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PREAMBLE: A note on evidence and conclusions

This Report represents a Review of current pedagogic research and practice
in post-compulsory education and lifelong learning. The approach taken for
the Review (discussed in more detail in Section 1.3 of the Report) is based on
the ‘triangulation’ of data from various sources. The sources include: books
and Journals, web-based material, conference abstracts and reports; ‘grey’
material (i.e. non-published sources); interviews with practitioners and
experts. A full list of the materials used, and experts consulted, is provided in
an Annex to this Report.

Triangulation essentially means synthesising evidence of different types and
from different sources, in order to arrive at conclusions. This ‘synthetic’
approach does not claim to be ‘scientific’, in the sense that the Review has
not carried out systematic checks on the internal consistency, reliability and
reproduceability of the data used. Indeed, one of the key conclusions of the
Review is that more systematic reviews of the evidence available, including
‘meta-analysis’ of existing research results, needs to be prioritised in future
phases of the Teaching and Learning Research Programme.

Furthermore, this conclusion itself reflects a more pervasive set of realities
underlying pedagogic research and practice. The key realities are: firstly,
there is little established ‘evidence base culture’ in teaching and learning.
Secondly, pedagogic understandings are shaped by different — and
sometimes conflicting — patrimonies across each sector. Thirdly, however,
there has been a significant — and complex — degree of ‘inter-breeding’
between the sectors of post-compulsory education, and it is often difficult to
attribute a particular set of pedagogic ‘outcomes’ to particular sources of
evidence. Fourthly, practices are either grounded in the day to day minutae of
‘chalkface’ learning delivery (and hence ungrounded in theory) or, conversely,
are tied to a particular ‘grand learning theory’ and are unsubstantiated in
practice.

Given this background and context, we have deliberately resisted linking the
conclusions drawn by the Review (as set out in Section 5) to particular
evidential sources, except where it was considered helpful to ‘signpost’
conclusions and observations to specific authors. Rather, these conclusions
can be though of as ‘composites’ or ‘alignments’ of different constructions of
‘pedagogic reality’ associated with different stakeholder perspectives. They
remain, therefore, the responsibility of the authors of this Report.



GLOSSARY OF TERMS
Action learning

Action learning involves a group of people working together for a certain
period of time, focused on the work-based issues brought by each individual
to the group. Typically, the process takes the form of a reflective conversation
in which the practitioner, with the support of colleagues, draws on his or her
experiences to understand the situation, attempt to frame the problem,
suggest action, and then re-interpret the situation in light of the consequences
of action. Action learning can however be implemented on a greater scale
within the organisation, involving groups sponsored by the organisation with
group advisers as well as groups initiated by employees.

Andragogy

Defined as the art and science of the facilitation of adult learning,
distinguished from child-oriented “pedagogy” in terms of learner self-direction,
application of knowledge and experience, learning readiness, orientation to
the present, and problem-centredness

Behaviourism

School of psychology that studies only measurable behaviours, originating
from the work of Pavlov and perhaps best represented by Watson, Hull and
Skinner. Associated with laboratory learning in animals. In pedagogy, tends to
influence theories and practices dealing with ‘rote’ learning.

Cognitive social learning

Not to be confused with cognitive theory (see below). Most heavily influenced
by Bandura (1986), who proposed a continuous, reciprocal, dynamic
interactive model that accounts for both the learner and the environment in
which he or she operates. Its three elements are: the attributes, values and
attitudes of individuals; their behaviour; and environmental or situational
factors. The first element includes what Bandura calls self-efficacy which
relates to an ability to execute a task or successfully perform a role.

Cognitive theory

Theory and practices that are linked to problem solving, with its interest in the
way in which learners make effective use of the resources in their
environment not only to solve problems but also to pose problems. Examples
include heuristics like those observed by Scribner (1984) among a number of
occupational groups including bartenders, photocopy repairers and process
operators, and by Carrerah et al (1985) among street kids.



Communicative Action

Theory grounded in the influence of the Frankfurt School, and Adorno’s
contention that technological logic represents the rationale of domination.
Developed in the writings of Habermas (1992). Habermas distinguishes two
types of rationality: cognitive-instrumental rationality, which is directed at the
successful realisation of privately defined goals, and communicative
rationality, which is aimed at reaching understanding in social action.
Habermas further analyses the conditions of communicative rationality
through an examination of speech-acts.

Communities of practice

Term developed by Lave and Wenger. Essentially maintains that Learning is
about participation in communities of practice; becoming engaged in socially
organised activities and so about membership and construction of diverse
social bonds with other participants. Acquiring competencies and skills is
almost secondary with respect to these processes of constructing new social
identities and ways of thinking.

Conscientisation

Approach developed by the radical pedagogue Paulo Freire, rooted in
community-based education and notions of ‘listening to the community’. Part
of a set of kinds of knowledge, pedagogy and educational relationships
encouraged by emancipatory learning - those which are formed in solidarity
with the interests of the least powerful in society. The reason for collaboration
is to work with the least powerful to gain more autonomy and independence,
more control over their own lives, and to bring about change in the interests of
greater equality and social justice.

Constructive alignment

An approach towards identifying good practice in teaching and learning
developed by (Biggs, 1999). What is important for quality student learning is
achieving a balanced system in which the components of student factors,
teaching context, learning process and product or outcomes support one
another.

Constructivism

Theory and set of practices around learning based originally on the work of
John Dewey. The term refers to the idea that learners construct knowledge for
themselves — each learner individually (and socially) constructs meaning — as
he or she learns. Constructing meaning is learning; there is no other kind.

Critical theory

Draws on the ideas of the Frankfurt School, and the work of Adorno and
Marcuse. Uses the concepts of Habermas (see ‘communicative action’ above)



on the social mediation of speech and learning. Foley (1998) has made use of
critical theory in seeking to understand the dynamics of informal learning
processes whereby people in different sites develop critical consciousness,
i.e. an understanding of themselves as social actors in struggles for autonomy
and liberation. Personal experience is thus the necessary point of departure,
but for critical consciousness to emerge people must gain theoretical distance
from their subjective experience.

Dialogic reflexivity

Concept developed by Giddens (1994). He argues that the proliferation of
social movements and self-help groups in recent years is directly related to
the growth of the information society, and reflects a heightened self-reflexivity.
Such movements have played a major role in retrieving power from ‘experts’
and in the lay retrieval of expertise, and are instrumental in the growth of
informal learning.

Didactic learning

Generic term to denote learning that follows the ‘traditional’ model of a
teacher-student relationship, where the teacher is the ‘expert communicator’
of knowledge and the student the recipient.

Distal forces

Distal forces can be defined as the diachronic and synchronic factors that
shape teaching and learning practices at the macro-level — i.e the external
socio-cultural environment encompassing key structural dimensions like
demographics and socio-economic stratification systems, together with
historical processes that define the cultural and social discourses and social
relations affecting learning in a particular period. Usually used to mean the
opposite of ‘proximal forces’ (see below).

Dividing Practices

Term used by Foucault to denote how, throughout history, societies have
used ‘technologies’ to exert power and control over populations, essentially by
taking control over an individual’s physical, social and mental life. One of the
ways in which this power and domination is exerted is through pedagogy. The
school is therefore an example of a ‘dividing practice’.

Ethnomethodology
Term coined by Garfinkel to denote the study of everyday human practices,

concentrating on how individuals make sense of the world and construct their
own ‘social reality’.



Experiential learning

Based on Kolb’s (1984) experiential learning cycle which underscores the
importance of some kind of dialectical interaction between action and
reflection and has been widely used in studies of informal learning. A more
refined version, dealing with some of the more simplistic elements of Kolb’s
model, is found in the work of Boud, Cohen and Walker (1993) whose interest
similarly is in experience as the foundation of, and the stimulus for, learning.

Framework Programme

Research and Development Programmes implemented by the European
Commission, typically on a four-year cycle. Includes significant amount of
expenditure on learning and learning technologies.

Gestalt theory

German school of psychology that argued essentially that the nature of the
parts is determined by and is secondary to the whole thing. Emphasises the
importance of ‘top down’ rather than ‘bottom up’ research.

Instructionism

Commonly used in pedagogy to denote the ‘opposite’ of constructivism — i.e.
teaching and learning that is based primarily on a teacher-student
relationships (see ‘didactic’).

Learning patrimony

The cultural and historical forces that shape philosophy, policy, theory and
practices around learning in a particular space and time. At the macro level,
an example is the school curriculum in a particular country.

Legitimate peripheral participation

Term used by Lave and Wenger that transfers notions of ‘learning by doing’
and apprenticeship into a general theoretical perspective or what they call a
new ‘analytical viewpoint on learning’ which they term legitimate peripheral
participation. This generative social practice is the process by which a
beginner, novice or ‘newcomer’ becomes an expert or ‘old-timer’

Meta-analysis
Research technique based on a ‘review of reviews’ i.e. systematically

analysing and synthesising the results of a number of studies on the same
theme in order to arrive at a judgement of ‘what works’.



Pedagogy

In Greek, literally means ‘slave who takes master’s son to school’. Currently,
is generally taken to be synonymous with ‘instruction’, covering ‘teaching
methods’ and ‘teaching styles’. In this Review, however, the definition of
pedagogy is extended to cover learning that takes place outside formal
‘teaching situations’, for example in informal learning.

Performativity

Term used to denote ‘post-modern’ approaches to education, primarily in the
Higher education sector, that focus on assessment and outcomes, and the
relationship between teaching and skills needs in the modern economic world.

Phenomenology

A method of enquiry developed by Husserl, which takes philosophy to begin
from an exact introspection of one’s intellectual processes. In pedagogy, it
refers to a set of ideas, drawing on Heidegger's concept of ‘being in the
world’, and the use of ‘tools’ in learning. Tools possess an objective relation,
and the perception of tools as well as their actual use enable the mind to
progress to new knowledge.

Proximal forces

Typically used in teaching and learning to denote the organisational and
immediate factors that shape, and influence the outcome of learning, such as
the classroom setting; the gender mix of learners — as opposed to macro-
level ‘distal forces’.

Scaffolding

Term derived from Vygostky’s theories on learning. Based on the idea that
individual learner's have a ‘zone of proximal development — a bounded
margin in which what they can learn in a particular timeframe, is limited.
Scaffolding refers to the supports the teacher provides to help the learners
carry out a task. It may for instance require a teacher to carry out parts of the
overall task that the learner cannot yet manage. It involves a kind of
cooperative problem-solving effort by teacher and learner in which the
express intention is for the learner to assume as much of the task on his or
her own, as soon as possible

Situated learning

Situated learning theories are based upon the notion that the context in which
learning takes place is an integral part of what is learned. Situations may be
said to co-produce knowledge through activity (Brown, Collins and Duguid,
1989). Moreover, a situational learning perspective holds that most thinking
and learning is a communal or collaborative activity. The process of
knowledge and skill acquisition therefore is not one whereby individuals make



their knowledge their own independently of other contextual influences, but
one in which they can make it their own in a community of others who
recognise and share a sense of belonging and knowing within a context
(Bruner 1986).

Social capital

Concept used in adult, community and informal learning to explore the ‘wider
benefits’ of such learning in terms of things like community identity and
citizenship. According to Field (2000) community based and informal learning
can both stem from and help to create the kind of social capital that is needed
to enable the most excluded groups and communities to break through the
profound external obstacles and internal constraints that are inhibiting
regeneration and renewal.

Transformative learning

Concept that links learning to individual and social empowerment. Mezirow
(1996) comments that the social context is of great importance in determining
whether transformative learning will result in collective social action. This is
much more likely to occur, he believes, when such learning occurs within the
context of a social movement that involves serving a larger cause; when many
role models, group support and opportunities for collaborative discourse are
available; and where there is encouragement for active participation in social
action.

Virtual Learning Environment (VLE)

A number of theorists and practitioners in the field refer to VLEs as a narrow

field of learning management software systems that support on-line methods
of delivering course materials, primarily within the Higher Education sector
(Britain and Liber, 2000). In this review, defined as any set of learning
arrangements that involves the application of telematics systems and
information and communication technologies (ICTs) to promote learning.



EXECUTIVE SUMMARY
Overview and Key Objectives

e This Review of current pedagogic research and practice in post-
compulsory education and lifelong learning was commissioned by the
ESRC in the context of planning for Phase Il of the Teaching and
Learning Research Programme. The aims of the Review are to better
understand current conceptualisations of pedagogy and review current
evidence and understanding that could improve teaching and learning
practice and lead to improved learning outcomes.

Key Research Questions Addressed and Sectors Covered
e The key questions considered by the review are as follows:

- What is the current state of the art in understandings of learning and
teaching processes with regard to post-compulsory education
sectors/domains?

- How do learning and instructional processes affect learner attainment
and pedagogic effectiveness?

- How are learning and teaching arrangements and configurations
informed by current understandings of teaching and learning?

- What are the factors that appear to shape pedagogic understandings
and assumptions within and across the main sectors identified?

- What is known about what does and does not work in different sectors
and contexts?

- In what ways do ‘proximal forces’ — for example ‘learning patrimonies’,
learning cultures and regulatory frameworks — affect pedagogic
approaches and practices?

- What appear to be the main gaps and challenges in current knowledge
and understandings of effective teaching and learning practice?

e The education and training sectors covered are: higher education, adult
education, work-based learning and continuing professional development,
and informal and community based learning

e The review draws on the following data sources: key published material
(books; academic journals; research reports; policy documents and
statements); ‘grey’ literature (including unpublished research reports;
material from websites); interviews with key experts; statistical analysis
(including citation analysis and keyword frequency counts of bibliographic
databases; analysis of research funding in education and training)

What is the current state of the art in understandings of learning
and teaching processes?

e The current state of the art is ‘eclectic’: understandings of pedagogy — and

the methods and practices commonly adopted — vary from sector to
sector.
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Moreover, most of the debates are normative and value-laden: they
arguing for the primacy of one approach over another rather than the
appropriateness of different practices to different settings and purposes.

A ‘new pedagogy’ is emerging, drawing on constructivist theory and
practice as its main source of understanding. Within this, four main types
of ‘pedagogic method’ can be identified: expository methods; interactive
methods; conversational methods and experiential methods. But the most
important feature of the ‘new pedagogy’ is the altered configuration of the
whole educational research enterprise.

In the ‘post-modern’ educational enterprise, the very nature of knowledge
is perceived differently. The curriculum, in terms of both content and
process, reflects this through a move away from propositional knowledge
to knowledge seen as contextualised and contingent, as well as, often,
more immediately applicable.

The core issues and propositions about learners, learning and teaching
have not altered; rather, the societal context in which these questions are
now posed has changed. Within an operational agenda that addresses
how to teach and how to support learning, the questions take a different
specific form and lead to different issues. However, it is not clear whether
‘fundamental’ understandings about how people learn and how learning is
best supported have changed in any ‘absolute’ sense; or whether we have
merely become more adept at making the connection between pedagogic
inquiry and ‘classroom’ practice in ways which generate higher levels of
‘output’ success.

How do learning and instructional processes affect learner attainment
and pedagogic effectiveness?

A more pertinent question could be: “How do conceptions of learner
attainment affect learning and instructional processes?” Some writers
argue that the emphasis on attainment effectively reinforces a separation
of learning from assessment and neglects the significance of ‘process’ as
opposed to ‘outcomes’.

Notions of ‘perfomativity’ are beginning to dominate pedagogic debates in
post-modern western society — particularly in the Higher Education sector.
This is creating tensions between the social and the highly individualistic
consumer ethic identified as the key to post-modernity, and between the
rediscovery of learning as a social activity and the rise of self-directed and
virtual (web-based) pedagogies.

Too little is known about the relationship between pedagogic
arrangements and learning outcomes to meaningfully compare competing
models.

Pedagogic effectiveness is highly dependent on context and the
measurement of this effectiveness is itself context-dependent. A major
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problem identified by the Review is that the measurement of pedagogic
effectiveness tends to be limited to the immediate confines of the ‘theatre
of instruction’. Unless pedagogic models and approaches incorporate
understandings of the ‘life world’ outside the learning setting itself, they
cannot be entirely effective.

How are learning and teaching arrangements and configurations
informed by current understandings of teaching and learning?

It has not been possible in the course of this Review to uncover with any
confidence what research findings the different communities of
practitioners do in fact use and to what effect. Additionally, the
communities of research and discourse across the sectors of post-
secondary education are often quite closed, self-referencing, with poor
transfer and transition across boundaries either of research or of
knowledge and its application.

Rather little is known about the processes of knowledge management,
production and diffusion and about how to manage knowledge flows from
research into practice (as also into the areas of policy-making and
funding). What does seem to be the case is that knowledge production is
lagging behind the evolving ‘new pedagogy’.

Against this broader background, the Review did uncover a number of
examples of innovative teaching and learning arrangements. There is a
need, however, for systematic review of the relevance and effectiveness of
these innovations.

What are the factors that appear to shape pedagogic understandings
and assumptions within and across the main sectors identified?

The key driver in the ‘new pedagogy’ is recent government policy, within
which learning has been explicitly identified as the main catalyst for
economic competitiveness and growth. This also situates learning within a
broader arena, justified by concerns for ‘citizenship’, social integration and
equity.

There has been a marked degree of ‘mixing’ of methods and practices
across different settings and sectors. For example, previously ‘discipline-
specific’ instructional methods have migrated across disciplinary
boundaries — particularly the infiltration into mainstream teaching of
formerly marginalised approaches from adult and community-based
education.

The re-configuration of the ‘learning setting’ in response to these drivers
has meant that pedagogic understandings are much more concerned with:
the de-centering of knowledge; the valorisation of other forms of
knowledge and ways of knowing; supporting the learner as consumer;
working with knowledge as ‘social’, distributed rather than individualised;
learning rather than education.

12



With one or two exceptions (for example, medical training) there is little
established ‘evidence base culture’ in teaching and learning. Furthermore,
as discussed above, pedagogic understandings are, firstly, shaped by
different — and sometimes conflicting — patrimonies across each sector,
but, secondly, there has been a significant — and complex — degree of
‘inter-breeding’ between the sectors.

We do not know enough about the ‘goodness of fit between the
prescribed, subscribed and ascribed roles of the ‘new pedagogy’, and the
needs of the different stakeholders involved.

What is known about what does and does not work in different sectors
and contexts?

Old issues and discourses are constantly reinvented but still remarkably
litle is known about what really works. One key emergent issue that
appears quite pivotal in terms of the new proximal forces (knowledge
workers and society) and the new discourse is — how do we create/know
we have created — independent learners? It implies high priority for
research on congruence between new intended outcomes and
assessment methods.

The Review has identified a host of examples of ‘good practices’ that are
either grounded in the day to day minutae of ‘chalkface’ learning delivery
(and hence ungrounded in theory) or, conversely, are tied to a particular
‘grand learning theory’ and are unsubstantiated in practice. A key task for
TLRP is therefore to conduct systematic reviews and meta-analysis of
‘what works’.

Without these systematic reviews, we cannot say anything concrete about
‘what works’ over and above the relatively banal. A summary of the
evidence on ‘what works’ for each of the sectors addressed in the Review
is provided in the ‘Sectoral Reports: Annex I’ appended to this Report. In
summary, the evidence suggests that what works is dependent on factors
like:

» whether the pedagogic approach and learning arrangements adopted
are consistent with the socio-cultural context in which learning takes
place;

» the motivation of the learners (although motivation, and in particular its
relationship to ‘learner-empowerment’ remains a contested issue in the
literature);

» the competencies of ‘teachers’ and ‘mentors’ in the new roles required
by the ‘new pedagogy’;

» the extent to which the expectations raised by learning can be met
outside the immediate learning environment (and particularly in relation
to delivering on ‘life chances’ like job opportunities);

» the extent to which the teaching and learning process is geared
towards the ‘pace’ of the learner;
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» the extent to which learning arrangements address the particular socio-
cultural characteristics and ‘life world’ of excluded groups;

» the goodness of fit between learning arrangements (and learning
content) and the purposes of learning (for fun; to enhance self-esteem;
to enhance the career).

In what ways do ‘proximal forces’ affect pedagogic approaches
and practices?

This is a key element in the puzzle of understanding ‘what is done in the
name of pedagogy’ and understanding ‘what works’. It remains a puzzle
for three main reasons. Firstly, the definition and concepts underlying the
use of the term ‘proximal’ in education and training are confused and
contested. Secondly, understandings of proximal forces are inextricably
linked to particular pedagogic paradigms, and their associated theories of
human development. Thirdly, proximal forces themselves appear to be
context-dependent, and will vary in relation to particular ‘learning
scenarios’.

The terms ‘proximal’ and ‘distal’ themselves need to be unpacked.
‘Proximal’ is used in the education and training literature to denote, inter
alia: the categories of knowledge or ‘building blocks’ of learning; the
factors affecting the process of learning and the outcomes of that process.

It is probably more useful to consider the interface between proximal and
distal forces in shaping learning outcomes rather than to distinguish
between the two as separate conceptual or categorical frames. A more
useful frame of reference might be Polanyi’'s (1968) notion of a ‘heuristic
field or ‘field of discovery’, where learning is mediated through what
Polanyi terms a ‘from—to’ or ‘proximal—distal dimension’.

Moreover, the interplay between proximal and distal forces, and particular
configurations of proximal factors that affect learning outcomes, will be
significantly shaped by particular ‘learning scenarios’.

More theoretical and conceptual work is needed on the proximal—distal
relationship in learning. There is a particular confusion in the literature
between the diachronic and synchronic dimensions that shape ‘proximal’
and ‘distal’ structures. Effort is needed to define more sharply the
definitions underpinning notions of proximal and distal forces, and how
these definitions relate to particular pedagogic paradigms. In turn, more
work needs to be done on identifying those proximal elements that are
associated with the adoption of particular pedagogic models in particular
learning scenarios (for example, the use of a constructivist learning model
in a virtual campus).

What appear to be the main gaps and challenges in current knowledge
and understandings of effective teaching and learning practice?

14



There are extensive gaps in current knowledge and understandings of
effective teaching and learning practices. Across teaching and learning as
a whole, the main gaps are associated with:

- The nature and effects of post-modern ‘distal-proximal interactions’ on
pedagogic theory and practice (for example the drive towards the ‘de-
centering’ of knowledge; the focus on assessment and performativity;
the demand for ‘just-in-time’ skills; the re-invention of lifelong learning).

- The effects of the introduction of Virtual Learning Environments and
information and communication technologies (for example whether
they are really new forms of learning, or old, re-packaged pedagogies;
whether they imply new learning and teaching roles for all
stakeholders; how to assess their effectiveness).

- The nature, and implications of, the re-configuration of the education
and training infrastructure in the new post-modern climate.

- How the knowledge-production process operates, particularly at the
interface between ‘theory’ and ‘practice’.

- What works, for whom and under what circumstances.
- How do we know we are properly measuring what works.

Against these over-arching questions, there are a number of ‘gaps and
challenges’ that have been identified within the context of the particular
‘sectoral reviews’ of post-compulsory education carried out as part of the
overall Review. These are discussed in detail in Section 2 below, and in
the ‘Sectoral Reports: Annex I appended to this Report. In summary, they
highlight the following.

Key conclusions and recommendations

Two sets of priorities for research in Phase Ill of TLRP have been
identified by the results of the Review. A first set of ‘over-arching’ priorities
are as follows.

There is a need for analysis of the structural basis of post-compulsory
education — what are the sectoral overlaps? What are the inter-
relationships between Higher education, Adult learning and lifelong
learning? What ‘cultural logics’ shape understandings of these sectors?

A key theme for Phase Ill should be the relationships between ‘meta-

theories’ of psychology, political economy, grand theories of learning;
middle theories of learning and practice, and how these affect outcomes.

15



A key conclusion of the Review was that very little is known about ‘what
works’. Priority should therefore be given to meta-analyses and reviews of
reviews in order to lay the foundations for an evolving evidence base.

‘Performativity’ and an ‘assessment culture’ are driving understandings of
pedagogy. This suggests a requirement for research on innovative
evaluation methodologies and critical reviews of assessment paradigms.
Part of this research effort should focus on ‘attainment and context’ — the
relationship between learning outcomes and the application of these
outcomes in ‘real life’.

There is a need for research that concomitantly recognises the micro-level
contextualised nature of pedagogic practice and the need for more
comparative understandings. This directs attention to research that
explicitly contributes to developing frameworks, typologies and analytic
tools that could allow for comparisons across different pedagogic
configurations.

Priority should be given in Phase Il of TLRP to understanding the
knowledge production and dissemination process. Moreover, the
Programme should devote resources to actively supporting more effective
knowledge diffusion through ‘support measures’ that promote the
engagement of the different stakeholders involved.

The utilisation of Virtual Learning Environments and ICTs in teaching and
learning is increasingly pervading pedagogic theory and practice. Priority
should therefore be given to: understanding and unpacking the pedagogic
models underpinning the design of learning VLESs; unpacking the ‘grand
visions’ and ‘cultural logics’ that shape design; identifying what works in
what contexts; developing innovative assessment and evaluation
methodologies.

The Review also identified research priorities that are specific to the
sectors addressed. These are discussed in Section 5 below.
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1. Introduction
1.1  Overview and Key Objectives

This Review of current pedagogic research and practice in post-compulsory
education and lifelong learning was commissioned by the ESRC in the context
of planning for Phase lll of the Teaching and Learning Research Programme.
The focus of Phase Il of the programme will be on post-compulsory education
and lifelong learning. In preparation for this next phase, a team from the
Tavistock Institute was commissioned to undertake a brief ‘state of the art’
review of current pedagogic research and practice. The aims of the review are
to better understand current conceptualisations of pedagogy and review
current evidence and understanding that could improve teaching and learning
practice and lead to improved learning outcomes. The main objectives were
to:

e review and synthesise current pedagogic knowledge, understandings
and practices in the field of post-compulsory education and lifelong
learning.

e describe the main ways in which teaching and learning is
conceptualised and the kinds of frameworks that are used.

e review the evidence base for improving teaching and learning
practices.

¢ identify some of the gaps and priorities that could be addressed in the
next round of TLRP research funding

1.2 Key Research Questions Addressed and Sectors Covered
The key questions being considered by the review are as follows.
- What is the current state of the art in understandings of learning and

teaching processes with regard to post-compulsory education
sectors/domains?

- How do learning and instructional processes affect learner attainment
and pedagogic effectiveness?

- How are learning and teaching arrangements and configurations
informed by current understandings of teaching and learning?

- What are the factors that appear to shape pedagogic understandings
and assumptions within and across the main sectors identified?

-  What is known about what does and does not work in different sectors
and contexts?

- In what ways do ‘proximal forces’ — for example, ‘learning patrimonies’,
learning cultures and regulatory frameworks — affect pedagogic
approaches and practices?

- What appear to be the main gaps and challenges in current knowledge
and understandings of effective teaching and learning practice?
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The education and training sectors covered are: higher education, adult
education, work-based learning and continuing professional development, and
informal and community-based learning

1.3 Summary of the methodological approach

The review incorporates both primary and secondary data gathering activities,
combining documentation analysis and expert interviews. A core set of
research activities was undertaken, as follows.

1. A preliminary checklist of key issues and questions regarding pedagogics
that relate to the priorities of the TLRP was prepared. This was based on
the questions summarised above, papers made available by ESRC
regarding the priorities and directions of TLRP and further guidance
offered by the Programme Director.

2. Existing sources, reviews and already available source material a) for
each sector/domain and b) regarding pedagogy more broadly, were
scanned and mapped, using the above checklist.

3. Experts and practitioners were consulted as to ‘grey-materiall and
practice-based sources. Particular informants were selected to match the
needs of the study. This consultation was mainly carried out through
telephone and email communication.

4. Main sources not already available were obtained following a scan of
published sources, web-based material, conference abstracts and reports.

5. Both existing and newly obtained material were reviewed in relation to
checklists of key issues and questions and the overall aims of the study,
with the aim of identifying current understandings and research needs.
This included a content analysis of key journals (keyword searches to
identify the frequency and clustering patterns of the ‘core’ and ‘cross-
cutting’ themes identified, for example ‘motivation’; ‘learning styles’).

6. An analysis of research projects in education and training funded under
the European Commission ‘Framework’ Programmes.

A list of the journals scanned, together with a list of material included in the
review, and a list of experts consulted is annexed to this report (Annex 2).

1.4 Contents of this Final Report

This document provides a summary of the progress of the Review, together
with key conclusions and recommendations. It is set out as follows.

e Following this introduction, Section 2 provides an outline of the
characteristics of pedagogic research in the sectors covered (i.e. higher
and further education, work-based learning and continuing professional
development, and informal and community based learning)
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e Section 3 provides a discussion of key cross-cutting themes that are
common to the different sectors cov