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Chapter 5

Teacher educators’ views
on educating pre-service teachers
for participatory action research

in secondary schools

“I noticed how much our students seemed to enjoy working together with the
pupils towards an end product. Some of them really seemed to be glowing and

one told me he had ‘never felt so much like a teacher’”

Teacher educator (after a seminar near the end of the TEd program)



Abstract

Participatory action research can prepare preservice teachers for collaborating with school students in
research projects. In the current study, principles for pre-service teachers’ participatory action
research are examined based on teacher educators’ views and actions while they implement
participatory action research in a teacher education program. Across three dimensions (cultural-
discursive, material-economic, social-political), the findings shed light on how student participation
and participatory action research can be implemented in a teacher education program as well as how
preservice teachers can be prepared for and supported in collaborating with their school students.

This chapter is under review in adapted form as:

Smit, B. H. J., Tigelaar, D. E. H., Berry, A. K., & Admiraal, W. F. (under review). Teacher educators’ views on educating pre-
service teachers for participatory action research in secondary schools.
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Chapter 5 — Teacher educators’ views on educating pre-service
teachers for participatory action research in secondary schools

Introduction

For decades now, research by teachers has been acknowledged as a vital part of the teaching
profession; firstly, as a way to bridge the alleged theory-practice gap between academic research and
educational practice (Admiraal et al., 2013), and, secondly, as a tool for the professional development
of teachers (Leuverink & Aarts, 2021; Ponte et al., 2004). Consequently, preparing teachers for
conducting research has been included in current teacher education programs, for pre-service
teachers (PSTs) in initial teacher education (TEd), and in-service teachers in continuing professional
development programs and learning communities. Teacher research has been reported as relevant for
effecting positive changes in teachers' classroom repertoires, knowledge of conducting research, and
attitude, self-efficacy, and research interest (Cochran-Smith et al., 2009; Leuverink & Aarts, 2021;
Oolbekkink-Marchand et al., 2020).

A related development concerns the position of stakeholders in research, from research on people to
research with people, with an increasing emphasis in education on student voice and student
participation in their learning (Fielding, 2001; Flutter, 2007; Jones & Hall, 2021). Children are no longer
seen as incapable adults, but as people engaged in a continuous process toward self-responsible
personhood (Ponte & Smit, 2013; Quennerstedt, 2010) and as social agents capable of contributing to
key decisions impacting their lives (Lansdown, 2005; Lundy, 2007). Student participation in educational
matters and school life has become promoted in various forms (see, for example, Bland & Atweh, 2007;
Fielding, 2001, 2011; Fielding & Moss, 2011; Groundwater-Smith, 2005) and models of participation
have been proposed to describe, develop and promote student participation (Fielding, 2001, 2011;
Hart, 1992; Mitra, 2006; Shier, 2001), including recognition of students as valuable research partners.
However, these ideas and principles have been slowly realized or not realized at all, and student
participation appears to be a difficult concept to put into practice (Padilla-Petry & Mifio Puigcercds,
2022). Nevertheless, there have been developments of good practices of student participation, and
positive outcomes of participatory approaches and student agency have been reported (see, for
example, the concise overview in Cook-Sather, 2020).

Action research has been proposed and applied as a suitable and effective approach to introduce PSTs
and teachers to understanding and conducting teacher research and to the participation of
stakeholders such as their school students (Bendtsen et al., 2021; Bergmark & Westman, 2018; Flutter,
2007; Ponte, 2012; Ponte et al., 2004). Participatory action research (PAR), as a form of action research,
is based on principles of social justice and democracy and implies an explicit focus on collaborative
inquiry aimed at social change: “Indeed participatory research, informed by principles of inclusive
democratic participation, explicitly engages the politics of collaboration, positionality, power, and
accountability that are too often not addressed in traditional research practices.” (Torre et al., 2015,
p. 541). However, in the one-year academic TEd program that is the context of this study, almost all

16 Additional abbreviations in this chapter

CcD cultural-discursive
ME material-economic
SP social-political
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PSTs enter without specific knowledge and skills of educational research generally, nor teacher
research in particular. This holds even more so for action research approaches, especially concerning
the concept of student participation in teacher action research, which is an essential component of
PAR.

Therefore, a pilot one-year TEd program for enhancing PSTs’ understanding of student participation in
research and for facilitating PAR with secondary school students, was set up. In the context of this pilot
post-graduate program, cases of PST PAR projects have been studied (Smit et al., 2020). This resulted
in the identification of characteristics of student participation in PST research (in terms of nature and
level of student participation in various phases of teacher research) and a set of principles for
conducting and supporting PAR, from a PST perspective (Smit et al., 2022). Recurrently, the perspective
of the learners has been reported as missing in education research and design (e.g. Burke, 2007; Cook-
Sather, 2014; Groundwater-Smith, 2005; Rudduck & Flutter, 2000). Therefore, in this study, we drew
upon the principles based on PSTs’ experiences and practices that were developed from the previous
study. The extent to which the PST PAR principles are manifest in the current TEd program was
anticipated as a marker for the potential of such a program for facilitating and enabling student
participation in and through PST PAR projects.

Collaborative research practices
Forms of collaborative research in schools, such as PAR, can be described as human activities

conducted in a specific situation and site, in a social and material environment, and in relation to other
people. This description of research activities denotes a ‘practice’ as defined in current practice
theories; theories that examine ‘how practices happen, how they are mediated, and their role in the
constitution of social life’ (Mahon et al., 2017, p. 4). Unraveling the range of conditions that constitute
the context for the practice is important for understanding what the practice looks like, and how it
‘unfolds’ within arrangements of enablers and constraints. Through this study, we aimed to unpack
collaborative practices of (pre-service) teachers and their school students in the specific context of a
one-year TEd program. Specifically, in this study, we focused on the way a TEd program can introduce
and support PSTs in conducting such a collaborative practice, as a PAR project of pre-service teachers

and their school students.

As a framework relevant to studying these TEd program practices, the Theory of Practice Architectures
(Kemmis & Smith, 2008; Kemmis, Wilkinson, et al., 2014) was applied. This theory stems from a site-
ontological perspective on practices, which are seen as enacted by individuals in a practice in their
sayings, doings, and relatings, but which are also intersubjectively shaped and prefigured by
conditions, or arrangements, in three dimensions: a cultural-discursive dimension; a material-
economic dimension; and a social-political dimension (see Table 10; and, (Mahon et al., 2017, pp. 9-
10). A distinctive element of the Theory of Practice Architectures is that it makes explicit the relational
aspect of a practice, and in so doing ‘points towards the dimension of solidarity and power that also
permeates practices’ (Mahon et al., 2017, p. 9). For this reason, the Theory of Practice Architectures
seemed suited for unpacking collaborative (and thus inherently relational) forms of research. In this
project, therefore, we drew on the Theory of Practice Architectures, and the three dimensions of
arrangements, as an analytical tool to look at the PST PAR practices and the TEd program. In a former
study (Smit et al., 2022), this theory has been used for developing a set of principles, along these three
dimensions, for TEd programs to enable such PAR practices by PSTs; in the current study, the theory
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substantiated the analysis of the concrete manifestations of the principles in the characteristics of the
program and the views and activities of the teacher educators. The concretizations allow teacher

educators and program developers to use the ideas in educational practice.

Table 10. Types of arrangements and applicable aspects, concepts, and terms

Arrangements Description Aspects, concepts, terms
cultural-discursive Semantic/conceptual aspects: language, dialogue
Usual ways of talking, thinking, and exchanging concepts, ideas, goals/aims
through language beliefs, perspectives
material-economic Spatial, and temporal aspects: objects, spatial arrangements
Usual ways of doing and organizing things time and resources, program

organization
materials, study guides

social-political Relational aspects: roles and tasks
Usual ways of relating to each other; agency, influence, recognition, rights
aspects of power and solidarity status, position, hierarchy

The current study

In this study, we were interested in the way PSTs were prepared for research collaboration with school
students through conducting PAR projects at the internship schools; and, how the PSTs were supported
in this. For us, the perspectives of the participants in the program — here, the PSTs — were important
starting points for educational development; therefore, the principles for enabling such projects that
were derived from PSTs themselves in an earlier study were taken as markers for looking at
characteristics of the one-year TEd program for secondary education that the PSTs were enrolled in.
Since this TEd program was being developed and implemented by the TEd staff, in this study, we looked
at manifestations of the PST PAR principles in the views and actions of the TEd staff.

The following research question guided the study:

- How are principles for pre-service teachers’ participatory action research in secondary education
manifest in the teacher educators’ views and actions?

Method

Participants and sites

For this study, teacher educators from a one-year postgraduate teacher education program at a
research university in the Netherlands were involved. More specifically, the study focused on a distinct
track of the TEd program, the World Teacher Program, that aimed to prepare pre-service teachers for
teaching in secondary bilingual and international schools. An explicit part of this program was for all
PSTs to design and conduct a participatory action research project, aiming to enhance school student
participation in decision-making processes related to their education. The PAR projects thus served
two broad goals: A) to introduce the PST into a teacher-researcher role, which includes developing the
required knowledge, skills, attitude, and experience; and also, to develop a disposition to continue and
expand these qualities in the PST’s future teaching practice, and B) to enable and foster school student
participation in decision-making processes in general, and specifically through actively involving them
in the PAR projects.
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Table 11 shows the characteristics of the TEd program, described as arrangements and ordered along
the three dimensions of the practice architecture of the program: cultural-discursive arrangements,

material-economic arrangements, and social-political arrangements.

Six teacher educators and one PAR facilitator were involved in the program at the university. The
teacher educators were the course leaders and PSTs’ supervisors and were formally responsible for
assessing and grading. The facilitator acted as an action research expert and coach, by providing PAR
courses and advising on PAR plans, and as an assessor of the PAR reports. The first author was involved
as an instigator of the PAR approach, as an informant on PAR as an approach in classroom practice,
and as a researcher of the PSTs’ PAR projects and TEd practices, but not as an educator, facilitator, or

supervisor.
Table 11. Generic characteristics of the TEd program; along with three kinds of arrangements

TEd program/institute

Cultural-discursive arrangements
Usual ways of talking, thinking, and exchanging through language:

—  Teacher as a researcher, as one of the six roles that define the teacher’s profession/practice

—  Student-centered approach (‘Focus on the learner’) as the central theme for the program

—  Decentering the teacher, as a way to change the power balance in the classroom

—  Participatory Action Research, as a suitable and preferred research approach for investigating and developing
your teaching practice and for involving school students

—  Student voice, as a desirable educational principle for democratic education

Material-economic arrangements

Usual ways of doing and organizing things:

- WTP2: TEd program aimed at teaching at bilingual/international secondary schools

—  Seminars (general and PAR-specific): additional study hours for WTP, dedicated to WTP issues and PAR concepts
and skills

- PAR assignment: obligatory part of the TEd program

— International internship: obligatory part of the TEd program; duration abroad: 3-4 weeks, to be planned within a
pre-scheduled 6 weeks period in Semester 2.

Social-political arrangements
Usual ways of relating to each other:

—  teacher educators as program designers, teaching experts, guides, and assessors (authority; teacher educators in
charge)

—  teacher educators as models, for learner-centeredness and student voice

—  Facilitator, as action research expert, coach on PAR assignment, assessor of PAR project report (mixed
relationship with PSTs)

—  Peers as critical friends (student colleagues as advisors, fellow students; equal standing)

- Staff & PSTs Evaluation & Development Meeting/Participatory Program Design Session: PSTs as participants
(partners to staff) in evaluating and re-designing WTP (both as experienced participants in the WTP; recognized
equal ‘experts’ and mutual learners)

aWTP = World Teacher Program

Data collection

Data for this study were collected from two academic years, 2015-2016 and 2016-2017, which
comprise two iterations of the one-year World Teacher Program. At three times within this period (at
the start of the period and at both ends of the consecutive study years), semi-structured interviews
were held with the teacher educators. The interviews comprised two main topics: 1) teacher
educator’s general views on student participation and PAR; 2) teacher educator’s specific views of the
World Teacher Program, and about the concept of student participation and their role, in particular.
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All interviews were conducted by the first author. The interview duration was between 45 and 75

minutes; the interviews were audio-recorded and transcribed verbatim.

Besides the facilitator, six different teacher educators were involved in the program; the facilitator and
two teacher educators for the entire period and four teacher educators for part of the time (due to
staff replacements and re-allocation of staff). A total of 12 interviews with these seven people were
conducted; 5 at the beginning of period 1 of this study, 5 at the end thereof, and 3 after two years.

Data analysis

The interview transcripts were the main data sources for this study. Qualitative data analysis was
aimed at determining if and how the PST PAR principles were manifest in the teacher education
program that affected the unfolding of the PST PAR projects and the incorporation of a participatory
approach in the TEd program. The PST PAR principles that were used as the framework for analyzing
the teacher educators’ views and the characteristics of the TEd program, were developed from the
PSTs in an earlier study (Smit et al., 2022). So, the TEd program and teacher educators’ views are in
focus, but by applying these principles to the data, the perspectives of the PSTs guided the analysis.

Data analysis consisted of the following analytical steps:

1. Inthe first round of reading, relevant fragments (paragraphs or sentences) in the teacher
educator interviews were marked and then coded with PST PAR principles (see Table 12),
based on the three dimensions of practice architectures. The qualitative data analysis
software package ATLAS.ti 9 Windows was used for the coding and analysis process. As a
coding rule, unless missing out on a crucial aspect of a fragment, no more than one
principle/code per dimension was applied to a single fragment. Since the Theory of Practice
Architectures assumes interwovenness of the three dimensions, when needed, coding a

fragment with principles from more than one dimension was allowed as well.

2. Inthe second round of reading, short descriptions of the reasoning for applying the specific
codes were added to the coded fragments. These reasonings helped to identify common
aspects in the teacher educator interviews related to the principles.

3. A co-occurrence table of codes (principles) was generated in ATLAS.ti, showing the
frequencies of the separate codes for the three dimensions and the frequencies of fragments
that were coded with principles from two different dimensions (see Table 13).

85



Table 12. Descriptions of PST PAR principles (Smit et al., 2022)

Cultural-discursive principles

centrality
consistency
clarity

unity

the participatory approach, in the form of student participation and focusing on the learner, is at the
core of the program and is supported and propagated by all educators.

the participatory approach is implemented and practiced throughout the curriculum and during the
whole school year.

the concepts, procedures, possibilities, and implications of student participation and PAR and clearly
defined and communicated.

the different program parts (courses and learning activities) are stemming from the same participatory
ideas and approach, and are experienced as such; educators and coaches represent the same
participatory goals in their teaching and support.

Material-economic principles

continuity
coherence
practicality

availability

choice

dedication

an ongoing process of participation, not a one-off activity; uninterrupted teacher-class relationship (at
least for the entire duration of the PAR project).

a logically consistent program, linking theory and practice of student participation and PAR within an
effective set of learning activities.

(perceived) ease of incorporating the PAR approach and PAR activities into the curriculum and the
extent to which educational goals can be reached without excessive effort or resources.

provision of resources and availability of needed research options for conducting the PAR project.

freedom of decision on several aspects of the PAR project: e.g., research topic, form, and intensity of
(non-)participation.

investment of energy and effort in the PAR process; loyalty to conducting the PAR project and to its
outcomes; enthusiasm of participants.

Social-political principles

recognition

solidarity

reciprocity

safety

equality

contingency

proximity

all stakeholders (PSTs, school students, colleagues, and peers) are recognized as valuable participants
in the teaching, learning, and researching activities and in decision-making processes that are related
to the educational context.

awareness of shared interest and group responsibility for conducting the PAR project and for the
fairness of the outcomes, recommendations, and implementation.

awareness that one’s actions evoke and ask for equivalent actions by others, and vice versa.

atmosphere and feeling of mutual trust; openness to express oneself (or not) and to give opinions and
ideas on teaching and learning issues (or not) without fear of being criticized or ridiculed, even if the
ideas are unwelcome.

non-hierarchical interaction and communication of participants, as little as possible based on power,
position, or status; input of each stakeholder is explicitly sought/invited and equally valued.
confidence that participation in PAR will be taken seriously in its consequences, e.g. that input from
stakeholders, as well as research outcomes, will be followed up as much as possible, and if not, that
actions are satisfactorily justified. Participation must be based on reliability, fairness, and justice.
student participation is not just for the sake of the PST graduation but aims at benefitting all
participants.

sense of relatedness to the PAR project and the research topic, and to the other participants; a
personal connection to student participation and PAR.

The above data analysis procedure was performed by the first author. In a few cases, feedback on

coding by a second researcher who had not been involved in the original data analysis resulted in

reducing the used codes to the most essential one(s) for the fragment, or to splitting some fragments

into separate ones that captured different aspects. The quality of the steps taken was checked through

an audit procedure. The second researcher traced the results of each analytical step to the underlying

data and assessed the analysis on traceability, applicability, and trustworthiness. The audit confirmed

the analytical quality as good.
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Findings

Coding of the 12 TEd staff interviews resulted in the identification of 541 fragments that could be
related to the PST PAR principles. The left-hand column of Table 13 shows the frequencies of those
fragments coded with individual principles and the number of fragments that were coded with

principles from two different dimensions.

As can be seen in Table 13, left-hand column, all 17 principles were found in the data set, although the
relative prevalence differed from only a few instances (e.g. continuity, f=4; availability, f=10;

reciprocity, f=10) to quite a large number (clarity, f=85; recognition, f= 85; coherence, f=62).

The body of Table 13 shows that in many instances fragments were connected to principles from more
than one dimension. This was expected, because of the theoretical interwovenness of the three
dimensions of practice architectures. As described before, from the viewpoint of the Theory of Practice
Architectures, a particular practice always unfolds within a particular practice architecture: a
constellation of enabling and constraining conditions that prefigure the practice. The conditions form
a three-dimensional set of practice arrangements (cultural-discursive, material-economic, and social-
political), and these interwoven dimensions are therefore reflected in the results of the data analysis
as fragments coded with principles from multiple dimensions.

For each of the three dimensions, Table 13 shows the frequency of fragments that were also coded
with a principle of one of the other two dimensions. Focusing on the most frequent principle per
dimension (in italics and bold font) and the most frequent combination with a principle from another
dimension (frequency 5 or higher; 15 cells), the table shows that the CD principle clarity was mostly
found in combination with the ME principle coherence and the SP principle recognition. Furthermore,
combinations of coherence and unity occurred relatively often, as well as combinations of recognition
with coherence and choice.

Below, for each of the three dimensions, we describe how the principles were found to be manifest in
the teacher educator views and TEd program with a focus on the most frequent or relevant ones.

Manifestations of all 17 principles are summarized in Table 14.

The cultural-discursive dimension (CD)
The cultural-discursive dimension (see Table 13) concerns the usual ways of talking, thinking, and

exchanging through language. This includes the central concepts of the TEd program, the terms and
ideas that are commonly used among staff and students, and within current educational policies at a
national or local level. The set of 17 PST PAR principles comprises 4 CD principles, in order of most to
less frequently manifest in the data: clarity (85 in total; 43 combined with another dimension),
centrality (56; 37), unity (53; 25), and consistency (45; 26).

Clarity

On the cultural-discursive dimension, the teacher educators’ interviews related frequently to one of
the four principles, but most often to the clarity of the concepts of student participation and PAR and
the approach and research steps of action research in schools. Being clear about what student
participation entails, and what it does not, was seen as important by teacher educators, because PSTs
are mostly unfamiliar with participatory practices and are unlikely to be able to draw on their own
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experiences in education to picture what this could look like or anticipate the benefits of collaborating
with their school students, either for the school students or themselves as teachers. To introduce PSTs
to the idea of student participation, even with very young people, for instance, PSTs were provided
with two articles about a decentered position of the teacher and participatory research with school
children, and genuine and non-genuine forms of PAR were discussed.

The principle clarity pertains as well to the observation by teacher educators that many PSTs regard
action research - and social science research in general - not as real, robust research. Most PSTs enter
the postgraduate program with limited knowledge of educational research, compared to the kinds of
research and research domains they are familiar with from their master’s studies, and even more so
of action research. Therefore, teacher educators in the World Teacher Program talked about it being
important to be clear throughout the program about the notion that action research is a serious and

rigorous form of research (combined principles of CD-clarity and ME-coherence).

Centrality

The principle of centrality indicates that the participatory approach, in the form of student
participation and focusing on the learner, is at the core of the program and is supported and promoted
by all educators. In the TEd program, teacher educators mentioned regularly explaining what (P)AR is
about and what scientific methods are being used; thus tackling possible misconceptions or lack of
knowledge of the PSTs. However, besides enhancing clarity as much as possible, the centrality of the
concepts of PAR and student participation, and the explicit theme for the program, ‘Focus on the
learner’, were foregrounded clearly to the PSTs. One reason for this was because teacher educators
observed that, especially at the beginning of the program, PSTs tend to act as consumers, following

the lead of teacher educators instead of taking an active stance in what and how they want to learn.

That is a partnership. It’s not me telling them. Now of course one of the most difficult things is to enact a
set of principles. So | can tell you that these things really matter to me, that learners should construct
their own professional pathways for learning; that my job as a teacher is to support and extend and
provoke their learning and to make them feel uncomfortable, but make them want to continue and just
see that teaching is sophisticated knowledge and that it entails something about the growth and
development of a human being in your classroom, not just the person whom you pour knowledge into
the head of.

In the interviews, teacher educators talked about modeling an active stance and scaffolding this by
having PSTs question themselves about what they are learning and how they want to develop. In their
opinion, this helps put a ‘focus on the learner’, although it could be improved upon. The constant
emphasis on the requirement of involving school students in the research project, which was evident
in the teacher educator interviews, is one of the clear manifestations of the principle of centrality.
Typically, the TEd program starts with management and classroom organization, but to enable a
participatory disposition paying attention to the learners was mentioned as the most important aspect

of the whole program.

| feel very strongly that becoming a teacher is about understanding your own identity and what leads
you to behave in certain ways, that then once you have a better understanding of who you are you’re

more ready to work with other people. So, knowing yourself is important, and knowing your learner. So
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maybe those things also are constructed at the same time. | was just telling students at the beginning:
go spend some time with students. Get them to write you a letter about what they are interested in. Go
talk with them in the corridor. They’re often scary things for student teachers to ask because they’re so

busy protecting their sense of being a teacher.

A concrete suggestion was to consistently encourage seeing from a learner’s perspective; for instance,
when dealing with different educational theories and the teacher roles based on these theories, the

perspective could be turned around by asking: “What would this look like for a student?”.

Consistency

Concerning the principle consistency, the interviews revealed teacher educators’ experiences with how
they keep paying attention to their students’ voices and how they encourage the PSTs to pay attention
to their school students’ voices. According to the teacher educators, the consistency in this approach
had been greatly enhanced by the introduction of PAR as the standard for the research assignment,
and by the presence of a researcher who kept the teacher educators deliberately thinking about how
to build this theme into the curriculum. However, it was acknowledged that this had not always been

|/1

achieved and that still “... a lot of the activities that we [the teacher educators] do, focus on the teacher,
on the lesson plan, on the management, but actually not on the learner.” Moreover, the link between
the regular part of the TEd program with the courses that were specifically set up for this group of
students was not always clear, and the central theme was not yet naturally included within the whole
program, such as in the courses on subject methodology, theories on learning and instruction, or youth
psychology.

Well, I think ..., I think it is more or less in the regular program as well, but it is..., it could be more explicit.

And | think that, when you look at the subject methodology programs, | think we all try to make them

more aware [...] of who are your learners and what does it mean if you, if you .... you know, differentiate

in your class.

| ask my PSTs ‘what are your questions?’ and | try to incorporate their questions in our sessions [...]. So
I think we try, but we could be..., | could even say this more explicitly to them, you know, what I’'m doing
now, what does asking [PSTs] for questions mean in your practice? | could do that more. And | think
that,... | think..., | dare say that in general, most teacher educators could do that more.
The material-economic dimension (ME)
The material-economic dimension (see Table 13) concerns the facilities, materials, resources, and the
schedule and organization of the TEd program, the school, and the PAR assignment. The set of 17 PST
PAR principles comprises 6 ME principles, in order of most to less frequently manifest in the data:
coherence (62 in total; 48 combined with another dimension), practicality (43; 29), choice (18; 23),
dedication (17; 17), availability (10; 5), and continuity (4; 1).

Coherence

The ME principle that appeared most frequently connected to fragments in the teacher educator
interviews, was coherence; this principle is about the linkage between theory and practice of student
participation and PAR in a consistent TEd program. Teacher educators stated for instance that they
struggle with demanding circumstances in which PSTs are expected to teach whole classes from the
very start of the program, or teach many classes without supervision, an issue that touches upon

practicality as well.
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| think one of the issues that | struggle with a lot here is that student teachers are expected to teach
whole classes from day one, and some of them are teaching many classes without supervision. So it’s
just hard to get any time to think. Naturally, then they come in wanting answers to questions that they’re
dealing with tomorrow, and they don’t have anybody in school to talk to. So they don’t really want to
hear me say let’s think about this together. The pressure to give, for me to give an answer is so strong.
It makes that idea of let’s have a participatory approach a little more difficult because they’re so

exhausted all they want to do is just sit.

To deal with such problems, teacher educators saw that alternating periods at the institute and school
were helpful for PSTs to reflect on and make sense of their school experiences. And specifically,
according to the TErs, the introduction of the participatory aspect in the PSTs’ research assignment
could invoke the PSTs to focus more on the learner instead of the teacher, and on the role of the

teacher in getting to know the issues and questions of their learners, the school students.

Maybe the research part will give us a mechanism to turn our thinking towards the learner in ways that
we’re not currently doing. Part of that is they are really focused on themselves, but part of it is, | think,
that the program makes the learner slightly invisible in a way, and makes the learning in the teacher,
because we talk about the roles of the teacher and what the teacher does. That’s the guiding framework
for the program: the roles of the teacher.

Modeling participatory teaching behavior and providing concrete examples of student needs, student
experiences, and student questions were mentioned as bridges between theory and practice in PAR
[coherence].

| think it [modeling] is definitely one of the helpful approaches because | think, especially in the
beginning, students tend to just follow your lead without thinking ‘what lead am | following?’. They just
..., you consume, because that’s what you do. You learn ..., you’re used to being here and listening to
somebody tell you ‘let’s do this, let’s do that’. And as long as we don’t say ‘we chose this approach,
because ..’, or ‘we think it is interesting to think about that ..” or what you already know about that or
what you would like to develop, then they are not so aware of that. But that is a choice you can make.

So | think, gradually they become more aware of it, | think.

The inclusion of a PAR assignment leads to coherence in the program, as one teacher educator said,
because of the logic of cohesive activities throughout the program that follows out of it, the sustained
attention to the approach that it generates, not being a one-off task, and the mentally merging of the
participatory ideas (combined ME principle coherence and CD principle unity) by reporting about the

PAR project and the way the school students were involved in that.

Choice

Freedom of decision (choice) on several aspects of the PAR project is a third most frequently
mentioned ME principle for enabling student participation in PST PAR projects. More than with other
principles, this principle was evident in combination with the SP principle recognition. Teacher
educators felt that involving students in choosing content and tasks is worth striving for, also because
thinking about an assignment invokes much learning. However, teacher educators sometimes felt
hesitant about when, and to what extent, that fitted with PSTs’ stage of development.

91



Well, we know the autonomy of the student, it is related to motivation. So I'm always in favor of letting
them influence the whole learning process as much as possible. Including yes, a kind of consideration
for the possibility that they just aren't capable of that yet.

PSTs are developing as teachers and are often in a vulnerable position because they have to acquire
new skills in front of young people and colleagues. Thinking about options, in the way the PAR project
is conducted, and recognizing PSTs’ interests and capacities, were identified as instances of the
principle of choice, in combination with recognition (and safety).

Is it a smart idea to do with that class? Or should | just not do it? Or maybe if they have parallel classes
or do your research with the other class and do the same intervention but without making yourself too
vulnerable. | think it really depends on the situation and how yes... Whether the student is willing to
take that risk. ... | think it really depends on the individual student. If the educators see that a student is

very vulnerable, | don't think they should encourage that.

Safety was mentioned also in connection to choice. Teacher educators remarked that, on the one hand,
some PSTs feel insecure because of the unfamiliarity with the kind of research they are supposed to
do, and, on the other hand, were reassured by the idea that in the end and after a positive experience

with PAR they could proceed with their future research projects in their way.

The social-political dimension (SP)
The social-political dimension (see Table 13) concerns the ways people relate to each other and to the

extent they collaborate in changing a situation to benefit all stakeholders. The set of 17 PST PAR
principles comprises 7 SP principles, in order of most to least frequently manifest in the data:
recognition (87 in total; 66 combined with another dimension), safety (22; 14), proximity (21; 17),
equality (20; 16), solidarity (17; 9), reciprocity (10; 5), and contingency (11; 8).

With regard to the PST PAR principles, the data reflect a positive evaluation of the action research
approach that has been chosen for the research component in the TEd program [SP-proximity]: not
only as a practical way of working [ME-practicality] but also as a means to accommodate the school
students’ preferences for working methods [SP-recognition]. Moreover, teacher educators
experienced AR as yielding useful results for practice [SP-contingency], for which ideas and suggestions
from school students are a valuable contribution [SP-equality; SP-recognition], and for PSTs to realize
that their research is actual research and worthwhile to present to the outside world [SP-contingency].
A fruitful insight for PSTs from their collaboration with school students, was, according to the teacher
educators, the experience that such collaboration is not threatening/dangerous [SP-safety] and helps
improve classroom practices [SP-contingency].

Below, findings for three frequently manifested SP principles, i.e. recognition, equality, and proximity,
are presented in more detail.

Recognition

The principle recognition pertains to the way PSTs, school students, colleagues, peers, and teacher
educators are recognized as valuable participants in the teaching, learning, and researching activities
and in decision-making processes that are related to the educational context. This implies recognition
of the different roles and capacities of the stakeholders involved, as well as different preferences,

developmental stages, experiences, expertise and skills, and responsibilities or duties.
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For the principle recognition, interview data reveal that teacher educators were aware of the
importance of school students being recognized as sources of learning and as participants in the PAR
process. Therefore, it was felt that PSTs need to be guided towards such a practice; for instance, by
activities in the institute and school that force a focus on the learner and that allow PSTs and school
students to express their perspectives and preferences.

Teacher educators also attempted to model such a practice in their TEd practice, by acknowledging
the PSTs as rightful participants in the program and learning context. PSTs were encouraged to give
their opinions on and suggestions for the content and set-up of the program; and teacher educators
felt that the PSTs sensed they have that right and that PSTs valued that.

And so | can think of a couple of examples recently of how you can begin to co-create the curriculum
together, when for example, we then, between me and [another teacher educator] and [a PST], we
started quite a long conversation, over email, about what are your expectations of the program, and
then what do you think is reasonable, and how could we do a better job of working on things? And he
came up with some suggestions about what could be possible to do. And | think, actually, that is co-

creating the curriculum. That is being responsive to students.

However, teacher educators also struggled with the way students can be recognized as participants in
the TEd program, either because of uncertainty about the concept of participation or because of

practical reasons, as a teacher educator expressed:

I'm still looking for that myself. How that could turn out. [...] In the sense that we see them as partners
in designing the program? [...] Yes, there are some bottlenecks, because of course we have fixed themes
and sequences and yes, we do try. Of course, schools have exams and curricula to which they are
attached. [...] I'm just looking for where to find that participation element. They bring things up, they
come up with examples, they work in that meeting on things that are important to them... I'm just
looking for that. | need to think more about that too.

Being aware of differences in roles and responsibilities is another aspect of recognition; for instance,
the role of the teacher educator versus the role of the PST. From a view of learning as a process of self-
responsibility, but based on group activities, a teacher educator concluded that learners should be
actively involved in their learning, and teachers and students then negotiate about lessons and
activities. Conditional for this is rejecting the idea of a teacher or teacher educator as the sole expert,
or the student as the receiver of knowledge, but seeing both as stakeholders in a teaching-learning

context.

| think that if a teacher educator sees himself primarily as an expert, it is more difficult to make use of
that space. Or to create that space. While if you have the idea that you are one of the stakeholders in a
learning process, you can perhaps more easily see that as a responsibility that you have to take. And
that perhaps lies primarily with you, because you have to initiate the opening of that space. Even if the

trainer is the expert. Yes, because you always are.

I think the role of the student is to see yourself as a professional in development. And a professional
who takes responsibility for his own development. So yes, there might be an expert there. But how can
I make use of that expert and those other professionals around me to ensure that my teaching practice

improves? | think that's the role of a student.
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Proximity

The principle proximity refers to, firstly, a sense of relatedness to student participation and the PAR
project and, more specifically, to the research topic, and the other participants; in addition, proximity
also includes the aspect of having a personal connection to student participation and PAR.

A salient aspect of conducting PST research in a PAR-like manner is the direct connection to classroom
practice and the applicability of the outcomes within the specific context. Problems and questions
addressed in the project stem from the PSTs’ and school students’ own experiences and are near to
their interests. Such manifestations of the principle of proximity, especially if combined with a practical

solution [contingency], also lead to more dedication on the side of the participants.

So yes, and | think by developing your own end product, you can increase engagement in the learning

process as a result. So that would actually be that it has meaning to you, what's going to come out.

Look, action research is in my opinion a very pleasant and practical way of working, it is something that
connects with what is pleasant to do for a student in secondary school. [...] the active aspect in it. So
working on something that is also so hands-on concrete and clear, instead of being a purely theoretical
thing. I think it is very pleasant for a lot of PSTs. There are some who theorize it of course, but I think for
a lot of PSTs it's just: you're doing it, you're seeing results, you're applying it, you're watching how it
goes, which makes it coming much closer to yourself.

Proximity to the teacher was seen as an inherent quality of conducting research on your practice, which
supports continuous professional learning and better insight into the intricacies of a teacher’s life and

work.

It helps, to continue to professionalize yourself, but also to see what you're up against. So also to be
able to see better those struggles that also belong to it and also the sensitivities that can come to the

fore.

teacher educators indicated that working together as a group [solidarity] was viewed as central for the
learning processes of PSTs, and likewise for school students and teachers, even though PSTs bear
individual responsibility for their learning. Related to this, affective involvement in the sense of being
part of a learning community or feeling connected to the teacher or teacher educator [proximity], was

mentioned as enhancing the learning of PSTs.

Equality

A non-hierarchical pattern of interaction and communication between participants in a PST PAR
project constitutes the principle of equality. Uneven division of power, status, or position, should not
determine the way the stakeholders, that is school students, PSTs, and teacher educators, are valued

and should not prevent them from being taken seriously.

Equality in the TEd program was manifest in teacher educators’ view on learning and on who
contributes to learning to teach. For instance, teacher educators and PSTs can act as equal partners in
giving mutual, albeit different, input in defining central concepts such as ‘teaching’, as can be seen in

the words of a teacher educator:

Because | think that’s when the learning actually happens, not actually the things that you bring in. It’s
what happens in the moment and how you deal with it. That’s what student participation is all about.
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Suddenly we’re equal partners in trying to unpack this thing called teaching. | bring some theoretical
frames. They bring experiences and feelings, and how can we together figure out what’s going on. [....]

However, the principle of equality does not require all stakeholders to have the same responsibility. In
a cross-related sense with the principle of recognition, it was acknowledged that personal qualities
and stages of development should be considered. For instance, PSTs are potentially more able to
negotiate with their teacher educator than school students with their teacher; however, both groups
can be involved in such negotiations, or at least facilitated in learning to do so, as a teacher educator
verbalized:

| think for your own practice and my own practice | do notice that | actually expect more bargaining
power from a PST who attends such a meeting. While again with a school student it may be that that
attitude is the end product. And that you try to facilitate that. [....]

One of the teacher educators expressed that the ideals for equality and student participation, in
general, and for co-creating the curriculum were more ambitious than could be realized in practice
within the limited period. So, she adjusted her TEd practice to a less collaborative level, while keeping
in mind the ideals she started with. In her words:

[....] I 'think, [...] that my expectations of the possibilities really were very ambitious, okay. [....] | felt, like,
I should be able to do that and have that flexibility, in order to be able to co-create the curriculum with
the students. And then, I think in hindsight, | am doing things to co-create the curriculum with students
actually now, but within a more, sort of modest framework. So, | feel that I’'m always not meeting my
ideals. But | also think that | need to check my ideals, in terms of what is manageable and possible within

this space, that is still consistent with my ideals.
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Table 14. Characteristic manifestations of PST PAR principles®, across three dimensions

Cultural-discursive principles

centrality®

consistency

clarity

unity

Guiding principles in the program are: constant and mutual learning of students and teachers, in school
and TEd program; being an active learner, and taking responsibility for your learning.

Creating curiosity in PSTs about how people learn compared to a theory-driven curriculum. Make them
see their students as rich sources of learning.

Teacher educators as stakeholders in learning, besides being experts.

Keep reminding yourself about the implications of your learning experiences for your learners.
Research part of the program might turn thinking to the learner instead of the roles of the teacher;
treat the project as a thread through the year.

Use as many as possible opportunities for PSTs’ rich experiences to challenge views on student
participation.

Let PSTs ask questions about theory in various parts of the program: subject didactics, supervision,
lectures; and subjects: classroom management, ...

Link program to practice experiences in every week’s meetings.

Build up the program to challenge a mental switch to think from a learner’s perspective; make it a
natural attitude.

Stimulate thinking about the teacher’s role as a professional in putting the learner in a central position.
Densely packed curriculum and practical issues hinder the opportunity for reflection or playing with
ideas.

Show PSTs the teacher educator’s journal as a window on student participation, and keep up doing
that.

Include PSTs’ decision processes in the content and setup of the curriculum throughout the year.
Setting up learning experiences and opportunities within the classroom that cause students to think
about people’s learning and change PSTs’ perspectives on school students.

Providing and discussing articles on a decentered position of the teacher and participatory research
with school children; providing examples of (P)AR.

Introducing the theme ‘Focus on the learner’ and modeling in your own classroom.

Being clear (and consistent) about the notion that action research is a serious and rigorous form of
research.

Making explicit for PSTs what is exemplary for a participatory approach in teacher educator’
(research) experiences, actions, methods, and materials; modeling action research steps, including
reporting.

Having conversations with PSTs about their expectations and suggestions for the program.
Stimulating insight into teachers’ professional identity by making PSTs — partly - responsible for
lessons.

Explain to school coaches the concepts and goals of the TEd program concerning student
participation and PAR.

Include PSTs’ suggestions for a learner perspective in various parts of the TEd curriculum.

A shared feeling and understanding of the meaning and importance of student participation among
staff, students, and school coaches; and in line with the school vision.

Discuss curriculum goals and methods concerning the participatory approach within the whole group
of TEd staff; in particular in case of staff changes.

Organizing TEd staff meetings to think in similar ways about student participation, PAR, and the
learner perspective.

Central goal for PST: developing a teacher identity that includes seeing yourself as a learner: this
would then permeate the whole curriculum and the thinking of teacher educators and school
coaches.

Combination of program and internship requires having organized a curriculum in advance.

Running the PAR project during the whole study year and involving an advocate/instigator for the
approach stimulates the structuring of the PAR approach in the program.
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Material-economic principles

continuity

coherence

practicality

availability

Introduction of planning and content of research, and expected tasks for PSTs at the start of the
curriculum: PAR comprises the whole program year.

Alternating 3-week periods at school and university, so PSTs just have time to think and process
what’s going on.

Internship abroad in the second semester is a break in the stream of the curriculum. It hinders
finishing the assignments but also is motivating for PSTs and enhances their self-confidence.
Explicitly connecting TEd participatory practices (teaching behavior) to PST experiences, both
planned and unplanned (noticing opportunities). Asking PSTs to what extent they feel having a voice,
and at which level of participation. Making them aware of parallels between TEd participatory
behavior and their acting with school students.

Noticing activities to invoke looking from a learner’s perspective, not only in hindsight (reflection)
but also in preparing and conducting teaching in practice.

content and language-integrated learning elements in the TEd program force PSTs to look differently
at teaching in general, which facilitates focusing on the learner as well.

Showing PSTs frameworks about learning when they need it and are receptive to it.

Let PSTs design tasks that are useful for themselves, only based on a given purpose or aim.

Having conversations with the PSTs about sensible assignments in class, instead of referring to given
tasks in study guides.

Discuss with teacher educators, supervisors, school coaches, and subject coaches, about what is
needed for a student participatory approach.

The research part in the TEd curriculum as a mechanism to turn thinking [of TEs and PSTs] towards
the learner, forcing them to find out what their learners’ questions are, and dictating other activities
throughout the program; the roles of the teacher [including researcher] as the guiding framework for
the program. The required PAR approach facilitates spending more time on ‘focusing on the learner’;
steering them to a systematic critical look at the meaning of student behavior.

Treating the PST’s research project as a thread through the year, building up over time, will embed it
in the program.

Extending the way of thinking about learners as participants to other parts of the program and in the
PSTs practice; also, outside the classroom, in the role of a professional in a school organization.

Time pressure and daily hassles (such as articles, assignments, and tasks) divert teacher educators
from the emphasis on the learner and dilute their ideals.

actual context felt more disabling than enabling for PAR, especially related to lack of time and high
workload, both at the institute and the internship school (many lessons to plan and give; assignments
at the institute to finish in time). E.g. it prevents looking at what a school student can do in the
learning process, e.g. regarding giving the responsibility of classroom management to school
students.

TEd program and the school curriculum and exams give little space for input in decision-making, co-
creation of the curriculum, or collaboration in research and attentive teacher-student interaction
more generally. Communicate clearly to schools and coaches what practical affordances are needed
for PAR.

Changes in the setup and content of the TEd program and in staffing, and the unmatched presence of
staff with small part-time appointments hinders the implementation of the participatory approach.
Visibility of applicability in and improvement of your practice for PSTs and school coaches.

hands-on way of working with school students, applying ‘ideas’ and experiencing the results in
practice enables PAR and also enhances the proximity of participants to the approach and the
research topic.

PSTs participating in teacher educator research: difficult because of limited availability of PSTs,
mixing up teacher educator’s and own experimental settings, and research locations other than
internship schools.

provide a physical set-up in the classroom for creating a communicative space, e.g. flexible seating,
for instance sitting in a circle to facilitate equality in discussions.

teacher educators observed PSTs sometimes having difficulty in claiming space for conducting their
research assignments and for collaborating with their school students, e.g. because of non-aligned
working days and times of teacher educators and non-matched rosters.

Provision of learning theory so that PSTs become aware of how views and beliefs change.
Supervision meetings with PSTs were too few because of roster problems; which led to a suboptimal
focus on the learners.

The second semester becomes more open for students to make suggestions.

Advise PSTs to connect to or use for their research an existing school task or discussion group.

Near the end of the school year, a lack of suitable opportunities in class and curriculum for
conducting the PAR projects.

97



choice

dedication

Provide opportunities for PSTs for making relevant choices for their learning, e.g. in terms of
designing their own assignments, and peer assessing their work.

Allow PSTs to select a group of school students of their own choice to work with a group they feel
comfortable and safe with.

Allow experimenting and accept things going wrong; let PSTs feel free to do so.

Some PSTs like to do what they know they can do already (i.e. traditional research); teacher
educators can explain that PAR is not so different and involves the same thinking steps. Some want
to have the option to do ‘regular’ research instead of PAR.

School coach favors giving students maximal influence in the learning process unless they are not
capable of that. However, giving complete freedom to school students is not preferable, because it
would lower their grades even further.

[Ask PSTs how they want to keep in contact with each other and let them choose the right way for
their group].

PSTs’ eagerness to know what their school students’ questions are; teacher educators wonder if this
is always the case.

PSTs’ interest and ambition to be part of such a participatory TEd program; the desire to be part of
negotiation about curriculum; and teacher educators providing space for that.

PSTs have to put effort into using the provided curriculum for focusing on the learner in the
classroom, making theory work in practice. Feeling responsible for having your voice heard and
contributing; being an active participant.

PSTs are eager to do something in practice. Strong relation with practice. This fits doing PAR well.
Familiarity with PAR-like research. Some PSTs find it difficult to accept it as real research.

Contrast with former TEd practice in which the PSTs were involved in questions, but not really
investigated them.

A teacher educator as a respected model for conducting AR and for pursuing student participation.
PAR/research differs from a mere reflection in making a plan, developing it properly, trying it out in
practice, and improving further based on reflections on the outcomes.

Both the mind and heart need to be involved. Attention and focus are needed to create a good
teaching environment.

School dedicated to the rationale and approach of the TEd program and of PAR and student
participation. This is not aligned with giving them jobs with too much responsibility or lesson hours.
PSTs working as employees instead of interns can make them hesitant to approach and collaborate
with school students in a participatory way that might not be supported by the school or might
jeopardize the school’s curriculum.
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Social-political principles

recognition

solidarity

reciprocity

safety

equality

teacher educators intrigued by the idea of changing school students from an object of research to a
subject (involvement in teacher research). Also searching for how to see PSTs as partners in
designing the TEd program.

teacher educators seeing themselves as stakeholders in a learning process, not so much as the
‘experts’; being responsible for opening up the space for negotiating.

Providing opportunities for bringing in personal experiences and challenging each other’s views;
valuing different perspectives and expertise. Comparing having responsibility, choices, and influence
yourself, as a PST/teacher, to what you will do with your class/school students.

Collaboratively unpack what teaching is, as equal partners, bringing in theoretical frames,
experiences, and feelings. Being responsive to PSTs (and school students), starting co-creation of the
curriculum from little, concrete examples and experiences as they occur, notice opportunities for
this.

Seeing yourself and all participants (PSTs, school students, teacher educators) as rich sources of
learning. Start with thinking about what people bring into the situation and what they can offer.
Importance of having a collaborative approach.

Not teach from the book (passive/receptive), but have a conversation about a subject (active).

PSTs working with school students as subjects also learn about their pedagogical role and their
interaction with school students.

PSTs in this group are very good in their subject and have more experience, which might allow them
more to give space to school students.

Using several ways of involving students in your lessons; e.g. formative assessments as starting
points for negotiations between teacher and students.

Showing PSTs that there are several ways and levels of involving school students and recognizing
them as partners; also genuine ones, and tokenistic ones. Provide good examples of student
participation and let PSTs be amazed about how far they can come with ‘focus on the learner’ in their
research.

Including in your professional identity the attitude of wanting to give other people something they
can build on, they can go forward with.

Strongly shared feelings of relatedness to students and willingness to invest in that.

Think of ways to present theory such that everyone can take advantage of that.

A PSTs’ group atmosphere of belonging to a group; feeling a bit special in comparison to other TEd
programs, and being part of something bigger.

Being committed to a learning community working towards a specific goal; joint responsibility for
group learning, both in TEd and in school, with pupils, and between institute and school.

More joint activities, leading to tighter group cohesion and easier group discussions; working
together with pupils on applications in practice.

Lack of supervision meetings caused less mutual involvement and cooperation than possible.
Coming to realize that teacher educators and PSTs [and PTs and school students} are learning
alongside each other, albeit different things.

Mutual connectedness of institute and school is the foundation of TE.

In educational research, very often the teacher is central but it is important as well what the student
does and thinks.

Some teachers and students show resistance out of fear of letting go of control, which is not the case.
Facilitate PSTs in the ‘art of failing’ and allow them to make mistakes.

Ensure that PSTs feel comfortable and safe in collaborating with the school student group.
Acknowledging anxiety in teachers in learning to teach, is working with your learners as well.

Some schools feel sensitive about really collaborating with school students and are more protective.
In the case of vulnerable PSTs, teacher educators should be reticent in making them take risks with
certain classes.

At the end of the TEd program year, a remnant fear might be taken up by PSTs to develop later on;
others might be relieved to be able to return to something [just teaching or regular research] they
feel safe with.

Not the teacher educator telling PSTs how to act, but finding ways for that in a partnership.
Important to have a collaborative approach, with responsibility for your own learning.

Being equal partners in unpacking teaching, even having conversations about your own teacher’s
teaching. This can be weird to them.

Negotiating [about the curriculum] implies a different relationship between teacher and student. This
can be expected a bit more from a PST than from a school student.

Physical set-up (circle) can facilitate looking at each other and equal positioning.

teacher educator co-creating the curriculum with PSTs, but within a more modest framework
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contingency -  PAR by PSTs with their school students is appealing because it implies an application and a visible
result in practice.

- The PAR method and the participatory approach that is propagated by the TEd program should be
acted upon, also in feedback and assessment of the PSTs’ research reports.

- Requests by external persons for using research results.

- Important element of (P)AR is sharing research results and showing that something interesting has
been tried and investigated, in a systematic way, even in the case of non-success. Important as well
to convey this message to the PSTs.

proximity - Some (group) characteristics of the PSTs in the TEd program are favorable for PAR and student
participation: more open to differences because of international experience; more life experience
leading to more space for school students’ influence.

- PSTs choosing to become teachers are practice-oriented, eager to carry out something, not only
working on theory.

- Giving a concrete example of an action research project that was recognizable for the PSTs triggered
— critical — interest in PAR.

- PAR connects with what is pleasant to do for a student in secondary school. Being hands-on,
concrete, and clear brings PAR closer to the school student.

- Having self-confidence in the ability to do PAR and work with your school students and being
responsive, even at the beginning of the teaching career.

- Not all teacher educators have an affinity with research and can support the PSTs in conducting PAR.

3 For a description of the principles: see Table 13.
bPrinciples in boldface are described in more detail in the Findings section.

Discussion and conclusions

This study aimed to shed light on the way student participation and PAR were planned and
implemented in a TEd program and how PSTs were prepared for and supported in collaborating with
their school students. For this, a set of 17 principles for PST PAR (as developed in a former study (Smit
et al., 2022)), was used for analyzing teacher educators’ interviews on manifestations of those
principles in their views and actions and in the TEd program. In the set of principles and subsequently,
in the analysis of this study, the three dimensions of the Theory of Practice Architectures (Kemmis,
Wilkinson, et al., 2014) were distinguished: cultural-discursive, material-economic, and social-political.

The findings reveal how within the TEd program, as planned or implemented in the two academic years
for this study, teacher educators attempted to address the task of preparing PSTs for student
participation and in particular, for involving school students in their action research projects. This
appeared to be a challenging task. The principles for enabling student participation in PST PAR and for
supporting PSTs in that endeavor were found to be partly manifest in the actual program, that is,
already realized to an observable extent. However, they were also partly formulated as ideas and
intentions for including or further developing program elements aimed at enabling student
participation in education and PAR projects by PSTs. Finally, in some other cases, principles were not

put into practice or not to the desired level.

The observation that not all principles were fully realized at the time of investigation, should not be
taken as a negative evaluation of the program. It was in a state of development towards including PAR
as a central element of the program and student participation as the focus of the curriculum.
Moreover, the set of PST principles was not available for the teacher educators at that time, because
it was developed afterwards, in the phase of data analysis. Furthermore, teacher educators have
different concerns, tasks, and obligations than PSTs, so it was expected that not all PST principles would

be found equally in teacher educator data.
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On the social-political dimension, the principle recognition was manifest most frequently, and in many
instances occurred in combination with a principle from one of the other two dimensions. This
principle recognition stresses the importance of valuing all participants as having worthwhile and
useful capacities, views, and suggestions, and as such forms the basis for genuine student participation
as well. Data showed that much effort was put into clarifying what the concept of student participation
in PAR entails, and into developing a shared and consistent way of talking and implementing this in
practice. teacher educators felt this to be needed because recognition of students as useful sources
and as participants in a research process and in teaching and learning was not found to be a natural
habitus of PSTs. Furthermore, issues of safety of PSTs in conducting teacher research and in
collaborating with their school students emerged from teacher educators experiences, for instance,
feelings of loss of control in class and of fear of failing to achieve curriculum demands. Positive PAR
experiences might help PSTs overcome distress, but this will need careful scaffolding by teacher
educators. Combinations of the principle recognition with principles from the ME dimension, such as
coherence, choice, dedication, and practicality show that ambitions and circumstances can sometimes
collide and hamper the extent to which student participation and PAR can be realized. For instance,
differences in demands and expectations of PST’s relation with school students between the TEd institute
and schools (lack of coherence) invoke dilemmas for PSTs in how much and for what they can or should
involve their students. Fixed lesson schemes (lack of practicality) can prevent PSTs from responding to
school students’ suggestions for participatory changes in class. Furthermore, data indicated that social-
political principles such as recognition, reciprocity, and equality are neither naturally embedded in the
TEd program, nor in the internship schools. A practice based on these principles would consistently
and seriously involve PSTs (in TEd) and school students (in schools) in matters of learning conditions
and would actively seek input from all stakeholders as a shared basis for the improvement of the

educational practice. That seemed not to be realized yet.

On the cultural-discursive dimension, this showed in the efforts of teacher educators to overcome
misunderstandings and feelings of discomfort in PSTs by putting forward principles for student
participation and PAR as central elements in the program, and by clarifying concepts and procedures
to PSTs and among themselves. Teacher educators acknowledged that PSTs were not familiar with
participatory approaches in teaching and research, and, therefore, activities to provide PSTs with
clarity and coherence in the concepts of the program, were deemed specifically important. This could
be done by providing and discussing successful examples of PAR from literature and by challenging the
central role of the teacher in classroom practices. However, not only the concept of student
participation appeared to be confusing for PSTs, but also the value of and meaning of teacher research
in general was not obvious for all of them, and not in the case of action research. Teacher educators
indicated that the centrality of a ‘focus on the learner’ in the program, being consistent about this
theme and the approach, and striving for unity in views and practices of TEd staff and school staff,

were connected to enabling PSTs to achieve student participation in their PAR projects.

On the material-economic dimension, the importance of coherence was clear. The teacher educators
expressed that the incorporation of an explicit assignment to involve school students in PSTs’ research
led to a logical set of cohesive activities for PSTs throughout the program and for a sustained period.
On the other hand, it was noted that issues of practicality occurred because of unaligned or even
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conflicting demands from the TEd institute versus internship schools. Aligned with research on
teaching practices (e.g. Meister & Melnick, 2003; Rajendran et al., 2020), excessive workload and lack
of time were mentioned as problematic; in this case, it was connected to constraints for conducting
PAR and for collaborating with school students stemming from school curriculum requirements and
the reluctance of PSTs to deviate from those. To support PSTs in obtaining or creating more space for
their PAR projects and student participation in their classes, teacher educators saw it as helpful to
discuss ideas and concepts of the desired teacher education approach between teacher educators and
school coaches and to organize courses that tackle not only subject-specific topics but specifically focus
on enabling PAR and student participation. By connecting practice experiences with theoretical

knowledge, coherence in the program could be further enhanced.

From the findings, it can be inferred that the multiple layers in a teacher education program aimed at
enabling PSTs to conduct participatory research in schools, add to the complexity of realizing school
students’ participation. Simultaneously, the usual doubleness of teaching and learning in a TEd
program and teaching and learning in an internship school must be addressed, as also the doubleness
of partnerships between teacher educator and PST, and between PST and school students. Particularly
the PST is confronted with different roles at different levels, under different conditions; developing
conditions that support PSTs in coping with these layered practices is a crucial task for teacher
educators, as for schools (Capobianco & Ni Riordain, 2015; Cochran-Smith et al., 2009; Ping et al.,
2018).

Research indicates that PSTs don’t particularly see value in doing TR as part of their TEd program (van
der Linden et al., 2012) nor envision themselves as researchers (Taylor, 2017), but this approach to
doing research that is embedded in the program and seeks to support participants as more empowered
in their learning seems to have been well received by these teacher educators as well as the PSTs. One
of the most difficult aspects will be connecting with teachers and coaches in schools - for consistency
of messages, coherence of the program, and provision of opportunities for PST research and
participation of school students. The design of the World Teacher Program as an intensive course and
with a large portion of teaching and researching in schools has both positive and negative implications.
PSTs spend a great deal of time in practice so they are better able to connect with their students and
understand issues relevant to student voice, but they are also so busy with practical requirements that
this task may seem like just another 'burden'.

Implications for TEd practice and further research

The central idea of this study is to introduce or strengthen a democratic approach in education by
preparing PSTs for collaborating with their school students in their participatory action research
projects. It is an ambitious effort to include PAR into a one-year TEd program, for teacher educators
and PSTs, but even in such a short period, PSTs can at least begin to experience how school students
can be seen as partners in research and how this experience can benefit teaching and learning. This
study provides insight into the complexity and multi-dimensionality of student participation in
education and TR, but also into what can and needs to be paid attention to if such an approach is to
be considered or implemented. The findings, as evident in the three dimensions of arrangements,
invoke deep thinking through the TEd programs for inclusion of student participation/PAR and for
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scaffolding and supporting PSTs in understanding student participation and in conducting PAR.
Subsequently, this supports building an approach for individual and collective development and a

context for enabling school students to engage in decision-making in class and school issues.

A participatory practice has many more aspects than could be handled in this study. Further research
could focus on several topics. First, because this study looked at pre-service teacher education only,
research on the sustainability of the approach after graduation would be advisable. Also, the impact
of the PAR approach and the student participation practices on other teachers in schools would add
an interesting layer to the current results. Furthermore, a closer investigation of the alignment of the
program, the school practice, and the PAR project seems worthwhile because coherence was identified
as a problematic principle. The way TEd programs and teacher educators can support PSTs effectively
in coping with the double-layers practices of institute and school, and teacher and student, concerning
issues of participation in research also needs further investigation. Finally, the PST practices could be
studied from a school student’s perspective, by looking at the micro-politics of PAR in class: school
students’ views and practices, and the inclusion or exclusion of specific school students’ voices or
perspectives, and by including the aspect of contingency (follow-up) of school students’ input and

suggestions.

This study leads to suggest evaluating existing TEd programs that aim to support democratic
approaches and develop new programs based on all three dimensions: the terms and language that
are being used around student participation and PAR; the materials that are needed and the
organization that supports PSTs; and the issues of relations and power that will come up and might be
challenging for PSTs and their school students. The set of principles can be helpful to determine aspects
that are found to need attention. Even though the dimensions cannot be separated in actual practice,
in the development of a PAR-dedicated program some principles can be considered before others.
Attempting to address all 17 principles and all 3 dimensions at once, will probably prove too complex.
As a feasible approach, it is suggested to begin with — collaboratively — discussing and developing a
program dedicated to this purpose, which includes conducting a participatory research project,
however small and limited in scope, and which invokes imagining school students as partners in the
educational context. The observation that PSTs must enter unfamiliar ground and can feel reluctant to
involve their students, suggests the need to make it easy and inviting for PSTs to collaborate with
school students. Advisable would be to start with a small and non-stressful task such as observing or
teaching a couple of students or a very small group of them and then interviewing them on their
experiences, and from there to gradually build up to a PAR project that is worthwhile for all
partners/stakeholders. Based on findings about the principles of clarity, coherence, and unity between
institute and school it is recommended, where possible, to reach out to the internship schools to

develop collaborative practices and language related to the goals of PAR and student voice.

Since teacher educators and PSTs show enthusiasm for the approach after having had a first-hand
glance at the opportunities and benefits, one can be ambitious in the setting of goals, but also be
prepared for small steps and long-term development. If consistently explicitly and implicitly advocated
and modeled by those involved in the program, the approach will get momentum for teacher
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educators, PSTs, and school staff, and can become a sustained participatory practice for teachers and

their school students.
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