivation to further develop these
practices. The feedback from parents about the changes they noted at home with
siblings and other family members indicated that the benefits of the classroom
programs were extended beyond the school to the community.
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Inclusive behaviour to integrate students with special needs in mainstream classroom
activities (Paper 4)

Mary and Leslie were students with intellectual disabilities. Their stories draw
attention to the complex issue of inclusion and the importance for all students to
experience a sense of belonging (Morcom & MacCallum, 2011). Increasingly, in the
mainstream classroom, there are more students with special needs who also need
support to be included. Teachers need to understand how to support students within
the affective ZPD to develop social and communication skills, underpinning mature
participation. After lunch, when Mary and Leslie returned from their lessons in the
Educational Support Unit to the regular classroom, they participated in the same
classroom activities as their peers. Seaview’s school motto was Grow with Respect.
This motto was consistently discussed in relation to student behaviour and
achievements at the weekly school assemblies by the principal, school councillors and
teachers. Thus, there was a community and school expectation of positive regard for
peers and adults as part of the school’s proud tradition.

When there were opportunities to choose partners for group work and practical
projects, Mary and Lesley’s participation needed the support of the teacher/researcher
to encourage more able peers to partner these students. The challenge for the
teacher/researcher was to negotiate a collaborative classroom where all students fully
participated, to the extent possible. This included other students working with Mary
and Lesley, despite the academic challenges of the task and difficulties with
communication. Mary and Lesley did not initiate interaction with their peers to be a
part of their social group. They both had very gentle and unassuming dispositions and
could easily be unintentionally ignored. However, in this case not only the
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teacher/researcher, but a small group of peers, encouraged these students to
participate in classroom activities. This modelled to other students that Mary and
Lesley had a legitimate right to be included in all classroom activities. Affective
scaffolds for these students included placement in groups where they were supported
by peers, and inclusion in class activities that supported inclusive values, as illustrated
in this research publication.

There were many challenges to establishing shared understandings and commitment
with students about the parameters for behaviour (Morcom, 2005; Morcom &
Cumming-Potvin, 2010). Enlisting the support of peers, through developing wider
pro-social friendship groups during the research, was central to antisocial behaviour
ending, as illustrated in Paper 3. When Denis did not have a large bystander group
who supported his anti-social behaviour he made the decision later in the year to
avoid the negative consequences of his actions. He ignored Nathan, which allowed
Nathan to develop confidence to make new friends, including those who had been
bystanders in the past.

The process used by the teacher/researcher centred on negotiation, not coercion, and it
took time for community members to develop shared understanding and appreciation
of a supportive classroom culture where they experienced mutual respect. As students
listened, on the periphery during discussions, they learnt how to contribute to develop
mature participation. They also learnt that other students had similar concerns and
were willing to take risks to share with their peers. This process built trust and
empathy amongst the students, which further encouraged participation and
collaboration. To sustain participation and develop students’ confidence to express
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differing points of views, the five Class Agreements were negotiated at the beginning
of the year and referred to throughout the year. Values such as caring, sharing,
tolerance and respect were promoted to create a supportive classroom climate for
collaboration. Critiques of the community building process, argue not enough
attention is given to the complex and often ‘messy’ relations that exist in such a
process (Linehan & McCarthy, 2001). The teacher/researcher was attentive to the
students’ relationships and this focus provided the impetus to build a cohesive
classroom community. These outcomes are further discussed in the wider context of
the research social practices and values education in the next section.

10.4 Practical implications of the research

The practical implications of the research lie in teaching values explicitly as an
integral part of the instructional strategy to develop mature student participation and
learning (Lovat & Toomey, 2007; Lovat et al., 2009; Wink & Putney, 2002). In the
current research, a more dynamic and interactive collaborative model of teaching,
using specific social practices, included negotiating the values of the community. The
five Class Agreements adopted for the current research, allowed students and the
teacher/researcher to express their opinions in a safe, supportive environment. From
an educational perspective, collaborative teaching can achieve multiple goals that
develop interpersonal and personal skills (Antil et al., 1998) to support students’
social and emotional learning and wellbeing. Collaborative classrooms provide
supportive contexts because students are encouraged to support each in their learning.
Hart’s (1992) self supporting framework, examined in Chapter 3, and the teacher
scaffolds suggested in Chapter 4, provide teachers with guidelines. But teachers need
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to understand how to observe students and then act to scaffold values that promote
collaboration.

Highlighting values such as caring, sharing, cooperation, collaboration, tolerance and
working hard to achieve your personal best, made explicit links to the values
underpinning the Class Agreements. Linking students’ background knowledge, to
contribute to the construction of Y charts, made them meaningful for the students.
Students were supported to take risks with their learning because this process also
created the conditions for psychological safety.

The practical challenges for teachers are to identify how to scaffold students’ within
their affective ZPD, so students are given time to decide when and how they will
participate and take responsibility for their learning. As the year progressed, the
students became more reflective, taking responsibility for their participation and
behaviour.For example, during the Social Circle, the teacher/researcher initially
provided different objects for the talking stick while modelling to students how to
narrate stories about different personal items that held a special memory or an
emotional significance. Gradually students brought in toys and items from home
which added variety and interest to this social practice. This student initiative also
added a further human dimension to the classroom as students shared the reasons
these objects were significant to them. Students voluntarily sat in a circle on the mat,
before the official siren rang to signal the start the school day, without direction from
the teacher/researcher.
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Another example of changes in students’ participation was during weekly Class
Meetings. The agenda items characterised common motivational areas of concern not
only for the teacher but for students, as illustrated in Chapter 4. Students who initially
did not have friends and then made friends, needed support to resolve conflicts to
maintain friends (Morcom & McCallum, 2009). Students who bullied other students
needed support to change how they perceived their victims, by getting to know them
better and observing positive peer regard from other students, who were also the
bully’s friend (Morcom & MacCallum, 2010).

Creating a collaborative classroom context where student participation was negotiated
required a focus on how participation was conceptualised and how
matureparticipation could be developed through positive interpersonal relationships
and student leadership. The process of conducting the daily Social Circle and weekly
Class Meeting fostered a classroom culture of open communication based on trust,
tolerance and mutual respect. These social practices developed opportunities to
discuss feelings, which were evident in the social practices described in Chapters 4.
This reaffirms the integrated nature of the affective elements of a teacher’s educative
role (Rosiek, 2003). Using authentic activities required learners to take emotional and
intellectual risks, particularly during the Social Circle and Class Meetings. Students
not only shared their ideas but expressed how they felt. In the publications the focal
students were supported by their peers and the teacher/researcher, as they made
decisions about their participation. Students developed skills to contribute and
participate in a positive way towards developing a collaborative classroom
community. Teachers interested in adapting these social practices need to consider
how to scaffold student leadership opportunities and encourage students to take risks,
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through modelling and reflection. Teaching students within their optimal level of
challenge creates a motivational zone or ZPD (Vygotsky, 1978).

Motivation, at the Community Plane (Rogoff, 1995), is described as developing ways
for participation as an apprentice with a focus on community values. The
teacher/researcher’s role was central to structuring the classroom as a context for
collaboration. At the Interpersonal Plane, the teacher guided participation, creating
possibilities for motivation as negotiated participation through resolving interpersonal
issues. Personal transformation of understandings and motivation was evident on the
Personal Plane, when students were prepared to participate in subsequent similar
activities. It is argued that more interactive and collaborative strategies developed
aspects of mature participation and students’ motivation for learning. The theoretical
implications of the research are discussed, in the next section, in relation to how
emotions and motivation are linked to the social practices and students’ learning.

10.5 Theoretical and methodological implications of the research

An integrated and holistic approach to classroom based research for motivation,
learning and emotions needs to incorporate or redefine models for research that are
multidisciplinary and holistic, using longitudinal research designs (Turner & Meyer,
2000). Advocating holistic discourses to support a more interactive and collaborative
view of learning (Rogoff et al., 2003; Lave & Wenger, 1991), where “qualitative
methods help us understand the black box that the classroom has become”, is argued
as the way forward in classroom research (Turner & Meyer, 2000, p. 71). The single
multidimensional concept of collaboration is proposed in the current research as a

104

useful concept for classroom-based research to integrate research for motivation,
learning and emotions.

The methodology adopted to collect data in the current empirical studies established
motivation as a socially and culturally situated concept (Pressick-Kilborn et al.,
2005). A variety of qualitative research methods, embedded in an action research
process, provided rich descriptions of interpersonal and contextual factors. The use of
qualitative methods, which were embedded in the classroom instructional practices,
afforded a rich source of data to examine student motivation in the context in which it
developed. Collecting data over a school year provided additional contextual details,
to support the interpretation of the data, often lacking in short intervention studies that
traditionally conceptualised motivation as an individual concept.
Contextualised findings provide more externally valid information for teachers
because they help explain the why and how behind student-teacher
interactions.... This situated knowledge is important for teachers who reflect
on their practice and desire to create classroom environments that involve
students in their learning. (Turner & Meyer, 2000, p. 71)

Despite the small sample of students in the projects, using qualitative research
methods, in the authentic context of the classroom, provided situated knowledge and
details for the teacher/researcher to examine student motivation. The research papers
explain in depth details of the why and how of student interactions. The papers were
also a reflective tool for the teacher/researcher to direct the research projects and the
development of social practices in the classroom throughout the year. In the current
research, drawing on Rogoff’s three planes to examine complex data about student
motivation, offered an integrated approach to translate theory into practice (Richards,
2006). Scaffolding with the ZPD to develop a collaborative community of practice
(Lave & Wenger, 1991) created the self-supporting framework (Hart, 1992) for
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collaboration. Vygotsky’s (1978) notion of teachers assisting students within the ZPD,
to achieve more than one could achieve alone, also implies there are interpersonal and
affective aspects of learning.

Conceptualising participation in collaborative communities of practise (Lave &
Wenger, 1991), using Vygotsky’s (1978) metaphor of the affective ZPD and Rogoff’s
(1995) analytical planes identified the multiple community, interpersonal and personal
variables that contribute to motivation. The strength of this perspective is that the
three planes provided a holistic analysis and interpretative framework for collecting
rich data over time. From a sociocultural perspective of investigating motivation, one
of the methodological challenges, is that of capturing the process of change. This is
multidimensional and dynamic, rather than static points over time (Valsiner, 2006).

Thus, using multiple data sources from parents, students and teachers for triangulation
created a complex rich resource to capture the process of motivational development.
Even though the longitudinal research projects facilitated the collection of rich data
over time, the process was flexible, to account for the irregularities of schooling. Due
to the many interruptions to the school timetable, for whole school events such as
swimming lessons and assembly practices, instructional time in the classroom was
often compromised. Using research as part of professional learning, the
teacher/researcher was committed and motivated to ensure critical social practices,
such as the weekly Class Meetings were rescheduled so data were not missed about
students’ development.In the next section future research is examined in the context
learning within the affective ZPD, based on the assumption that positive student
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relationships are at the heart of good teaching and learning (Hargreaves, 2001; Meyer,
2009).

10.6 Future research

More research is needed about how to set up collaborative classrooms where teachers
can support student motivation and learning (Fried, 2011). Thus, such research may
prepare teachers for this challenge in the classroom and assist students to manage
their emotions in their learning when they are challenged. Recording student’s
changes in participation during classroom social practices in the research publications
provided insights into how positive classroom environments are created to support
student motivation.
Understanding how positive classroom environments develop and are
sustained is essential for improving educational opportunities through the
quality of instructional interactions, which have relationships and emotions at
their core. (Meyer & Turner, 2006, p. 390)

It is not common practice in motivation research to study cognitive and affective
elements simultaneously, as an integrated process (Meyer & Turner, 2006; Sivan,
1986). To provide research that is accessible to teachers, would suggest conducting
research in the classroom, reflecting the authentic context of the classroom to include
contextual details. Future research that links academic learning and motivation with
the benefits of teacher scaffolding within the affective ZPD, foregrounds the affective
elements of learning and motivation. The current research is a small scale study but
illustrates the longitudinal nature of change in student participation and the centrality
of how the teacher structures the social aspects of the classroom. Promoting social and
emotional learning through values education, student leadership and building a
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collaborative classroom community highlights the social aspects of learning and
motivation. Qualitative research methods, to examine students’ changes in
participation require longitudinal studies that can capture contextual details of the
classroom in which the students are learning. Future research with students and
classroom teachers, in their classrooms, needs to consider these factors.

An area not explored in the current research is students’ perceptions of power in the
classroom when using collaborative structures in a community of practice (Linehan &
McCarthy, 2001). Issues of power are introduced in Morcom and Cumming-Potvin
(2010) where students are given leadership roles, to ensure all students have a voice,
but there are broader issues of power. In the Classrooms 1 and 2 the
teacher/researcher negotiated with students, with the aim to share and distribute the
power in the classroom. However expectations about the role of the teacher/researcher
required further explanation to parents about the aims of the research, to support the
development of student leadership skills in the classroom. Future research could
critically examine power distribution, equity and expectations in the development of
mature participation.

In the next section the conclusions are framed in terms of the research questions and
student outcomes when teachers promote collaborative learning. Teachers set up
expectations of legitimate peripheral participation to develop mature student
participation. Then the potential for this research to be used in teacher education and
professional learning is discussed before the conclusions for the methodological and
conceptual issues of the research.

108

10.7 Conclusions

In a climate of flux and change, where there is high unpredictability for what the
future holds, student participation and motivation remains a central issue for teachers
and researchers. The conclusions drawn from the publications are that collaborative
teaching afforded students a different way of participating with peers and developing
mature participation. Arguing a case for legitimate peripheral participation in a
community of practice, suggests an ongoing process of negotiation and teacher
expectation for students to participate and develop mature participation. Therefore
teachers need to scaffold students within the affective ZPD to create zones where they
are suitably challenged. This enables students to develop the social and emotional
skills that support a different way of participating in the classroom.

To sustain participation and develop students’ confidence to express differing points
of views, the five Class Agreements provide the basis for developing values explicitly
with students from the beginning of the year. Values such as caring, sharing, tolerance
and respect were promoted to create a supportive classroom climate for collaboration.
However some learners may never develop mature participation (Lave & Wenger,
1991). But through ongoing negotiation, students can come to understand the values
of a collaborative classroom community and make informed choices about their
behaviour. Nonetheless, using authentic activities required learners to take emotional
and intellectual risks, particularly during the Social Circle and Class Meetings.
Students not only shared their ideas but expressed how they felt. The classroom
climate is a critical factor in how students interacted with each other to reduce
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marginalisation by their peers. At times students disagreed but they learnt to be
respectful towards each other.

The findings of the current research support teachers being proactive, to create a
classroom climate and use social practices that address the students’ social and
emotional needs. There were students in the research classes who experienced anxiety
or had social and emotional issues which were addressed by the teacher/researcher
through the processes of developing a collaborative community of practice. Students
understood the value of learning with others and the benefits of being an active
participant in classroom activities. This was a positive outcome for the
teacher/researcher to continue to develop ideas that contributed to student
participation, learning and motivation.

Teacher education, in a climate of educational accountability and rationalism
(Hargreaves, 2003) can not afford to ignore the social and emotional needs of
students. Regardless of an increase in the incidences of children who experience
anxiety and depression from a young age, educational practices have been slow to
respond to this worrying trend (Bernard, 1996; Stanley, 2011). From an educational
perspective, collaborative teaching can achieve multiple goals that develop
interpersonal and personal skills (Antil et al., 1998) to support students’ social and
emotional learning and wellbeing. Teachers’ efforts to encourage student participation
and collaboration may be thwarted if there is an over emphasis on competitive
learning environments where success is only measured against the achievements of
others (Ames, 1984, 1992; Anderman, 1999; Anderman & Anderman, 1999, 2009).
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This research has potential for teacher education, in the implementation of
undergraduate courses that prepare teachers for working with students to promote
social and emotional skills as an integral part of classroom practice (Goldstein, 1999)
and conducting their own research. The action research process places teachers at the
centre of the reform or innovation and contributes to their professional learning (Carr
& Kemmis 1986; Darling-Hammond, 2003; Grundy, 1995).

New methodologies and theoretical frameworks that can explore complex and
interpersonal relationships, incorporating emotions in motivation and learning, are
essential to understand classroom learning contexts (Meyer & Turner, 2002).
Reflected in the choice of qualitative methodology is the potential to provide depth
and detail about the context in which the research is conducted (Meyer & Turner,
2002). The teacher/researcher recognised the value of observing students during
authentic collaborative activities in the classroom because it reflected the social
context of the teachers’ work. Collaboration has proved a suitable multidimensional
concept to research motivation and learning in the current research.

The challenge remains for future research to take into account “emotions as part of the
collective experience that can explain emotions in relation to motivation and learningas an integrated process, not as a precursor or outcome” (Meyer & Turner, 2006, p.
388). Teachers make judgements about the usefulness of research, adapting new ideas
into their teaching practice (Hargreaves & Fullan, 1992). Research findings about
student motivation need to support teacher’s work in the classroom.In the current
research the process of conducting research contributed to the teacher/researcher’s
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knowledge and experience to “structuring a learning environment for collaboration”
(Hart, 1992, p. 14) but also to address common motivational concerns of the students.

Creating appropriate goal orientations and classroom structures to support individual
learning and motivation has been the major focus for motivation research in the past
(Ames, 1984, 1992; Slavin, 1983). New trends in motivation research highlight the
social aspects of learning and motivation (Pressick-Kilborn, 2010; Walker, 2010;
Walker et al., 2010), within a sociocultural perspective (Rogoff, 1995; Vygotsky,
1978), offering new conceptual and methodological choices for research. Through the
expression of emotions, students and the teacher can also develop closer emotional
connections and this reciprocal process improves educational outcomes for the longer
term (Lovat et al.,2009; Van Oers & Hännikäinen, 2001).

An integral component of effective teaching is to develop a level of emotional
connection with students which also makes “emotional understanding possible”
(Hargreaves, 2001, p. 1060), and thereby facilitates learning. Using collaborative and
cooperative models of learning (Hart, 1992; Johnson & Johnson, 2003; Johnson et al.,
1994) can provide scaffolds to transfer responsibility for learning to the students.
Specific programs such as Tribes Learning Communities (Gibbs, 2001) provide
effective holistic frameworks for creating opportunities for students to develop
positive relationships based on mutual respect and the skills to collaborate and make
friends. Building supportive classroom contexts with students sustained their
motivation for learning, but also the teacher/researcher’s motivation to examine
current research about collaboration and motivation to improve the social and
academic outcomes of all students. This research has contributed to knowledge about
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the relationship between student motivation and learning and teacher scaffolding
within the affective ZPD in the classroom.
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Appendix 1: Background to the projects
Bushlands Project 1 (2004)
Title: Mediating classroom culture based on democratic values and exploring the
teacher’s facilitative role

Research aims: Classroom 1
1. Develop pro-social behaviour and
2. Develop an understanding of how to scaffold classroom activities to facilitate
this process to support students.

This project was instigated by the teacher/researcher in response to the increasing
incidents of bullying behaviour amongst students at Bushlands elementary school.
Three years prior to the project, staff at Bushlands agreed to a whole school focus on
values education and pastoral care. This was an attempt to support students’ social
and emotional needs and counteract bullying problems. As a school wide initiative,
teachers provided additional pastoral care programs in classrooms, with the
implementation of the commercial ‘The You Can Do It!’ program (Bernard, 1996).

The school chaplain visited classrooms each week to conduct activities that
demonstrated to the students caring values. Before the end of each session, the
chaplain asked for student volunteers so that peers could make comments about the
positive attributes of these students. For example: He is a good friend because he
plays with me; He is caring because he helped me when I fell over; He is kind
because he lent me a pencil when I did not have another one. The students looked
forward to this session each week and developed an understanding of the benefits of
showing their appreciation to their friends.
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An adult mentoring program, where students met with an adult each week for one
hour, provided additional support for students and teachers. The students were
withdrawn from the classroom and usually participated in activities that had been
negotiated between the mentor, student and teacher. Sometimes these activities
included school work but usually the mentors created tasks that centred on the
students’ interests, such as playing a board game or doing a craft activity. These
whole school initiatives met with some success and led to a review and update of the
School’s Behaviour Management (SBM) policy. The purpose of the review was to
include new ideas and strategies to create a more positive focus and allow students to
take responsibility for their behaviour.

Rather than applying negative consequences when a student misbehaved, such as
‘time out’, different strategies were trialled, particularly to address the needs of
students who were consistently misbehaving. One strategy was to discuss student
misbehaviour as a ‘shared concern’, rather taking an accusatory stance where the
student may become defensive. The aim was to encourage student self reflection and
an opportunity to change behaviour before another meeting with the teacher. For
instance the teachers would say that they had heard some students were doing
inappropriate things in the classroom such as ridiculing other students when they
spoke. In this discussion responsibility for the misbehaviour was implied rather than
being explicitly stated. Therefore the student did not become defensive but rather
became reflective about a better way of dealing with similar issues in the future.
Opportunities for professional learning for teachers were provided for ‘The You Can
Do It!’ program (Bernard, 1996), which created a shared understanding about the
purposes of the program and how to support students.
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Teachers also agree to participate in a State wide research project, conducted by a
local university in conjunction with the Health department, as an initiative to address
student bullying. The staff at Bushlands committed to becoming a trial school for the
development of the Western Australian ‘Friendly Schools Project’ (outcomes reported
in Cross, 2010). Teachers openly discussed the difference between ‘bullying’ and
‘dobbing’ with students and encouraged them to report antisocial behaviour at school.
Students were asked to identify areas in the school, such as in the playground, where
they felt safe and unsafe. These discussions made explicit to students that teachers
were taking their concerns seriously as they developed the School’s anti-bullying
policy. Together these measures made inroads into understanding the complex social
issue of anti-social behaviour.

At a District level, professional learning was prioritised to assist all schools to develop
decision making skills within an ethical school culture framework (Changing School
Culture: Ethics in Leadership, 2004). The code of ethics was based on three
principles: justice, respect for persons and responsible care (Department of Education
and Training, 2004). The implication of this code for teachers was to develop an
understanding of their professional responsibility to create a safe environment at
school and update teachers’ skills. Developing the Master’s research project
(Morcom, 2005) partially responded to this responsibility by addressing the issue of
‘bullying’ as central to creating a safe classroom, and identifying teacher scaffolds to
facilitate a classroom culture based on democratic values.

All male students in the Year 5 group (Classroom 1) held previous school behaviour
records where they were either the victim or instigator of anti-social behaviour or part
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of the bystander group that encouraged such behaviour. In contrast, the Year 4 group
held no such behaviour records. For these reasons, the initial focus of the research was
about developing positive interpersonal relationships amongst students as reflected in
the research aims. After analysing the data, student leadership emerged as the catalyst
to motivate changes in student behaviour and build collaborative and democratic
classrooms, as reported in the Master’s thesis (Morcom, 2005). This evidence became
the starting point for the 2007 project.

Seaview Project 2 (2007-8)

Title: Developing motivation through student leadership in the primary classroom

Research aims: Classroom 2:
1. Develop collaborative student leadership skills (2007);
2. Examine how the students progressed the following year (2008)

In 2005, after relocating to a new primary school, the teacher/researcher continued to
provide school leadership in values education. The cultural context at Seaview was
quite different from Bushlands. Unlike Bushlands, where much of the student anxiety
stemmed from the bullying that occurred at the school, Seaview students were
generally well-behaved and respectful towards each other and their teachers. However
some students became overly anxious, when faced with stressful situations such as
testing. There were many experienced teachers who had in excess of 20 years
teaching experience in the classroom and taught in a traditional manner. This was a
similar situation Bushlands. But the parents at Seaview had a greater presence in the
school, assisting teachers with classroom activities, and valued a traditional approach.
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Parents expressed their preference for a more traditional, one-sided approach to
education, as described by (Rogoff et al., 2003), during teacher/parent interviews.
One of the reasons for their preference was that many students sat highly competitive
entrance assessments for private schools, so parents were keen for their children to be
well prepared. It was becoming more common for students to sit these tests at a
younger age, when vacancies occurred at private schools, to secure their place. Thus,
it could be argued that the school context was not conducive to changes in the
classroom to promote a more contemporary view of learning, where students were
encouraged to collaborate and share their ideas with each other.

The school community at Seaview was proud of the long held tradition of academic
excellence where many students excelled in National testing for Literacy and
Numeracy. Since the inauguration of the Western Australian State Government’s
annual testing of literacy and numeracy, conducted with all students in Years, 3, 5 and
7, students at Seaview consistently achieved above average scores. This resulted in all
students in these year levels at the school achieving above the state benchmarks
(Australia. Western Australian Literacy & Numeracy Assessment, 2005). In 2008 this
test was replaced with the National Assessment Planning for Literacy and Numeracy
administered Australia wide on an annual basis (Australia. Australian Curriculum
Assessment & Reporting Authority, 2011).

Conducting values education programmes at Bushlands was considered essential by
the staff and principal, to support anti-bullying programs and teach students social
skills. But at Seaview student behaviour management was not an issue because
students were considered by the principal and staff as independent, confident and self-

133

directed learners. Consequently the majority of staff and parents supported the focus
on higher order thinking skills to improve academic learning. Therefore the
development student leadership skills for Project 2, one would assume, would be
attractive to parents because their children were well prepared in terms of confidence
and a positive attitude to learning. Yet parent perceptions were mixed and some were
dubious of the benefits of such a program that encouraged all students to aspire to
become leaders.

As with Rogoff et al.’s, (2003) empirical research to introduce collaborative practices,
it took some parents a couple of years to understand the benefits for their students.
During Project 2, parents’ and students’ preconceived notions, that leadership was
limited to a few academically talented or confident students, changed to a more
collaborative and supportive perception. Students’ personal attributes that of being a
kind and caring person, became valued as leadership traits and an integral part of a
leadership role. This widened their perspectives beyond the more competitive notions
of leadership, to also developing personal qualities that could support other students
to become leaders. The outcomes of this process is further elaborated in the current
research publications, reaffirming that parents did support the leadership program as
students developed mature participation. Families also experienced benefits when
students discussed school issues at home and used some of the problem solving
strategies with their siblings when there was conflict.

For Project 2, the teacher/researcher worked as a co-researcher with Associate
Professor Judith MacCallum, funded by a Research in Excellence Grant (REGS),
Murdoch University (2007). As co-researchers and collaborators, different roles could
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be assigned to manage the workload during the research. The teacher/researcher
focussed on facilitating the social practices, such as the weekly Class Meetings with
the students, while the co-researcher filmed the classroom activities and wrote
accompanying field notes. Discussions between the co-researchers took place at the
time of recording events and interpretations were made to progress the project. This
process assisted ongoing targeting of data collection and how the semi structure
interviews were conducted each term.

The new research focus in Classroom 2 changed from examining the teacher’s
facilitative role (Morcom, 2005) to examining students’ motivational development,
using collaborative instructional practices that simultaneously developed student
leadership skills. The major findings of Project 2 were that when students were given
the opportunity to become leaders, they developed mature participation underpinned
by collaborative values. Motivation was conceptualised as negotiated participation in
the classroom social practices. The following year, in 2008, when the students were in
a new Year level (4) and taught by different teachers, the research was extended the
with a target group of 12 students (and their parents). In 2008, twelve Year 4 students
(aged 10 years) and their parents signed the consent letters with their children to agree
to further interviews as a follow up and part of the 2007 Project. The research
publications report on the findings of focal groups of students who were taught by the
teacher/researcher in 2004 and 2007.

The findings from Classroom 1 and 2, reported in the Research publications, were
also used as the basis to mentor the Year 4 teachers (2008) who were now teaching
the research students from the 2007 research class. These teachers continued to
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develop their ideas and contribute in the following years after Project 2 finished in
2008.

The teacher/researcher became the Western Australian cluster coordinator for the
Values in Action Schools Project (VASP), funded by the Australian Government
(2008-2009). The project examined ways to promote and report ‘values’ to parents by
involving them in authentic collaborative activities, developed by the cluster
coordinator and the teachers during the project. The findings are reported in the final
Values in Action Schools Report (Australia. Department of Education, Employment
& Workplace Relations, 2010). This report is available online at:
http://www.valueseducation.edu.au/values/val_vasp_final_report,30121.html

Other preliminary findings related to the teacher/researcher’s role of mentoring
teachers have been reported elsewhere, as listed below.

Morcom, V.E. (2011). Mentoring as motivation: A sociocultural perspective to
scaffolding within affective zones of proximal development. Network of
researchers in motivation (NORIM): Trondheim, Norway. Conference 12-14th
October, 2011.Paper presentation.
MacCallum, J.A., & Morcom V.E. (2011). The other side of teacher motivation:
Issues of teacher self efficacy and well being when innovating in the
classroom. American Educational Research Association (AERA); New
Orleans, Louisiana, USA. Symposium: 8th April, 2011. Paper presentation
published on AERA website.
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Appendix 2 Consent letter to parents and students (February, 2007)
Dear parents,

I am continuing research that builds on my Masters Degree at Murdoch University,
which I completed in 2005. I will be co researching with Dr. Judith MacCallum from
Murdoch University to investigate: Motivation through leadership development in the
primary classroom.

In particular this research will examine children’s motivational development over the
2007 school year, using collaborative instructional practices to develop students’
leadership skills. The research Dr. MacCallum and I are doing would be conducted as
part of my normal teaching duties to establish effective learning environments. In
order to conduct the research, we will tape or video tape some Class Meetings and
activities, interview students and survey parents.

I am seeking your consent for you and your child to participate in this research and to
publish the findings and use them in teacher education. I am also seeking your child’s
written informed consent. All data are treated as confidential and will be stored
securely at Murdoch University for a period of five years. Participants’ identities will
be protected as much as possible in any report or publications emanating from the
project (i.e. pseudonyms will be used for the names of participants).

Please note that you and your child may withdraw consent at any time during the
study without any disadvantage to your child. If you have any queries you may
contact myself at the school, Dr MacCallum (phone number), one of the critical
friend’s for the project, Mrs. Martin at Seaview Primary School (phone number ) or
Murdoch University Human Ethics Committee (phone number).

Regards
Mrs. V. Morcom
Year 3 classroom teacher
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Please tear off and return the permission slip below after you have signed it.
We have read the information above. We understand that all information collected
will be treated as confidential and will not be released by the researchers unless
required by law. We agree for certain activities to be tape recorded or videotaped.
Any questions we have asked have been answered to our satisfaction.
I agree for my child to be part of this research and have discussed the study with my
child. I agree that research data gathered for this study may be published or that short
video clips may be shown at conferences or for educational purposes, provided names
or other information, which might identify my child are not used.
However at any time we know we can change my/our mind/s without disadvantage to
my child.

Yes, we are happy to participate in the research:
Student’s name __________________signature _______________ date______

_______________________ __________________ _____________________
Parent/s guardian/s signature
Dr. Judith MacCallum Mrs. Veronica Morcom
Date
Date
Date

No, we would prefer not to participate in the research:

Name _____________________ signature _____________________ date______
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Appendix 3 Student Interviews, Term 1, 2, 3 and 4 (2007)

Student Interview, Term 1 and 2, 2007

Name _____________

Hello. I’ve been coming to this school and your classroom over the last few weeks.
I’d like you to explain some of the activities and what you think and feel about them.
Is that OK? Mrs Morcom and I have taken some photos and I have some photos to
show you.
!"#"$%&'("&)*#%'&+,"-&
1. Show photo 1 (Social Circle)
Can you tell me what’s happening here? Does this happen very often? What do you
usually do when you have a Social Circle?
Can you tell me a bit more …?
(What sorts of things are good about working this way? Do you like working this
way? How do you feel about working this way? Are there things that are not so good
about working this way?)
!"#"$%&'("&,".'&+,"-&
2. Show photo 2 (Class Meeting)
Can you tell me what’s happening here? Does this happen very often? What do you
usually do when you have a Class Meeting?
Can you tell me a bit more …?
(What sorts of things are good about working this way? Do you like working this
way? How do you feel about working this way? Are there things that are not so good
about working this way?)
!"#"$%&'("&,".'&+,"-&
3. Show photo 3 (working in a Tribe)
/0,&1+2&'"33&4"&5(0'&*%&(066",*,7&("#"8&9:&,+'*;"<&'(0'&%+4"'*4"%&=#%&=+#;+4&
0%>%& 1+2& '+& 5+#>& *,& 1+2#& ?#*@"%-A& & B+"%& '(*%& (066",& C"#1& +)'",8& & D(0'& 2%20331&
(066",%&5(",&%'2<",'%&5+#>&*,&'("*#&?#*@"8&&
Does working that way help you learn? Can you explain?
Does working that way help you want to learn? - Helps you keep going with that
work, activity….
Can you tell me a bit more …?
(What sorts of things are good about working this way? Do you like working this
way? How do you feel about working this way? Are there things that are not so good
about working this way?)
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!"#"$%&'("&)"*'&+)",&
4. Show photo 4 (leaders in the groups)
!"#$%&'()"%*+%"%*(,("&-"+".(+)(,"+#)"/&'(".(+)(,"0$,"(+'*"1,&2(3"4+#"5$6"(78.+&#9"""
For leaders: Does being a leader/vice leader help you learn? Can you explain?
Does being a leader help you want to learn? - Helps you keep going with that work,
activity….
What do you like about being a leader? Not like?
Can you tell me a bit more about being a leader …?
For Tribe members: Does having a leader and a vice leader help you learn? Can you
explain?
Does having a leader help you want to learn? - Helps you keep going with that work,
activity….

Would you like to be a leader?
Can you tell me a bit more …?
(What sorts of things are good about working this way? Do you like working this
way? How do you feel about working this way? Are there things that are not so good
about working this way?)

5. Is there anything else you would like to tell me about learning in this classroom?

6. Show photos 5 and 6 (other classrooms)
I have some photos of other classrooms (different desk arrangements- in rows and
groups). When students sit at their desk in this classroom, do you think they learn the
same way as you do in this classroom? What do you think might be the same? What
might be different?

What about this classroom?

End of interview
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Student Interview, Term 3, 2007

Name __________

1. Here is a picture of your class this term.
What sorts of things does the teacher do to help the children have a say in what
happens in this class? Does it help? In what ways? Why does it help? In what ways
does it not help? What else?
2. Here is a picture of Class Meetings last term and this term.
Do Class Meetings help you have a say in what happens in class? In what ways?
Why? Why not? Do you think the class uses Class Meetings better this term than
earlier in the year? In what ways? Why? Why not? Anything else?
3. Here is a picture of Tribes making decisions about TMW and group leaders. What
things help a group make a decision? In what ways? Why? What things get in the
way of a group making a decision? In what ways? Why? Do you think the groups
are more able to make decisions this term than earlier in the year?? In what ways?
Why? Anything else?

4. Do you think having a leader and vice leader helps the group to get on with each
other? In what ways? Why? Why not?
5. Do you think having a leader and vice leader helps the group make decisions? In
what ways? Why? Why not?
6. How have you found being a leader or vice leader? or group member? What
works? What doesn’t work? Why? What have you learned about your self?
7. Does the teacher intervene in your group very often? Would you like the teacher
to intervene more often? When does the teacher need to intervene? In what way?
Why? Anything else?
8. Here are some zones. (refers to zone for working e.g. thinking zone, quiet zone)
How do the zones work for you? Do you think they help your group? The class?
In what ways? Why? Why not? Anything else?
9. Here is a photo of the class again. The class has been organised in different ways.
Does the way the class or your group is organised make a difference to how you
learn in this class? In what ways? Why?
10. What else do you think helps you learn in this class? Or makes it hard for you to
learn? In what ways? Why?
11. What do you think makes you want to participate in your group? In class
activities? Working quietly by yourself? In what ways? Why? What makes it
hard? In what ways? Why?

End of interview
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Student Interviews, Term 4, 2007

Name __________

Foci: perceived identity as a learner/leader and changing patterns of participation;
characteristics of other leaders in the class.
Use Y chart for Leadership and photos of all tribes, with leaders and vice leaders
labelled
1. When you were a leader what behaviour or words did you use?
2. What parts were difficult for you to do?
3. How did being a leader change how you approached a problem with your friends?
4. What did you learn about making decisions?
5. What else did you learn as a leader?
6. How have things changed since the beginning of the year for:
•

Confidence

•

Joining in discussions

•

Anything else?

Look at the leaders and vice leaders photos and choose the most effective leader for a
group you have been in where you were not a leader.
Most effective leader____________________________
7. Describe that person
Least effective leader____________________________
8. Describe that person
9. Do you think anyone can learn to be a leader?
10. Can you be a good leader if you do not have
• Respect of your group members/friends?
•

Attentive listening

•

Doing your best

Anything else about this class this year?

End of interview
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Appendix 4 Parent Interviews (2007)

Parent Interviews, Term 4, 2007

Name __________

1. How have you found this class this year?
2. Have you noticed any changes in your child over the year?
•

Confidence

•

Listening

•

Respecting others

•

Doing their best

•

Decision making

3. Any other changes? Positives? Negatives?
4. What kinds of things has your child told you about?
•

Being a leader

•

Gaining new friends

•

Social Circle

•

Class meeting

•

Tribes

•

Contributing

•

Rewards in class

5. Do you think your child has learned something about him/herself this year?

Anything else?
End of interview
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Appendix 5Comparative Year 3 and Year 5 results for Writing

This table shows the WALNA Writing test results for a selection of students from the
Year 5 research class which is compared to their Year 3 results. These tests were
marked by examiners who were not teachers at the school and the data has been
collated and analysed by a local university for the school. The students selected were
at Educational Risk (SAER) or Talented and Gifted (TAGS) students. The expected
increase in these scores over two years is 60 points for Bushlands. The mean score for
this group of eight students is 182, well above the expected average.

2004 Year 5
Gender

2002
Year 3

2004

Progress

Year 5

Background social issues
in the classroom

SAER/TAGS
Male 1- SAER

- 44

196

+ 240

Few friends at the
beginning of the year

Male 2- SAER

183

245

+ 62

Male 3- SAER#

183

245

+ 62

Long term victims of
bullying in previous years

Male 4- TAGS

161

457

+ 296

Female 1- SAER

206

356

+ 150

Long term absences from
school and had few friends

Female 2- SAER

119

356

+ 237

Anxious and lacked
confidence with learning

Female 3- SAER

119

356

+ 237

English as an Additional
Language and was friends
with female 2, and males 2
and 3

Male 5- TAGS#

206

379

+ 173

Bullied males 2, 3 & 4

#Denotes two students who were case studies from the focal groups, examined in
the research publications in Chapters 6-9.
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