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The BBC’s Classroom Experiment - obscuring the real issues  

 Peter Humphreys

There has been much interest in BBC television’s The Classroom Experiment. Professor Dylan Thomas weaves his magic on the teachers and pupils of class 8JH at Hertswood Secondary School. As entertaining and insightful as the programmes undoubtedly are they are doing little to further the cause of educational transformation. Indeed, I argue they divert attention from the real issues.

CPE-PEN consistently highlights the very important distinction between schooling and education. Unfortunately Professor Thomas focuses his attention on improving the former, obscuring the education and learning that should be at the core of life-long learning.
I know from conversations with friends not connected to education just what an impact Dylan Thomas’s programmes are having. Seeing secondary teachers experimenting with various strategies is an eye opener for those whose reference points are only their own classroom experiences.

The ‘no hands up’ policy leads to the use of personal whiteboards. Every child has a go at the question and the teacher has a quick check as to the class’s understanding. The traffic-light coloured cups on pupils’ desks identify how students are coping with the work and assist the teacher in planning responses.

The behaviourist paradigm is also heavily evident: jumping through the hoops in the right sequence will effect a reward. The ‘secret pupil’ mechanism leads to pupils gathering points for on-task, positive behaviours towards their incentive – a trip to the Alton Towers Theme Park.  

Most of these strategies are hardly new (except perhaps in secondary schools) as they have in fact been developed in primary schools for some time on the back of the Primary Strategies.  

They illustrate perfectly a key difference between schooling and learning. Schoolteachers have always had to engage huge amounts of time and energy in managing and controlling their learners. In previous decades the strategies were crude and often punitive; today they are far more subtle and manipulative. They exemplify one of the true tragedies of factory schooling: that it has to coerce or persuade learners to learn. 

The pressures of the national curriculum and testing have further added to the strains in the schooling process. A culture driven by targets at all levels has left schools, teachers and pupils heavily reliant and dependent on them. It was so disheartening (but not surprising) the way the children and staff remained heavily wedded to targets and grades and the instrumental aspects of school learning such that both parties were reluctant to accept written feedback instead of grades. It exposed completely that teachers and pupils were grade- and not learning-driven and underlined the seriousness of the consequences. The result is superficial learning and minimal competency: getting through lessons, getting through the day, getting through the assignment, getting over the course, getting to the end of school - these become the real goals.
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To the casual viewer however, Dylan Thomas’s work is little short of revolutionary. It’s hard for the watcher to deduce anything other than ‘Wow … this is the beginning of real school improvement’. Indeed, over the course of his involvement, the class teachers and children start to indicate his simple strategies may make their lives more tolerable and human and ‘successful’. Analysis of academic performance seems to back this up with results in Maths and English showing significant gains.  
However, notwithstanding the undoubted positive impact on the teachers and pupils the viewer needs to take a more critical stance. If the focus became invitational, learner-managed and learner-directed activity, immediately the coercive and manipulative strategies would be redundant. The time and energy could more profitably be used to support and co-create learning experiences and pathways. The learner could progress more effectively and deeply, fully engaged and in control of their own destiny.

This is not a rose-tinted view of education and learning. This true effectiveness and a complete transformation in the culture of learning and learning systems.  Personalisation is predicated on the fact that the learner is in the driving seat, has choices and alternatives along the way and invites learning and assessment. Within the CPE-PEN networks and beyond there are a wide variety of examples and expertise. CPE-PEN is very clear about what makes personalisation work and the principles upon which it is founded. 

The remainder of articles and reviews in this journal all tackle the real issues. CPE-PEN will not be deflected from exposing the truth and envisioning learning systems which really are worthy of civilised, democratic societies. Perhaps Professor Thomas might consider a new TV series. This could focus on Recycling Schools into all-age, invitational learning centres and Year Round Education. He might explore just how effective education can be when the schooling is removed!

Peter Humphreys is Chair of the Centre for Personalised Education – Personalised Education Now. Peter spent 25 years as a Primary teacher, 10 years as Headteacher. Since that time he has worked as an educational consultant covering roles in local authority advisory service and BECTA the government agency promoting ICT. He currently works for Birmingham City University with teacher trainees, is an Associate Researcher with Futurelab, a member of the West Midlands Coalition for Global Learning Liaison Group: Sustainable development and climate change, and researches, edits, writes and publishes in the PEN Journal, PEN website and blog. 
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Stop waste

Recycle schools now!

100 Years War against Learning 
Don Glines

Don’s contributions are always welcomed at CPE-PEN. He continues to be a significant source of inspiration. Don offers a no-holds-barred call for action. He uses the analogy of war to chart the battle between traditionalists and visionaries in the USA. 

(Don’s American spellings, textual and referencing formats have been retained throughout)
The 100 YEARS WAR—on and off between England and France (116 years: 1337-1453)—has been cited as the longest in history.  However, this conflict pales when contrasted with the centuries old on/off WAR AGAINST LEARNING.  The battles continue between (1) TRADITIONALIST politicians and school people who favor “reforming schooling,” and (2) VISIONARY societal and educational critics who advocate “personalized learning environments.”

These latter voices profess that ONE-SIZE-FITS-ALL schooling and testing does not benefit the great majority.  The goal is to eradicate required edicts in favor of learner, mentor, family directed formats through options and choices.  Research and experimental projects overwhelmingly support personalization.  Why then are 95% of the mandated learners in America still subjected to Traditionalist demands?

The Visionaries have settled for defeat and a truce!  Most are involved in writing and speaking, directing a program, organizing a conference, and their own lives; they have failed to unify an army of battlefield warriors to resume the war against learning injustice.  They have not challenged Traditionalist politicians—face to face, not just in print—with a demand to be heard.

Political No-Child-Left-Behind, forced reading in kindergarten, required algebra for everyone traditionalist-style controls are allowed to exist when there is no learning validity to warrant such imposed wartime atrocities.  The onslaught by the enemies has gained momentum through the Obama/Duncan plans for national standards and penalties.  The Visionaries have lost the courage of Joan of Arc, who at age 19 (1412-1431) in the midst of the 100 Years War, donned a white suit of armor and personally led on the battlefield the French troops to victory at Orleans.  Later she was captured, declared a heretic, and burned at the stake, but risked all in defense of her beliefs. 

The analogies in education to a shooting war are valid, for though non-violent, it reflects the same mentality.  There is a real struggle between the Traditionalists who are the current conquerors, and the Visionaries who are the suppressed.  How often must people be reminded that traditional schooling—Germany was the best—produced not only V2 Rockets, but Auschwitz, Treblinka, Dachau, and Buchenwald.  Doctors from Hell portrays the brutal experiments performed by brilliant and highly educated German physicians.  Though Poland was almost destroyed, the amazing resistance of the Polish people (The Zookeeper’s Wife) provides needed inspiration to combine with the courage of those who stormed the beaches at Normandy.  When will the learning Visionaries unfurl the war banner proclaiming that it is the AFFECTIVE DOMAIN that will determine the future—not the mandates that focus only on cognitive testing and limited subjects.

Should not the Visionaries be willing to risk personal sacrifices, become “Vice-Presidents for Learning Heresy,” don their white suits of armor, and openly challenge the wrath of the Traditionalists?  Should they not war against the ill-grounded policies of those trained for lawyer, business, farm, political, schoolpeople careers?  Should they not openly fight for learner choices to overcome the 400-year mentality of same-size mandates for all?  Is it not interesting to note that schooling, the institute founded to promote democracy, is now the most undemocratic institution in America?

The desire to turn the tides of battle is alive; some progress has been achieved—Orleans was a victory.  This spirit must be harnessed again, for in the existing political structure, the war for learning democracy and freedom is being lost.                                                                                                                                                                                                                                                                                                                       Nationwide twenty-five percent of learners (on average) are pushed out.  Thirty percent of those remaining receive “D/F” report cards; forty percent receive “C.”  Seventy percent in required schooling in America are unsatisfactory or average.  Of those earning “A/B” status, most are bored with their classes.  

Increasing numbers are dropping out seeking alternate routes:  exit exams, community college, independent study, charters or alternatives schools, and home-based education.  There is rapid growth of virtual on-line schools with more flexibility but little personal touch; many are of questionable quality.  Charters and other alternatives have helped, but most charters are too small, follow traditional curricula, and are open only to a handful (percentage-wise) of public school students.  The same is true for most private alternative settings—plus tuition—and for most college and career programs.

In the public schools, the Visionaries have allowed the politicians to eliminate the best programs of interest that are often the keys to learning for many:  art, music, home economics, industrial technology, consumer and business offerings and physical education–the latter in K-4 where it is the most important.  Yet, the “power districts” have continued football.  It is well known that the best way to reach learners is to build on their strengths and interests!  Politicians have erroneously been convinced to force the focus on the opposite:  the perceived weaknesses and failures!  Why did the oppressed not fight rather than just write against No Child Left Behind?  Where was Joan of Arc and her army?  Nationwide, test scores have not dramatically improved over the past twenty years of striving for world-class standards.    

Most younger potential leaders of personalized learning do not know enough educational history—not even the history of alternatives.  Overlooked is the fact that in the early 60s/70s, devoted public school optimists led the education reform movement.  Often forgotten is that Title III was passed by Congress and signed in 1966 by President Lyndon Johnson, to provide federal money for innovation, experimentation, and research to determine changes which could create significantly better public schools.  As part of this effort, Minnesota and South Dakota rose from 49th and lagging to 1st in national leadership for change.  Berkeley, Minneapolis, and Tacoma received large Title III grants to fund entirely different learning approaches.  In conjunction, the Ford, Kettering, Danforth, and Chrysler Education Foundations provided sums of money to promote public school innovation, including the Model Schools Project and the Educational Facilities Laboratory. During this era, plans were drawn for the Minnesota Experimental City—a community of 250,000 with no schools or colleges. Early in the Johnson years, University City, Missouri was the most innovative district in America.  The Amphitheater District in Tucson led change in Arizona.  The eight Rocky Mountain states were propelled toward innovation by the Title III “Designing Education for the Future” project.  The Visionaries were on the offensive!

The election of President Reagan began the counter-attack and the return to apple pie schooling.  Ironically, the policies of Presidents Clinton and Obama have continued the buildup of the army of educational oppression.  In contrast, the veteran Visionaries have failed to lead an army to reverse the losses of the past four decades, though the research is overwhelmingly on their side.

In 1959, Goodlad and Anderson published irrefutable evidence that the grade level self-contained classroom system, conceived in 1847 and adapted from a 1536 Prussian military system, was wrong.  The twelve-year University of Oregon Medford Child Growth and Development Study (1957-1969) proved there is a six-year physiological spread among “7th graders”; some chronological 12-year-olds are physiologically only 9 or 10, while others are 14 or 15.  Reaction time was proved to be a late-developing independent trait, leading to moving the pitching mound back ten feet and requiring helmets in Little League Baseball.  The “academic” spread among “7th graders” reflects a ten-year range in achievement—from grade 3 to grade 13 scoring on traditional state tests.  There can be no “7th grade” classification, yet it persists today as an edict from the Gods.

Further proof that most traditions are wrong is the political decision that entering kindergarten children must be age 5 by the magic one minute on the clock:  11:59 ½ versus 12:00 ½ determines eligibility for “formal” learning.  How can Visionaries not battle in unison against such folly?  “Kindergarten” teachers are faced with a 24-month developmental spread among the children: 12-15 months chronologically (with transfer students), plus home environment, maturation, language development, and physique factors.  The 1924 yearbook of the National Society for the Study of Education stated conclusively, with data from six diverse geographic and economic communities, that homogeneous grouping did not help academically and hurt socially.  Yet today 90% of the school districts follow a form of such organization.

Students may learn to read by age 3 while others may not until age 13.  Most learn to read well by ages 8-9 if allowed to progress at their own rate and have choices of perhaps 23 self-selected approaches and materials.  The 1922 Detroit First Grade Intelligence Study documented a range of from 12 to 77 days for individual students in one class to complete a given assignment. The need for remedial reading is caused by traditional approaches!  Fortunately, schools do not teach walking or talking, or think of all the remedial classrooms!  

The famous Eight-Year Study (1932-1940) proved conclusively that it makes no difference what courses are taken in high school related to success in life—whether college, employment, or parenting—yet Traditionalist politicians continue to impose even more rigid but un-validated mandates.  The evidence is clear that knowledge is interdependent, not segmented, yet separate “subject courses” continue.  Report cards have proved to be an evil tool designed to segregate students.  They are of no value in a true student-centered learning system; testing is only useful for individual diagnosis, not group, teacher, or school comparisons.

Ed Lines

Vision without action is merely a dream, action without vision just passes the time, vision with action can change the world.

Joel Barker

The most innovative preK-12 and college public learning system in America in the late 60s-mid 70s was the Wilson program at Minnesota State University, Mankato. SIXTY-NINE changes, away from traditional patterns to student-centered learning, were made literally overnight at no additional cost and without firing teachers, forcing the State Department to waive all requirements, and the Legislature to change five Education Codes.  As example, year-round education was illegal in Minnesota under ADA attendance counting, but when the system was changed to ADM, year-round and a host of other improvements became “legal.” The Christian Science Monitor described Wilson as a “cradle-to-grave personalized learning system under one roof,” offering a flow of mixed ages from pre-birth/pre-school to BS and MS college degrees, and senior citizen options.  Wilson and other similar programs proved that all the traditional rituals were not necessary; in fact, they hindered learning for most.  The Wilson documents are in the MSU Library Archives.

The 100 YEARS WAR analogy is further reinforced by the 1880-1910 period in England, when Edmond Holmes, as Chief Inspector General, enforced very rigid curriculum and schooling requirements.  After 30 years of enforcement, he resigned, apologized for hurting so many students, and vowed to spend the remainder of his life trying to undo some of the harm he had imposed.  In 1911 he wrote What Is and What Should Be, followed in 1913 by The Tragedy of Education.  In 2011, there is an even greater “tragedy of schooling.”  Will the 100 Years War continue until 2111?  Where is Joan of Arc to lead?  Where are the Visionaries?

Bertrand Russell in On Education (1926) described the need to overhaul “schooling.”  The 1917 Winnetka Plan, the 1922 Dalton Plan, and the 1907-1937 Gary Indiana work-study-play Platoon System of William Wirt provided models to illustrate that major change can be successfully achieved.  Ironically, the 1910 Russell Sage Foundation report on the status of education in the United States supported the 1911 status in England documented by Holmes.  Later J. Lloyd Trump, a great education leader, led the way toward innovation and improvement in the 1960-1980 period—including his plan for A School for Everyone. Over the past five decades, the writings of John Holt, Carl Rogers, Ivan Illich, Paul Goodman, Jonathan Kozol, George Dennison, Wayne Jennings, Dwight Allen, Eugene Howard, Roland Meighan and his books from Educational Heretics Press, and many others have called for massive reform of the schooling system.  Earlier, John Dewey and George Counts, and before that, Rousseau, Pestalozzi, Froebel, Parker and more over two centuries reflected historical educational dissent.

The 64 global dilemmas—in reality one Macroproblem—must be priorities for the global community.  One cannot live without air, water, food.  Yet the term “Education” is one of the 64 micro-dilemmas.  What must be done now to tackle this aspect of societal futures?  It is well beyond time for the Joan of Arc passion to emerge within the ranks.  Leaders need to come forward with battle plans and weapons.  ACTION is the only answer.  There is no need for more books, articles, speeches, or conferences.  How many of such avenues have been pursued just from 1950 to 2010?  ENOUGH is ENOUGH!  Visionaries must realize they are in a war.  It took six years of allied effort to free Poland from the Nazis; the inspiration of the Polish people needs to re-surface.  The battle of schooling versus learning must be resumed.

Don’s article continues with his call for action and a final section ‘What to do: Seven Steps’. The full text can be found published in the PEN Blog http://blog.personalisededucationnow.org.uk/  
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Ed Lines

I am always ready to learn, but I do not always like being taught. 

Sir Winston Churchill
Maturation – a problem for school-based education
Chris Shute

Chris tackles the issue of maturation. CPE-PEN consistently challenges any organisation based on age-stage provision. Schools’ adherence to age-stage thinking is particularly pernicious and leads to catastrophic consequences for those who do not fit the prescribed progression. 

My cleaner, an admirable lady whose sons I had helped to educate at home, once confided in me that eldest boy, Nathan, 14 years-old, had come to her with what was to him a most important piece of news: he had finished with childhood, and wanted to collect his toys together, and stow them, with love, in the loft for his own progeny to play with in due season. He was now ready, he said, for serious study.

I don’t know if any other home-educated youngster has done anything similar, but certainly I should expect every young person, in his or her own way, to perceive that their minds are changing, becoming more capable, more competent, and above all more self-possessed. Schooling has, necessarily, to see this process of individual maturation as a problem. It cannot be predicted, nor can it be organised formally when it happens. Schools are examples of what Goffman called ‘Total Institutions’, an environment in which the individual has to submerge as much of his or her individuality as suits the convenience of those who run the institution, beneath the prevailing ethos which is encouraged or authorised by them. The moment in a young person’s development when his or her mind opens to new horizons is undoubtedly important – it may even be more influential in determining how the person lives the rest of their life than anything else, and it is certainly an educational concern of the first order. 

Unfortunately, ordinary schools have to organise themselves on the general assumption that all children of a given age-band have a broadly similar developmental profile. When children display behaviours which are not thought appropriate to their age-band they tend to be called ‘immature’, as if that were a defect in their personality. It is not, of course, because every individual develops naturally at a rate different from all his or her companions. Just as boys’ voices break and girls’ breasts develop at different times, so emotional and intellectual horizons declare themselves at times which can vary by many months or even years according to the individual’s gender, rate of maturation, experience of life and particular constitution. It should be recognised by serious educators that to call a pupil ‘immature’ is a pointless and unjust reproach. No one can mature to order, because maturity depends on an almost infinite number of pressures, significant experiences and emotional staging-points. Schools find this fact difficult to respond to because there are too many variables to contend with: what Bertrand Russell called the ‘herd’ – the group-mentality of the other pupils – the teachers’ sense of what ought to be happening, their perception of the parents’ desires and expectations, and the school’s policy about behaviour. So they, the schools and their teachers, build into their global culture structures which justify the assumption that the children all develop at more or less the same rate. 

They do this in many ways which have become sanctified by custom and practice. The most fundamental influence is, of course, the curriculum. By being divided into levels and stages it presents material for study in a way which corresponds to an adult’s, indeed often an academically trained adult’s, view of progression through it. For instance, in my own subject, French, every normal course begins with verbs in the present tense. I assume this is because the conjugation of verbs in the present tense is seen as ‘easy’ to learn. Unfortunately it also restricts the language which can be used to the description of actions which can be seen anyway, and announcements about oneself of the sterile kind summed up by the words ‘name, age, address and likes and dislikes’. The really useful tenses are the perfect and imperfect, because they allow people to speak about what has happened, to account for the appearance of things and to tell imaginative stories. The commonest use of the present tense only occurs much later on, when the experienced speakers encounter the ‘narrative present’, which enables them to inject a powerful element of drama into a story by replacing the verbs normally in the perfect tense by the corresponding verb in the present tense. If I had the freedom to teach exactly as I wished I should present the tenses in that way because I should start by finding out the sorts of things that the students wanted to be able to say. On that basis I should choose the vocabulary and structures which were most likely to enable my students to say what they wanted to say, without considering the ‘difficulty’ which they might present. After all, the average child of five or six uses many ‘difficult’ structures in his or her native language(s). Children learn languages without the aid of professional, trained teachers, and without reference to the ‘difficulty’ of the concepts involved. They learn the six tones of Cantonese, and the case-endings of the Finnish noun, which I believe number as many as 36, just by being around adults who speak those languages. There is no evidence that they need the hierarchical, progressive approach to study later on. Once you have engaged the students’ interest, follow it, and you won’t go far wrong. 

Another simple way in which people decide how they are going to relate to children is by reference to their physical traits. A class of, say, mixed-sex nine-year-olds will furnish its teachers with a full set of presumptions about their likely comportment. They, the adults, will use those presumptions to form their reactions to the children’s behaviour. Such and such a behaviour – obedience say, or acquiescence – will be seen as ‘normal’, right and acceptable: other reactions, like a refusal to do exercises or tasks set for them, or a wish to follow other interests which are more attractive or engaging, will not be viewed in the same light. Although valuable educationally, these responses have to be treated as deviant because they don’t correspond to the teachers’ plans for the lesson. They may be evidence of a more advanced stage of maturation - certainly, I should not be surprised to see a student who managed to ‘get away’ with them becoming a leader, or a creator of large enterprises – but such people tend to have to steel themselves to being in the ‘awkward squad’.

That these ideas are not seen as thoroughly educational is, I submit, evidence that the true focus of public education at present is wrong. As a friend of mine, a dedicated and much-loved Primary school teacher once said to me: “I do what I am paid to do. I might agree with some of what you say but I have a mortgage to pay and superiors who tell me what to do.” Until we change the fundamental attitudes to our pupils, so that they become active, respected participants in their education schools will continue to be agents for the stultification and retardation of young minds.

Christopher Shute is Copy Editor of the journal and trustee of PEN. After 25 years secondary teaching Chris has researched and written widely on education. He was a regular contributor to Education Now News and Review and is author of Compulsory Schooling Disease, in addition to books on Alice Miller, Edmond Holmes and Bertrand Russell. His latest work is Joy Baker: trailblazer for home-based education and personalised learning. (Heretics Press for details of all these titles http://edheretics.gn.apc.org/ ).

Dispatches from our Grandfather Correspondent
Michael Foot

Michael reflects on the importance of the arts to education, life and learning. He mourns the lack of value given in schools and the loss that brings. CPE-PEN asserts that the national curriculum is a partial and fragmented programme ill-designed to meet learners’ needs. Better that a learner draws his or her learning from the natural curriculum (that which inspires them) and from the wider catalogue curriculum (of which the national curriculum is but a part).

Many others have written persuasively, at length, and in scholarly fashion about the proper place of the arts at the centre of our lives. This dispatch lacks their elegance. Rather, it is an example of ‘thinking aloud’, provoked as it has been by a particular grandfatherly experience.

James (9) and Gemma (7) first met Prokofiev’s Peter And The Wolf a year and more ago. This summer, while they were staying with us for a few days, we listened again to my CD recording. Within seconds, Gemma (ballet and tap) was out of her chair and dancing to the flute tune/bird, clarinet/cat and strings/Peter. It took James (tae kwon do) a little longer to realise the potential in the oboe/duck, bassoon/grandfather and - especially - the horns/wolf.

The next day, at their suggestion, they performed again, this time as ‘a show’, with an audience of two grandparents and their mother.

It was while I was watching the uninhibited commitment that they brought to their performance that thoughts about the centrality of the arts came to mind.

I recalled that the novelist, Ian McEwan, in an interview shortly after the collapse of the Twin Towers on 9/11, had said:

‘If the highjackers had been able to imagine themselves into the thoughts and feelings of the passengers, they would have been unable to proceed … Imagining what it is like to be someone other than yourself is at the core of our humanity. It is the essence of compassion and the beginning of morality.’

A few days later he warmed to his theme saying that novels are about 
‘showing the possibility of what it is like to be someone else. It is the basis of sympathy, empathy and compassion. Other people are as alive as you are. Cruelty is a failure of the imagination.’ 
These are indeed strong reasons which support the contention that the arts should be central in the development of all of us, younger and older alike.

And so is what I have just come across in a wonderfully inspiring and stimulating book called The Enduring Melody by Michael Mayne. Mayne writes of 

‘the experiences we may have of entering into a deeply personal relationship with a poem, a painting, a piece of music which is an undeniable part of our humanness yet impossible to describe to anyone else … Ultimately, words fail. They give way to silence. Music and silence. We can only say: “It is, we are.” ’ 
(In passing, I see that a work called Where The Word Ends was performed at this year’s Proms. ‘Where The Word Ends’ - Gunther Schuller, the composer’s, definition of music.) ‘An undeniable part of our humanness’. How much therefore do we deny when we deny ourselves and others poems and paintings and pieces of music? What disservice do we do to our children when we do not offer these things as essential and central and valued parts of their school curriculum?

Finally in developing the case for the centrality of the arts in the lives of us all, I quote the anonymous letter written to a teacher after the Second World War:

‘Dear Teacher,

I am the survivor of a concentration camp. My eyes saw what no man should witness:

Gas chambers built by learned engineers; children poisoned by educated physicians; infants killed by trained nurses; women and babies shot and burned by high school and college graduates.

So I am suspicious of education.

My request is, help your students become human.

Your efforts must never produce learned monsters, skilled psychopaths, educated Eichmanns.

Reading, writing and arithmetic are important only if they serve to make our children more human.’

There is therefore a compelling argument that the arts should be central in our children’s lives. Despite which I suspect - no, I am certain - that in most schools they are not given the important place that they deserve.

In my thinking aloud I shall point to just one recent example in support of what I suspect/know to be true.

The school of which, until it became an academy in the summer, I was a governor, had an Ofsted inspection last November. The inspection report contains seven separate references to literacy/English and six separate references to numeracy/Mathematics. 

There is, however, not a single reference to a poem, to a painting, to a piece of music; nor to poetry, to art in any of its forms, to music; nor indeed to any of the arts. Which is a powerful and a sad indictment of the basis upon which schools are judged, and similarly a powerful and sad indictment of what is most valued in our schools.

Michael Foot is a retired Primary Head Teacher and was a long-time member of Education Now and regular contributor to News and Review. He has co-authored Let Our Children Learn, Educational Heretics Press, ISBN 1-871526-49-3, and contributed a chapter to Damage Limitation: trying to reduce the harm schools do to children, Roland Meighan, Educational Heretics Press, ISBN 1-900219-27-1. He is also a school governor.

Book Review:  Weapons of Mass Instruction. A Schoolteacher’s Journey Through the Dark World of Compulsory Schooling  by John Taylor Gatto. New Society Publishers. 

ISBN 978-0-86571-631-5 

Chris Shute
Although we have reviewed this book on a prior occasion it was felt significant enough to do so once more. Chris is entirely taken by Gatto’s work and contributions to a more transformational view of education. Such was his excitement he was prompted to write the two articles that follow this review. 
This book could so radically alter a teacher’s understanding of their role that they would feel impelled to do what the author did after being named New York Teacher of the Year. He resigned, and became a campaigner against mass compulsory schooling.

John Taylor Gatto is best known as the originator of the now famous phrase ‘dumbing us down’, which served as the title of his first book. He was an effective teacher, using techniques which would probably be called ‘interdisciplinary enquiry’, but he came to the conclusion, after thinking about what was happening throughout the American public school system, that far from being a liberal, humane and progressive contribution to enlightened civilisation, schooling was a cynical conspiracy by means of which an authoritarian government kept the majority of citizens amenable to social discipline and convinced that they could only achieve what passed for success by fitting their lives into established patterns of behaviour.   

He begins by suggesting that great discoveries and improvements in our way of life do not generally come from school-directed, supervised study, but rather from individuals following their unique inspiration, and relying on their own understanding, making their own mistakes and working to their own timetable. He realised that in earlier times, before the advent of compulsory schooling, childhood was a much shorter phase in a person’s life than it is nowadays. A young person who showed that that he or she was able to do something effectively was generally allowed to do it. David Farragut, who went on to become an admiral, commanded a prize-crew when he was 12 years old, and managed to sail the ship back to a home port. His captain did not choose him because he was a boy genius, a prodigy, but simply for the reason that he was a competent midshipman, and could do the job. To Farragut life was the school and experience the examination system. Edison, who invented the electric light bulb and the phonograph, in addition to more than a thousand assorted other patents, dropped out of elementary school at an early age. By the age of 15 he already had a revenue stream substantially larger than that of a skilled artisan. Both of them were examples of untutored success which Gatto insists could become a normal pattern if we could only dethrone the idea that all children need to be made to go to school.

For more than a hundred years teachers have been struggling to establish that they constitute a ‘profession’. I believe it was George Bernard Shaw who described the professions as ‘a conspiracy against the laity’. Certainly Gatto agrees with him. He asserts in this book that ‘teaching is not a profession, it is a function’. In other words, anyone who has knowledge can validly pass it on to anyone else who wants it. I know a man who taught his home-schooled son all about electronic security measures, which happened to be his trade, by allowing him to go with him from job to job, watching, then helping, then doing more and more complex procedures as he became competent. By the age of 17 the young man was able to supervise other workers, and because he had never been obliged to live in the frenetic, competitive, social atmosphere of a school he managed to avoid offending his colleagues by his precocious competence. In fact, at the end of the contract they clubbed together and bought him a present. The young man’s father was not ‘qualified’. He would never have been employed by a College to teach his ‘subjects’ – installing security gates, burglar alarms and CCTVs – but he was fully able to pass on his knowledge. 

This book is an urgent plea for what Gatto calls ‘open-source learning’, that is, learning from any source, measured and monitored by an almost infinitely varied  number of individuals, organisations, companies, and specialisations. He does not want, any more than I do, to abolish schools, only to remove their right to monopolise their students’ attendance. Some young people would certainly choose the entire deal of primary and secondary schooling, and for them it would be positive and valid. For the rest, however, the dissidents, the ones whose minds follow different paths to knowledge, the drop-outs for whom there is currently no alternative provision, there is nothing but shameful neglect and oppressive treatment.

Gatto is unusual in evoking a sort of ante-bellum Golden Age in America in which the pioneers who pushed West took with them an enormous fund of informally transmitted culture which they passed on to their children. He insists that levels of literacy went down after compulsory schooling was introduced, and that before children were compelled to do their learning, only in schools literature of a high standard was read and understood by many children before they reached their teens. Certainly, authors who wrote for children did not use the restricted vocabulary and simplified syntax familiar to those who learned to read using Janet and John or the inane Coloured Pirate books. Tom Brown’s Schooldays and Eric, or Little by Little were certainly intended to be read by children, but they make no concessions to inexperience in reading. Indeed, at one point in the former book one of the characters is seen reading a passage of Greek which moves him to tears. The author does not translate the passage, assuming, I suppose, that it would be familiar to the average young reader in the original language. We should also remember that Dickens, whose works are undoubtedly ‘difficult’ by modern standards of popular literature, was writing for the masses, not for a few sophisticates. It is certain that there were levels of English and American society in former times where illiteracy was common, but it was not because there were no schools that children could go to, but rather because the backbreaking demands of survival in an agricultural or industrial economy left no room or time for anything other than physical work, food, procreation and sleep.

A major theme to which Gatto devotes a large part of the book is the iniquity of tests and examinations. He has extremely scathing things to say about the whole concept of teaching-and-testing. ‘Mass testing institutionalises dishonesty; it belongs to predatory cultures, not dynamic republics…Take the problem of poor reading, a self-correcting deficiency when the game-board can be set up differently. Once mis-identified by test scores, however, the creation of a bureaucracy to “solve” the non-problem can seem a rational thing to do.’ Gatto concurs with John Holt’s dictum that the average person needs about 30 hours contact time to learn to read the alphabetic, semi-phonetic language that English is. ‘The only way you can stop a child from learning to read and liking it – in the densely verbal culture which surrounds us all with printed language anywhere we turn – is to teach it the way we teach it.’ Gatto’s reaction to the iron hand of almost universal testing is what he calls the ‘Bartleby Project’. Bartleby is a character in a story by Herman Melville who suddenly decides to exercise free will. When he wishes to do what he is ordered to do he does it with goodwill: when he decides not to obey he says, courteously, ’I would prefer not to do that’. Gatto simply suggests that everyone who does not wish to take a test writes across his or her paper, ‘I would prefer not to take your test.’ This Bartleby response is straightforward, honest, not violent or offensive, but it could, if widely used, sweep away the sludge of SATs, GCSE, A Levels and 11+ tests which currently bedevil and corrupt what passes for education in the West. I suspect it would need some sympathetic collaboration for some school authorities, but I believe some Head Teachers have already boycotted some SATs, so the potential is there.

This book is rich in inspired apercus and radical thinking from an educator who demonstrated a formidable ability to do what all teachers think they are trying to do. This fact by itself justifies his taking the stand which he has taken, for if he had merely been a failed teacher who wished to blame his lack of success on the ‘system’ we would tend to be sceptical in our approach to his writing. But Gatto is a gifted educator, and he sees his work with the young through a rigorously realistic vision which trains itself upon the most sensitive and dangerous area of human experience: what really happens in children’s minds when we try to ‘educate’ them.

Ed Lines

If you are planning for a year, sow rice; if you are planning for a decade, plant trees; if you are planning for a lifetime, educate people. 

Chinese proverb

The Culture of Assessment and its Alternatives
Chris Shute

Chris has a look at the exam system madness and its contradictions. CPE-PEN argue there are a whole range of assessment alternatives of which exams are just one (often poor) option. There is no argument with the need for accreditation, verification of skills and understanding.  Everyone needs to be assured that the surgeon, aircraft pilot or whoever has the requisite skills to do the job. However, like learning itself assessment should be invited, when the learner is ready, and can be drawn from a range of more appropriate evaluation and review strategies. 

Whilst reviewing John Taylor Gatto’s book, Weapons of Mass Instruction, I was struck by his vehemence against all kinds of tests and exams. They encourage dishonesty, he asserted, they are anti-educational and embitter the whole process of learning, which should be joyful, and conducted with freedom and enthusiasm. Having submitted to the rigours of public examinations several times in a long life, with varying success, I must admit to having at times accepted the good sense of the argument that since I wouldn’t accept being operated on by a surgeon who had never passed an exam in surgery, or flown by a pilot who had never had his ability to fly formally tested, I must accept that children who are going to become adults in a world in which entrance to the majority of serious, well-paid jobs and professions is sanctioned by exams and tests, must go through similar experiences when they are young. However, I have looked again at the whole question of assessment, and I have come to some radical conclusions with which Mr. Gatto would probably agree.

Our culture places a great deal of emphasis on convenient analogies: children ‘have to learn’ that when they are grown up they won’t be able to do everything they want to do, so we need to impose a lot of irksome restrictions on them when they are young; they will be required to arrive at work on time, so we make a fetish of punctuality; they may have to wear special clothes, so we impose school uniform on them. The only point at which we part company with that mode of thinking is when we call the tasks we force upon our schoolchildren ‘work’, but refuse to pay them for doing them…

.

We have developed a culture which has no place in it for individual children, with private mentalities, potentialities, points of view and capabilities. We have no time for children who develop slowly, who refuse to construct their minds according to patterns which we value and appreciate, and particularly who reject our narrow cultural obsessions in fields such as speech, music, clothing, manners or religion. Without necessarily intending consciously to do so, I would claim that one of the fundamental purposes of those who defend testing and examinations is to prescribe the boundaries of learning, to prevent young minds from deviating from the norms established by those who assume that they have to define what is ‘good’ knowledge and what is not. Every exam and test we set in our schools is an attempt to answer the question: ‘Is this candidate learning the things we want him or her to learn? Is he or she fitting into the pattern of thought and even prejudice which we have established for them as an obligatory corpus of learning?’ I have come to question whether that is a worthwhile goal for any educator. 

I imagine that the originators of the exam system would say that they were trying to achieve two partly contrary aims: to enable the student to measure success in his or her studies, and to maintain a benchmark level of attainment in the subject of the exam. Both of these aims can be justified in terms of public policy, but I should find it hard to make a case for the value of exams and tests in the education of individual people. The outcome of a sensitively conducted education might be vivid, rich and engaging, but it is far less likely to be predictable, based exclusively on a curriculum established by exterior Authorities. People who have been educated otherwise than in school often reveal themselves to be dynamic, capable of thinking outside the box created by convention. I knew a young man, home-educated, whom I worked with for some years. I taught him the basics of computing including elementary programming, about which I was pretty vague myself, and, at his request, we used his Star Trek figurines to make little films, using a video camera, which he scripted with my help. We swanned about the galaxy solving problems like how to show weightlessness and ray-guns, and when a film was finished we had a premiere, with speeches and dressing formally. The point of the story is not that the finished product was particularly good – it wouldn’t have won any prizes or passed any exams – but rather that the young man in question went on to create a successful computer business and also learned to be a videographer and recorded weddings to a high standard, to which I can testify because he showed me his work. He began as a child, playing with ideas, and because no one told him his work wasn’t ‘good’ enough, or of a high enough standard, he felt free to reactivate his childhood enthusiasms when his intellectual development had caught up with his imagination. The truth is we require far too much sophistication of our young people at precisely the age at which they need to be free to chase dreams and live in a world of imagination. The intellectual mechanisms which govern the development of young minds are demonstrably out of harmony with our system of teaching and assessment. What is worse, we have allowed to develop an idea that certain exams, taken at the end of the years of schooling, are an infallible indicator of a young person’s potential. To ‘fail’ them is seen as the end of all aspiration. The result, particularly of GCSE and A level exams, is often treated as the glue which sticks a person irremovably to the social ladder.

My experience with home-educated children leads me in a very different direction. Under my tutelage, and that of their parents I have seen young people take their own lives in hand, get through the traumas of adolescence, and prepare themselves for whichever exams they happen to need for their chosen career. They had no particular problems with exams because they had chosen to take them, and saw them as means to an end, rather than as an end in themselves. Furthermore, if they happened to ‘fail’ any of them they shrugged their shoulders, did a bit more study, and took the exam again. It wasn’t the end of the world, just a blip on life’s radar.

Having been moderately scathing about exams, I should perhaps propose a few alternatives. Clearly we need some indication of a young person’s potential ability to do certain things as an adult. However, I would suggest that the present format of most examinations reflects almost none of the ordinary requirements of a modern job or profession. The tasks the candidates have to perform are unknown before the exam. This favours the candidate whose knowledge of the subject is compendious. Young polymaths do exist, of course, but the purpose of exams should be, I contend, not to reveal the exceptional people, but rather to establish the ability of each student. Therefore, the examiner ought to give the candidate a clear idea of the precise task he or she will be required to perform. He should abandon the campaign to keep the exam secret, the feverish concern to prevent the candidates ‘cheating’, that is, finding out what questions or tasks he will set for the candidates so that they could prepare a good response. That might well be a valid aim for examiners who need to find out whether a person could be trusted to fly an aeroplane or carry out an operation: on the other hand, an adolescent needs to have an opportunity to display the full range of his or her ability, without pressure or mystification. One way to achieve that good end might be to allow the candidates to perform the same task several times, commenting on the result each time, and allowing them to try again and again to attain competence. The candidates would see themselves improving, and become intimately aware of the details and subtleties of the project. They could watch themselves improving, coming closer to success, and this would encourage them. There would be no decline in ‘standards’ because the candidates would still have to perform at a recognised level, but they would have as many attempts as they needed to reach that level. 

Another possible assessment of candidates’ ability might be arrived at by allowing them to draw up a dossier or portfolio of their work. The tutor could give his or her most candid assessment of each element of the work, then the student could decide whether to include it in the final collection. This method is already used in some exams, where the work to be assessed cannot be done in the space of three or four hours – art, for instance – but where pressure of time can be imposed it is presently seen as somehow virtuous to impose it. 

There is much more to be said about exams and the harm they do than I have space for, but at least we can start a debate. Such a debate is long overdue in an educational climate where there is increasing competition for university places coupled with a widening variety of courses and learning methods.

The Brazilian Solution
Chris Shute

Chris recalls his own experience in staffroom discussions about pupil lateness. Part tongue-in-cheek, his Brazilian solution flags up the oppressive and arbitrary application of authority in schools. He maintains that violence of any kind and authoritarianism in schools merely perpetuate the cycle generation after generation. CPE-PEN would argue that these schooling strategies are part of the coercive control model and not something that is required in any learning system based on self-directed learning and true personalisation.

The Staff meeting was wandering towards its inevitable conclusion. Having seen the agenda, and reflecting on similar meetings which I had attended in the past, I had already made a fairly accurate stab at writing the Minutes. The subjects for discussion were mainly the traditional preoccupations of Secondary School teachers, namely dissidence and how to respond to it. The main cause for concern was the late arrival of many 4th and 5th year pupils – what are now called Year 10 and year 11 students. The other teachers said nothing about the huge tranche of their charges who avoided any contact with the School by the simple expedient of going somewhere else during the day, or staying at home watching television, but concentrated their bile on those who came, but arrived late. The predictable methods were given their usual airing: detention was favoured by some, others preferred writing to the parents, while yet another group favoured extra work. I was becoming bored with the whole proceeding, so I seized the conch and made my contribution to the debate.

‘You could try the Brazilian Solution,’ I said. ’Take every tenth latecomer behind the building and blow his head off with a small-calibre pistol.’ The response to such enlightened thinking was predictably sour. ’You’re being silly,’ said one old-timer. ’No sillier than you,’ I retorted. ’Every one of these young people is capable of producing children. Even the youngest is less than three years from having the vote and being a fully-fledged citizen. We should be asking them why they don’t think it is important to arrive on time and working on changing their attitudes. Anyway, a fair-sized minority of them don’t come at all and nothing happens to them.’ 

Naturally, my impassioned rhetoric got no further than a call for ‘Next  Business’, but I have never forgotten the incident because it revealed a simple fact: in our culture there is an almost universal conviction that children and young people cannot – ever – be treated like fellow-members of the human race. We accept that adults can be negotiated with, but our culturally conditioned attitude towards children and young people includes the presumption that if you ask them to discuss their conduct with you, and contribute to redefining the rules which govern life in the community, you are, in the words of the old folk-song:

‘Pulling down the pillars of the World, George Fox’

Why is this? My reading of books by Dr Alice Miller leads me strongly to suspect that there is more than a grain of truth in her thesis that violent, authoritarian attitudes in adults stem from indignation about the way they were treated themselves as children. Lacking any safe way of expressing their feelings about their treatment by their parents, they suppress their painful emotions and eventually forget they ever had them. Meanwhile, in the fastnesses of their unconscious mind, the storm of childhood rage transforms itself into a violent impulse which the person involved cannot account for consciously but may attribute to the nearest, most acute source of irritation, which, in its turn, may well be their children. 

I want to suggest that if this is even partly true our western civilisation has been corrupted for centuries by the influence of our child-rearing practices. Dr Miller studied the life of Adolf Hitler, and that of his grim, authoritarian father, Alois, and came to the conclusion that Hitler’s genocidal rage, seconded and supported by a generation of people brought up by other similarly violent parents was the direct, attributable cause of a cataclysm from which the world is still recovering. Obviously, I should be guilty of unwarranted generalisation if I attempted to attribute all the horrors of history to a single source: abusive parenting. However, try as I might, I cannot dislodge from my mind the fact that everybody begins life as a helpless child, and the strongest impressions that imprint themselves on the mind tend to be the first ones, the ones that come without interpretation or bias born of experience and later prejudice. For that reason I feel entitled at least to examine the idea that early negative experiences form the attitudes which shape adult life. 

We know that people who suffer abuse in childhood often become abusers themselves. Because the feelings which go with direct sexual stimulation are especially powerful we find it easy to understand why this happens, though strangely enough we also tend to add the proviso that the abusers should have been able to control themselves. Is there any reason why the same idea, without the comforting attribution of responsibility to the victim, should not apply to other forms of abuse which are harder to recognise because as a society we have come to sanctify them under such rubrics as ‘discipline’ or ‘maintaining order’? Is it not possible that millions of our children, whose common experience includes early years during which they have little control over what happens to them, react to that restriction by constructing an adult picture of moral reality in which they are supposed to be hard, uncompromising, dirigiste, particularly towards people whom they perceive to be weak or socially or racially inferior, like women,

children or immigrants?                                                                                                                                                                                                               

If this is even partly true, we are certainly actively involved in poisoning our social life under the colour of improving it by ‘teaching’ our young to submit to any authority, however oppressive and arbitrary it may be. 

Educational Beachcomber
Flotsam and Jetsam
Down with Miniskirts

At Kinross High in Perthshire, some parents received a stinging note telling them: ’the length of your daughter’s skirt is such that she spends a great deal of her time pulling it down. It detracts her attention from the learning process.’ … Tesco’s miniskirt is just 29.5cm long – nearly 10cm shorter than skirts sold at Asda or Sainsbury’s.  (Siobhan) Freegard said the skirt ’looked like it should be sold in a sex shop’ and warned that the trend was reaching primary schools. Tacy McVeigh in The Observer 19.09.10

Down with School Libraries

The future of school libraries has been called into serious doubt after the country’s largest local authority axed its service for tens of thousands of pupils. Kent County Council has told its schools they will have to borrow books from their local libraries instead, after expressing concerns that the service was failing to pay for itself. Helen Ward in The Times Educational Supplement 3.09.10
Down with Universities

… 20 years into this historic expansion of the higher education system, the evidence is that a big proportion of those freshly minted degrees have not repaid either the hopes or the tuition fees and student loans invested in them.  Quite the opposite: one in three graduates are now in jobs that before the 90s would not have required a degree at all. Aditya Chakrabortty in The Guardian, 24.8.10
(The best university choice is the Open University which is usually missing from those dreadful league tables.  It is the most learner-friendly, does not have the absurd ‘A’ levels barrier to access, has the best teaching and learning systems, costs a lot less in fees, lets you live at home and earn or get work experience as you study. Why go for obsolete when you can go for modern? Ed Beachcomber)

Down with the Coalition

Schools policy has emerged as a potential weakness for the coalition, according to a Guardian/ICM poll.  On the morning that ‘A’ levels results push the education debate centre stage, the survey reveals that 42% of voters think the government is doing a bad job in reforming the schools system against 23% who believe it is doing a good job. Tom Clark in The Guardian 19.8.10
PERSONALISED EDUCATION NOW

The vision of Personalised Education Now built upon 

a funded Personalised Educational Landscape.

* A focus on the uniqueness of individuals, of their learning experiences and of their many and varied learning styles.

* Support of education in human scale settings, including home-based education, community learning centres, small schools, mini-schools, and schools-within-schools, flexischooling and flexi-colleges, networks of groups or individuals, both physical and virtual.

* Recognition that learners themselves have the ability to make both rational and intuitive choices about their education.

* The integration of learning, life and community.
* Advocacy of co-operative and democratic organisation of places of learning.

* Belief in the need to share national resources fairly, so that everyone has a real choice in education. 

* Acceptance of Einstein's view that imagination is more important than knowledge in our modern and constantly changing world.

* A belief in subsidiarity… learning, acting and taking responsibility to the level of which you are capable.

* Adoption of the Universal Declaration of Human Rights, UN Convention on the Rights of the Child, European Convention for the Protection of Human Rights and Fundamental Freedoms.
PERSONALISED EDUCATION NOW

Maintains that people learn best: 

* when they are self-motivated and are equipped with learning to learn tools.

* when they feel comfortable in their surroundings, free from coercion and fear.

* when educators and learners, value, trust, respect and listen to each other.

*  when they can invite support / challenge and co-create their learning pathways from those educators and others they trust.

* when education is seen as an active life-long process.

What is meant by ‘Personalised Education’?

Personalised education as promoted by Personalised Education Now is derived from the philosophy of autonomous education. This centres on learner-managed learning, invitational learning institutions, the catalogue/natural versions of curriculum, invited rather than uninvited teaching, and assessment at the learner’s request.  Its slogan is, ‘I did it my way – though often in co-operation with others’ and it operates within a general democratically-based learning landscape that has the slogan, ‘alternatives for everybody, all the time’.

Within the context of the UK ‘schooled society’ there are already some key institutions that work to the autonomous philosophy within a democratic value system. A prime example is the public library. Others are nursery centres, some schools and colleges, museums, community arts projects, and home-based education networks. They work to the principle of, ‘anybody, any age; any time, any place; any pathway, any pace’. 
Such institutions are learner-friendly, non-ageist, convivial not coercive, and capable of operating as community learning centres which can provide courses, classes, workshops and experiences as requested by local learners. These are part of a rich and successful, but undervalued personalised learning heritage, from which we draw strength, and which we celebrate. 

Personalised Education is legitimated by the latest understanding about the brain, and how we develop as learners and human beings throughout our lives. It operates within a framework of principles and values resulting in learners whose outcomes are expressed in their character, personality, in the quality of life they lead, in the development and sustainability of our communities and planet, and in peaceful coexistence and conflict resolution. Learner success is therefore measured in terms of good physical and mental health, in peaceful existence, freedom from crime, usefulness of their contributions and work, and levels of active 

citizenship. In reality, these are more significant than the limitations and delusions of over-emphasis on assessment scores and paper accreditations.
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Recycle Schools Now into invitational, all-age community learning centres operating year round.

Personalised Education Now seeks to promote educational ‘alternatives for everybody, all of the time’ through a diverse, funded Personalised Educational Landscape. This would meet the learning needs, lifestyles and life choices made by individuals, families and communities. State funding would be secured through vouchers or personal learning accounts.  We encourage education based on learner-managed learning, using a flexible catalogue curriculum, located in a variety of settings, and operating within a framework of democratic values and practices. An educator becomes, pre-dominantly, ‘the guide on the side’ rather than ’the sage on the stage’.
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The Centre for Personalised Education Trust (CPE)

Personalised Education Now (PEN) is the trading name for The Centre for Personalised Education Trust (CPE), a charitable company, limited by guarantee (Charity number: 1057442). It emerged from Education Now in 1996 as The Centre for Personalised Education Trust (CPE). In 2004, after 17 years’ pioneering work, Education Now transferred its resources and membership to PEN.
What can you do?

This is a message for everyone. Enter a dialogue with as many people as you can. Share the journal (hard and digital copies) with others. Engage them in the issues and encourage membership of PEN. 

There are kindred spirits in all sorts of surprising places and of course there are those who just need a little more convincing. Often people partly understand but cannot conceptualise solutions or how we move forward. The arguments are not about blame as we need to engage the present system, not alienate it. One of our roles is to explain and show how current learning systems are and how things could be different. Within a developing personalised educational landscape solutions will evolve according to localised possibilities, including ways of learning that we have not yet imagined. It’s all too easy to take the moral high ground and believe we have all the answers because patently the enterprise is challenging and far from easy. But even as it stands we can share the rich history and current practice of learning in all sorts of settings. These signpost a better, brighter learning future. 

Publicise and forward our web and blog links, circulate our PEN leaflet (from the general office). Bring the strength of PEN to succour those currently engaged in personalised education, and provide vision to those who are not.

To find out more, visit our websites:  

Main site: http://www.personalisededucationnow.org.uk 

 Blog:  http://blog.personalisededucationnow.org.uk/  

Educational Heretics Press: http://edheretics.gn.apc.org/
Roland Meighan: http://www.rolandmeighan.co.uk/   

Contact Personalised Education Now

Enquiries should be made via Janet Meighan, Secretary, at the address in the next column or on Tel: 0115 925 7261

Personalised Education Now Trustees

Peter Humphreys – Chair

Janet Meighan – Secretary

Roland Meighan - Treasurer

Christopher Shute

Phillip Toogood

Hazel Clawley

Alan Clawley

Journal Publication Team

Peter Humphreys – Managing Editor

Email: personalisededucationnow@blueyonder.co.uk
Christopher Shute – Copy Editor

Hazel Clawley – Copy Editing / Proofing

Roland and Janet Meighan 

Contact via the General Office (see next column)

Copy Contributions 

Journal:

Contributions for consideration for publication in the Journal are welcomed. Authors should contact any of the Journal Publication Team to discuss before submission. 

PEN operates an ‘Open Source’ policy:  PEN resources and copy can be reproduced and circulated but we do request notification and acknowledgement.

Blog – Ezine:

Contributions via http://www.personalisededucationnow.org.uk/ContactUsSubPage.php 

personalisededucationnow@blueyonder.co.uk 

Newsletter: 

Contributions for the Newsletter are also welcomed. Contact Janet Meighan.

Membership of Personalised Education Now
Personalised Education Now welcomes members, both individuals and groups, who support and promote its vision. Its membership includes educators in learning centres, home educating settings, schools, colleges and universities. Members include interested individuals and families, teachers, head teachers, advisers, inspectors and academics. PEN has extensive national and international links. Above all the issues of personalised education and learning are issues with relevance to every man, woman and child because they lie at the heart of what kind of society we wish to live in.
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July / August 2011

Journals

Issue 14 – Spring / Summer 2011

Learning Exchanges / Conferences
Further information - blog / newsletters. 

Join Personalised Education Now

Membership Includes:

Minimum of 2 PEN Journals a year and specials

 2 PEN Newsletters a year

Learning Exchanges (free)

Discounted publications from Educational Heretics Press

 Access to and support of a diverse network of learners and educators.

Your membership supports:

 Ongoing research and publications

 development of the PEN website, blog, learning exchanges and conferences and other resources
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Yes, I would like to join Personalised Education Now

Subscription:

£25 (£12 unwaged)

Send cheque made payable to the Centre for Personalised Education together with the details below:

Name individual / Group / Organisation:

Address:

Postcode

Tel:

Email:

The Centre for Personalised Education Trust

Personalised Education Now 

General Office
Janet Meighan, Secretary

113 Arundel Drive

Bramcote, Nottingham

Nottinghamshire, NG9 3FQ

Contact Janet for details of payment by Standing Order and of Gift Aid contributions.
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