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Foreword 
 
As the European Educational Research Association (EERA) celebrated its 20th 
anniversary, this years’ ECER conference theme was The Past, future and 
present of educational research (http://www.eera-ecer.de/). This report is a 
celebration of the achievements of PhD students and members of staff, lecturers 
and support staff, in the School of Education. It is also the result of the 
collaboration with Dr Valentina Grion (University of Padova) who was a Visiting 
Scholar from November 2013 to January 2014, Dr Filippo Dettori (University of 
Sassari) with whom we have had a long-standing collaboration, and Dr Severine 
Colinet (University of Cergy-Pontoise). 
 
As we look back with pride to our present achievements, we should also look 
forward to future successes. Next year’s ECER conference will be held in 
Budapest, 7-11 September, on the theme of Education and Transition – 
Contributions from Educational Research.  I look forward to seeing as many 
contributions. 
 

 
 
Cristina Devecchi 
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PhD students’ contributions



KURUVILLA, Benny 
 
The Role and Impact Of Learning Mentors In Primary Schools In England 
(Submitting and presenting) 
 
During the 1990s English state schools, particularly those in the inner cities were 
experiencing severe problems with regard to standards and there was a genuine 
need improve the situation (LeGrand, 1993; Machin & Vignoles, 2005). In order 
to address these issues, the Excellence in Cities (EiC) initiative was launched in 
1999. Learning mentors were a new strand of workforce introduced into English 
primary schools as part of the EiC. (Cruddas, 2005). Their mandate was to 
remove barriers to learning which hindered children’s full participation in their 
learning process which in turn caused low levels of social and academic 
achievement (Office for Standards in Education; Ofsted, 2005). Although initially 
it targeted secondary schools in major cities like London, Leeds, and Birmingham 
it was later extended to other areas. It was only at a later period that the 
scheme was extended to primary schools (Ofsted, 2005). 
  
The Objective of the study. 
Apart from a few government sponsored reports about the initial growth and 
development of the initiative and a very limited amount of literature, 
independent, academic research in this direction i.e. the primary school context, 
has been extremely scarce and inadequate. Previous research indicate that role 
the learning mentor as a new initiative was lacking in definition and schools were 
unsure how to deploy these new professionals (Golden & O’Connel, 2003). There 
has been some suggestions that despite significant growth in numbers, definition 
of the role as well as deployment of learning mentors particularly in primary 
schools have remained vague and based on the broad ideas of inclusion (Rose & 
Doveston, 2008; Rose & Jones, 2007). The main objective of the current 
research was to plug this gap by answering the principal research questions as to 
how service users and providers perceived the role of the learning mentors, how 
their role is developed and monitored and what is the perceived impact of 
mentoring on the social and educational outcomes for pupils in primary schools. 
  
  
Theoretical framework 
The current study is based upon the Ecological Systems Theory proposed by 
Bronfenbrenner (1979) according to which Microsystems are closest to the child 
and consist of the most intimate individuals and setting within which the child 
lives such as family members, school or friends. It is important to note that 
various components of the Microsystems overlap indicating their interrelation in 
the holistic development of the child. 
  
 
Method 
A sample for this study was selected according to relevance to the conceptual 
framework and generation of relevant data as proposed by Curtis et al (2000). 
The study involved six primary school which had established history of employing 
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learning mentors. These were located in the East Midlands area of England, an 
area that was designated as extremely deprived. This was reflected in the 
region’s high incidence of unemployment and issues related to schooling and 
education which either resulted from or are closely associated with the social and 
economic issues. The participants included learning mentors, mentees, and 
parents/carers of mentees, teachers, head teachers and support staff. These 
were selected on the basis of their relationship to mentoring, i.e. they were 
either directly involved in the process of mentoring pupils in primary schools or 
were in receipt of mentoring support or were parents/carers of pupils 
participating in the learning mentor programme. Primary data was collected 
using semi-structured interviews (N=36) of mentees, parents and learning 
mentors. Additionally, documents such as job roles, pupil assessment forms and 
mentors’ training and development materials were scrutinised to compare and 
validate findings. Steps were taken to ensure that as far as possible, an optimum 
number of representatives within the sample were used to collect data for the 
study. However, a large number of participants or similarity in responses 
throughout does not guarantee validity as being consistently wrong does not 
make it right, only consistent. At the same time the researcher was mindful of 
the fact that the possibility of verifying whether the response of the participant 
was spontaneous or subjective was limited if not impossible. However, choosing 
a wide array of participants and considering the matter from different 
perspectives enabled the researcher to minimise the effect of such subjectivity.  
 
Expected Outcomes 
Findings of the study have indicated that mentoring has made a positive impact 
on the attitude and attainment of primary school pupils. It has been suggested 
that they have achieved this by creating a positive learning environment within 
the school as well as outside the school by facilitating and co-ordinating effective 
participation and interaction of different agents such as parents, teachers and 
various other professionals within the educational and allied establishments 
entrusted with ensuring the welfare of children. On the other hand, the study has 
also found that the learning mentors have sometimes become another pair of 
hands to help out overburdened teachers. There were indications that those 
appointed as learning mentors lacked previous experience in mentoring and only 
a minority of learning mentors had school based experience. Another key finding 
was the fluctuating nature of the learning mentor’s job description raising 
questions regarding its ability to accurately reflect the role of the learning mentor 
within a wider context. There were also instances where the learning mentor had 
multiple job responsibilities within the same school. While some discharged the 
functions of learning mentors although it was not part of their job role, others 
performed the role of learning mentor at a particular point in time and a 
completely different role at other times, but within the same school. With regard 
to training, while there was no consensus or stipulation on the qualification 
required to become a learning mentor, the generic nature of initial training and 
uncertainty over ongoing training indicated scope for improvement in this area. 
Research outcomes indicated that if appropriate steps are taken to address the 
adverse factors in an effective and systematic manner, mentoring has the 
potential to be one of the most effective tools for removing barriers to learning 
experienced by primary school children.  



 7 

 
References 
Bronfenbrenner, U. (1979). The Ecology of Human Development, experiments by 
nature and design. London: Harvard University Press.  
 
Cruddas, L. (2005). Learning mentors in schools: policy and practice. Trentham 
Books.  
 
Curtis, S., Gesler, W., Smith, G. & Washburn, S. (2000) “Approaches to sampling 
and case selection in qualitative research: examples in the geography of health” 
Social Science and Medicine, 50. 1001-14.  
 
Golden, S., Knight, S., O’Donnell, L., Smith, P. and Sims, D. (2003) “Learning 
Mentor Strand Summary: Executive Summary’, NFER, [online] 
www.nfer/research/EIC_CP2.asp.  
 
Le Grand, J. (1993) Quasi-Markets and Social Policy, London, Macmillan.  
 
Machin, S. and Vignoles, A. (2005) What’s the Good of Education? The 
Economics of Education in the United Kingdom, Princeton University Press.  
 
OfSTED (2005). Excellence in Cities, managing associated initiatives to raise 
standards, available on http://www.ofsted.gov.uk/resources/excellence-cities-
primary-extension-real-stories.  
 
Rose, R., & Jones, K. (2007). The efficacy of a volunteer mentoring scheme in 
supporting young people at risk. Emotional and Behavioural Difficulties, 12(1), 3-
14.  
 
Rose, R. & Doveston, M. (2008). “Pupils talking about their learning mentors: 
what can we learn?” Educational Studies, Vol. 34, No2, pp.145-155. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 8 

QURESHI, Saneeya  
 
Special Educational Needs Coordinators or Teachers – Who's in the Driving 
Seat for Special Educational Needs Provision in English Primary Schools? 
(Submitting and presenting) 
 
 
2014 is a significant year for Special Educational Needs Coordinators (SENCOs) 
in England, as it is the 20th anniversary of the creation of their role, which was 
established in the first Special Education Needs (SEN) Code of Practice (DfE, 
1994). This stated that all mainstream schools must have a person responsible 
for coordinating services around children with SEN and helping teachers develop 
and implement appropriate provision for them. Since 1994, the SENCO role in 
the UK has changed as various policies continually redefined SEN provision (DfES, 
2001; DCSF, 2004). 
  
A similar role exists in some other European countries such as Sweden and 
Ireland (Lindqvist, 2013; O'Gorman and Drudy, 2010), whilst in other European 
countries, such as Italy, an introduction of the SENCO role is currently under 
discussion (Devecchi et al., 2012). This research is particularly relevant in a 
European context in view of the present European moves towards inclusion for 
children with SEN, also the call for teachers to be more proactive in addressing 
social inclusion and tackling underachievement and early school leaving (EADSNE 
2012). 
  
Moreover, the issue is timely now that the intended legislation in England, ‘The 
Children and Families Bill’ (DfE, 2013a) lays out landmark reforms to SEN 
provision, which are further underpinned by a new SEN Code of Practice (DfE, 
2013b). Both legislative articles are expected to receive Royal Assent in Spring 
2014, and be implemented in schools from September 2014. One major 
implication for the role of the SENCO will be the introduction of a family-centred 
system in which the collaboration of Support Services across Education, Health 
and Care will be required to support the early identification and assessment of 
children with SEN from birth to 25 years. (DfE, 2013c)  This research project is 
therefore constructed within the past, present and future of SEN initiatives in 
England at a time of major overhaul of the principal guidance for the inclusion for 
children with SEN in mainstream schools. 
  
This paper draws upon my doctoral research data gathered through 
questionnaires and interviews relating to the impact that SENCOs have on 
teachers’ capacity to address SEN in their classrooms. Since SENCOs are central 
to supporting children’s inclusion and achievement, the research centres around 
three specific research questions: 

1. Are SENCOs able to motivate teachers to take the initiative in addressing 
the needs of children with SEN in their classrooms? 

2. Do SENCOs enhance teachers’ abilities to become effective teachers of 
children with SEN? 

3. How is the impact of SENCOs currently assessed within primary schools? 
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SENCOs have been documented as ‘agents of change’ in relation to schools’ 
visions and values, and as primary advocates for the needs and rights of children 
with special educational needs in mainstream schools (Morewood, 2011). As 
opposed to the more tacit roles that SENCOs initially undertook around the early 
1990s, the SENCOs’ current role is evolving into one that is more empowered, 
not only at the senior management level, but one that has a greater degree of 
recognition by teachers and other members of school staff. (Tissot, 2013)   
  
The theoretical framework of the project is that of interpretivism, since I 
“...(begun) with individuals and set out to understand their interpretations of the 
world around them... (and) particular situations.” (Cohen, Manion and Morrison, 
2011, p. 18). I also believe that through an interpretivist approach, I 
acknowledged the various ‘relative-ness’ of diverse elements and social issues 
that impact upon my research findings. As Robson (2002, p. 24) maintains, 
“what (people) actually do, has to be interpreted in the light of (their) underlying 
ideas, meanings and motivations.”     
 
Method 
The study applied a mixed method approach (Creswell and Plano Clark, 2007). 
The project consisted of two phases. The first involved a survey of a purposive 
sample of 223 primary school SENCOs from the UK ‘National Award for SEN 
Coordination’ Course, a mandatory professional development for all new to role 
SENCOs and those who had been working in their respective schools in the 
SENCO role for less than 12 months prior to September 2009 (DCSF, 2009). The 
questionnaire, to which 42 SENCOs responded, gained a deeper insight into 
SENCOs’ perceptions of their roles in relation to teachers, and formed a basis for 
in-depth interview questions. The second phase consisted of semi-structured 
interviews of 18 SENCOs and 18 teachers, and with headteachers, in addition to 
document scrutiny of school SEN policies and other related documentation. The 
selection of the research cohort therefore, occurred as a result of ‘convenience’ 
and ‘purposive’ sampling (Cohen, Manion and Morrison, 2011) as it took into 
account not only my ability to gain access the participants, but also the fact that 
these SENCOs possess the particular characteristics required for the purposes of 
this research, i.e., they were currently working in the SENCO role. The 
triangulation of data (Bell, 2005), aimed at ensuring the verification and validity 
of data (Silverman, 2010) was accomplished through a three-pronged 
methodological approach including questionnaires, semi-structured interviews 
and document scrutiny. The research was conducted in accordance with an 
Ethical Code which was informed by the British Educational Research Association 
guidelines (BERA, 2004). All participation was voluntary. Informed and written 
consent was obtained from all participants in the study, who were informed of 
the aims and nature of the research through a written Information Sheet, and of 
the Ethical Code, which was also explained to them verbally.  
 
Expected Outcomes 
Data illustrate that SENCOs have a complex role, impacting upon teachers’ 
practices by utilising a wide range of skills, knowledge and expertise across 
different contexts and social interactions. This is influenced by whether or not 
they are members of their School Leadership Teams. Further, SENCOs’ time 
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management is a constant concern in balancing competing priorities and 
demands, which include liaising with and arranging external support and keeping 
up to date with upcoming legislative changes which impact the documentary 
requirements of the role. For instance, the development of a ‘Local Offer’ of 
Services, both by the school as well as the Local Authority and Health Services, 
which details services that are locally available for SEN children, both with or 
without a statutory declaration of Special Needs. (DfE, 2013c) There is evidence 
that the degree to which SENCOs have a positive impact on teachers’ inclusive 
skills varies, as the SENCO-teacher dynamic is influenced by: • Mutually-
convenient meetings on a regular basis • Teacher openness to change • Target 
setting and IEPs • Evidence of tried interventions • Empowerment of teachers by 
SENCOs through training • Decision-making by SENCOs and dissemination of 
information • Approachability (formal and informal channels of communication) It 
is intended that research outcomes will inform the nature of support mechanisms 
for SENCOs, teachers and headteachers, through the identification of factors that 
influence their own motivation, professional- and self-development, as well as 
that of their colleagues. Furthermore, a broader European audience can consider 
how the key findings are being manifest in a pan-European context, with 
reference to their own educational settings. Research outcomes can aid the 
development of specific competencies needed to develop optimal inclusive 
settings in accordance with the priority of ‘Raising Achievement for all Learners’ 
as set out in the Education and Training 2020 (ET 2020) Framework at a 
European level (CEU, 2009; EADSNE, 2012).  
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CAPEWELL, Carmel (1), Grion, V., Murray, J., Dettori, F. and 
Colinet, S. 
 
From Silence to Voice: Students’ Perspectives in a European 
Context of School Quality Evaluation 
 
(Presenting, Valentina Grion: Submitting)  
 
One of the main priorities recently recognized by European Community inside the 
recent ERASMUS plus programme is the ‘development of social capital among 
young people, the empowerment of young people and their ability to participate 
actively in society’ (European Commission, 2014, p. 9). Fielding (2012), among 
others, clarifies how, in a time of increasing movement within and between 
countries, many young people ask for more opportunities to express their views. 
It is time for them to be heard and involved in collaborative process with adults. 
Grion (2013, p. 136) asserts that ‘ it is necessary for schools to become involved 
by assuming the participatory traditions of democracy, rethinking internal 
relationships and stimulating all member participation and co-responsibility’. 
Therefore, there are additional reasons to give pupils a new, and more significant 
role in the school contexts, encouraging them to participate more actively in the 
processes of management and evaluation. 
 
Many authors (Rudduck, Chaplain & Wallace, 1996; Rudduck and Flutter, 2000; 
Flutter & Rudduck, 2004; Cook Sather, 2002; 2007; 2009) suggest that students 
have a unique perspective on what happens in schools and classrooms (Cook-
Sather 2009) and their point of view needs to be given more attention by adults. 
This leads to promising findings about the effects of listening to pupils and 
incorporating them in a deeper and wider participation in school decisions and 
actions. A review of the most relevant research, proposed by Cook-Sather 
(2007), shows that there could be many significant educational advantages by 
improving practices related to students’ perspective in schools. It seems that 
when teachers focus on students’ experiences and perspectives and capture this 
to make what is taught more accessible to them. They can design more engaging 
curricula and pedagogical approaches by building curricula around themes of 
interest to students. Not only can this be motivating, but also transformative for 
students both personally and politically. In these ways, students can feel 
empowered and highly committed to participate in school activities. 
Focusing on the evaluative processes of schools, some authors criticize the 
passive role of pupils. 
 
They call for ‘more productive approaches to assessment and accountability’ 
(Stobart 2008, 89),overtaking the dominant ‘Measurement paradigm’ (Broadfoot, 
2007) to give a more significant role to stakeholders inside school communities. 
McNess (2006, p. 517), in particular, clarifies that ‘the definition of quality as 
expressed through policy may not always accord with the aims and aspirations of 
individual teachers or, perhaps more importantly, match the constructions given 
to the concept of quality by pupils’. Therefore there have been criticisms, not 
only of the measurement approach many governments use to evaluate the 
quality of schools, but also the implicit idea of ‘quality’ educational systems built 
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with no regard to students’ perspectives.  Levin (2000) noted more than ten 
years ago, that while the literature on school-based management underlines the 
importance of giving more significant roles to teachers and parents, students’ 
views are usually side-lined in the discourse. This disregard for students had 
persisted: Sargeant (2013, p. 1) confirms that ‘Despite the mounting evidence of 
its value, in many aspects of education and social provision, the child’s voice 
remains absent’. 
 
In this context, our aim is to understand what students consider ‘quality’ schools 
look like, taking a European point of view by comparing three socio-culturally 
different countries. The paper presents the findings of a study of the perspectives 
of French, English and Italian students’ response to the question, ‘What do you 
think makes a good school? 
 
Method 
Participants were drawn from a range of European primary and secondary 
schools in France England and Italy. All students, in each setting, were invited to 
participate. Participation was voluntary and the data was anonymised. The three 
countries were chosen as sites for data collection because, not only do they 
represent three important national identities within the European Community, 
but they also have very different school evaluation systems. The students 
completed an open-ended questionnaire while the researcher was present to 
answer procedural questions. An open-ended questionnaire was chosen for data 
collection as it enabled participants to respond freely, using their own terms to 
explain and/or qualify their responses (Cohen, Manion, and Morrison, 2007). The 
question was intentionally framed to ‘catch the authenticity, richness, depth of 
response, honesty and candour’, which are the hallmarks of qualitative research 
(Cohen, Manion, and Morrison 2007, p. 330). Initially, we treated our data as 
three single case-studies; one for each country. We chose this method to take 
into account the different cultural contexts involved. Conducting separate 
processes of analysis avoided the risk of losing the cultural specificities and 
details emerging from the texts. We used thematic analysis to draw out from the 
texts dimensions students consider important to identifying “a good school”. 
After this phase, we shared our analyses and compared our results in order to 
capture commonalities and differences in the three different countries.  
 
Expected Outcomes 
The purpose of this research is to look at identifying an assessment method 
which are related more closely to what students thought made a quality school. 
More specifically our aims are to: 1. Gain insight into fundamental questions such 
as: What do students in three different countries expect from their teachers? 
What do pupils consider is the purpose of schooling? What do students look for in 
schools?; 2. Identify commonalities and differences in the idea of school quality 
across three distinctive European countries; 3. Start to build and share a new 
European idea of school quality, coming from student’s perspectives, different 
from that linked to the adult-driven Measurement paradigm (Broadfoot, 2007). 
Furthermore, following Fielding (2001, p. 124) claim, arguing ‘for a 
transformative, ‘transversal’ approach in which the voices of students, teachers 
and significant others involved in the process of education construct ways of 
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working that are emancipatory in both process and outcome’, we expect that our 
actions into schools encourage students to participate more actively in the life of 
their own school, reflecting on their perspectives and contributing to the 
processes of school improvement toward an actual fulfilment of democracy and 
citizenship.  
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CAPEWELL, Carmel (2), Ralph, S. 
 
Same Situation - different view: A mother and child's 
interpretation of school adjustments for a young person with 
chronic Glue Ear 
 
The research presented in this paper, directly asked young people about their 
experiences of having long term Glue Ear with comparisons and contrasts made 
with the description of similar situations described by their mothers.  Since the 
implementation of the UN Convention on the Rights of the Child (1989), there 
has been increasing awareness of the value of listening to, and involving, young 
people in research which is directly relevant to them and impacts on their 
performance in all aspects of their lives. Glue Ear is a form of conductive hearing 
loss, which is usually temporary, and intermittent. For a small proportion of 
young people, rather than resolving by the age of 7 years, they go on to have 
continuing episodes of Glue Ear with periods of deafness (Bluestone 2003). It is 
a condition which affects children across the globe. Generally it is considered to 
be a medical condition in which any consequences will resolve without long-term 
implications for the ‘average’ child (Paradise, Feldman, Campbell et al 
2007).  There has been limited research on the psycho-social aspects of the 
condition and how it can impact on school and home (Higson and Haggard 2005). 
An important methodological consideration was listening to ‘marginalised voices’ 
and for participants to establish the scope of issues to be discussed. In previous 
research in Glue Ear, parental proxies have been the main way in which the 
experience of young people has been explored (Asmussen, Olson and Sullivan 
1999; Dube, De Wals, Gilca et al 2011).   Recent research (Lagattuta, Sayfan 
and Bamford 2012) suggests that parental proxies may not accurately reflect the 
emotional experiences of young people. Involving and listening to young people 
as well as their mothers was an important aspect of this research.   
 
Photovoice (Wang and Burris 1997) was used whereby participants were asked 
to construct photomontages of images which depicted events, feelings and 
perceptions relating to their experiences of Glue Ear. The images were explained 
to the researcher in a participant-led discussion so that the researcher was 
seeing the images for the first time when they were discussed, giving control of 
the topics discussed to the participants. This is in contrast to the more usual 
situation where the researcher sets the agenda and schedule for the interview 
with the participant not having the opportunity to reflect on the questions and 
content beforehand. Photovoice is usually used in group settings rather than in 
one-to-one discussions as in this research. To compensate for the lack of depth 
of exploration of issues which happens in groups, where what one person says 
may trigger further thoughts and discussion in others, Interpretative 
Phenomenological Analysis (IPA) was used to explore the participant’s words in 
detail (Smith, Flowers and Larkin 2009). 
 
This presentation focuses on a small sub-section of a larger research project. 
Taking a case study approach, issues described by both members of a mother-
child dyad highlight the similarities and differences in perspectives about 
experiences in school and leisure activities. The findings highlight the importance 
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of listening to young people, particularly in situations where the mother is not 
present, such as school. The words of the young people demonstrate how 
articulate and analytical they can be in describing their experiences and 
situations. The findings highlight the importance of involving them in the 
research process.  Consideration of a wider range of ethical issues and greater 
creativity may be required in methods when researching with young people. The 
findings presented here suggest that young people provide worthwhile insight 
regarding effective adaptations in classroom practice. Involving young people’s 
perspectives in data may have greater validity than using proxies. 
 
Method 
When researching with young people, ethical considerations must be a focus 
throughout. In the planning stages it is important to identify possible emotional 
responses which may emerge and to have safeguards to protect participants 
from possible psychological harm. Really thinking about the young person’s 
involvement and contribution goes well beyond adhering to legal and 
professional guidelines (Masson 2000). Data collection in qualitative research is 
usually through various types of interviews (Nunkoosing, 2005). Researchers 
usually prepare schedules prior to meeting participants, tending to bring their 
own ideas and beliefs to the research thus possibly influencing the direction of 
the interview. Consequently, participants have little or no input (Smith, Flowers 
and Larkin, 2009), nor can they reflect on the interview questions beforehand 
(Kvale 1994). Our methodology aims to encourage participants to recognise their 
own ‘expertise’ in their situation, sharing some of that knowledge with the 
researcher. A phenomenological approach was chosen for this study as the 
research question focused on the ‘lived experience’ of the participants. It was 
seen as important that there was an ‘emancipatory’ element where participants’ 
priorities and words are at the centre of exploring the impact that Glue Ear has 
on their lives (Goodley, Lawthom, Clough and Moore 2004). We do acknowledge 
that the participants may still see the researcher as having the greater power. In 
Photovoice (Wang and Burris 1997) both the 'photo' and the 'voice' parts of the 
process are controlled by participants. Baker and Wang (2006) concluded that 
when used with individuals, Photovoice did not elicit the same depth of reflection 
as in group situations. Interpretative Phenomenological Analysis (IPA) (Smith, 
Flowers and Larkin, 2009) has been added to the methodology which allows the 
researcher to interpret the dialogue. However, the researcher grounds the 
interpretation in the participant’s words and language so that the participant is 
central in the process. The rigour of the interpretation is maintained through 
checking back with the participant and encouraging them to make changes. This 
helps to move the power back to the participant. Participants prepared 
photomontages of the issues important to them. The examples used in this 
presentation come from the spontaneous examples which both mother and child 
identified, but are compared and contrasted from their different perspectives, 
using their words to explore the individual’s interpretation of the incident.  
 
Expected Outcomes 
Although researchers have acknowledged that young people with Glue Ear have 
a place in giving their views (Dube et al 2011; Haggard, Smith and Nicholls 
2003) there has been a tendency to focus on the methodological difficulties of 
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accessing those opinions. We conclude that young people are keen to give their 
perspective and that parental proxies may not truly reflect their child’s 
standpoint, particularly with pre-teens and teenagers. Byrnes and Rickards 
(2011) demonstrate the benefits of asking young people about the best way for 
them to access how they are supported in their learning and to identify effective 
teaching strategies to help pupils achieve their full potential. In the examples 
used from our research, it becomes apparent that the mother may not always be 
best placed to identify what her child is feeling or be able to provide a true 
reflection of how he/she experiences the learning environment. By asking both 
mother and child about their perspectives, in a way which gives them control 
over what is discussed, a wider range of issues was covered than is currently 
found in the literature. Young people with an intermittent hearing impairment are 
aware of how their performance changes between when they can and can not 
hear. This may mean that they benefit from different teaching and learning 
strategies as their condition alters. Including the parental perspective does 
provide a more complete picture, as the nature of hearing loss means that young 
people are not always aware of situations where they haven’t heard. Encouraging 
young people, parents and educational professionals to work in partnership, 
recognising the expertise which each brings, is likely to engage and motivate 
young people in learning thus achieving their full potential. Teachers can 
recognise that small adjustments may have a big impact. 
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RACZ, Barbara, de Anna, L., Moliterni, P., Carboni, M. & 
Devecchi, C. 
 
Movement as a tool for teaching foreign languages inclusively – 
International Research in Educating European Citizens 
 
Inclusive education, foreign language knowledge and sport are among the 
priority topics in the European Union, since it aims a “smart, sustainable and 
inclusive growth” for 2020 (EU, 2013). The acquisition of a foreign language is 
pivotal for the growth and stability of  Europe because, by fostering the 
development of communicative skills and learning about other cultures, it 
promotes inclusion and citizenship by preventing the formation of prejudices. Yet, 
children with special educational needs and/or disabilities are at a disadvantage 
and possibly marginalised in given the opportunity to learn a foreign language. 
The European Commissions (2005) document on language learning, Special 
Educational Needs in Europe, The Teaching and Learning of Languages, Insights 
and Innovation, acknowledges that language learning is a lifelong endeavour and 
the predominant aim is to find the most appropriate individualized curriculum in 
school. It finds challenging to elaborate a specific language learning approach 
without any labelling, “labels are for bottles, not for people ”. 
 
Notwithstanding that learning should be interesting, motivating and challenging 
for ‘all’ children, the use of movement and games can be a teaching strategy to 
overcome the barriers to learning for some children. The research on games in 
general and specifically on its impact on foreign language learning is quite wide 
and re-discovered recently (Winnicott, 1971; Littlewood, 1981;Parente, 2010) 
but its general use in teaching in schools has yet to be used to its full potential. 
One exception is Asher’s ‘Total Physical Response’ (TPR, 1969) Method. However, 
it rather concentrates on the use of body as a complementary tool, as a sensor 
for better acquisition of a foreign language whereas we reckon that movement 
and games could have a fruitful effect on the group or classroom community as 
well. Thus, we reckon that both games and movement have a social constructive 
characteristic which can lower anxiety, which is significant either in the 
implementation of inclusion and for successful foreign language teaching (Ellis, 
1997, Larsen-Freeman, 2000). 
 
If movement can be beneficial to the individual, our question is whether these 
contribute to the fulfillment of the inclusive pedagogy and to the support of 
teaching in classrooms with children with SEN? If so, to what extent and under 
what conditions? We suppose that a method primarily based on movement or 
games would foster the achievement of inclusive didactics and a qualitative way 
of foreign language teaching.  One aspect of the movement is well-defined within 
Asher’s TPR method but we are more interested in a wider  sense of movement, 
that is as a tool for facilitating communication, to help inclusion and bring closer 
the members of a group. Does movement have these characteristics, if yes to 
what extent? 
 
The research aims to define movement and game in educational context, their 
role in Modern Foreign Language teaching and learning and in inclusive education 
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in Europe. Furthermore, beyond theory, we intend to observe the realities in MFL 
teaching in secondary mainstream schools across Europe, such as in Italy and 
England. The theoretical background contains references to Hungary as well 
since the researcher is Hungarian but the project is due to an Erasmus mobility 
scholarship for PhD. 
 
This paper focuses mainly on the findings from a 3-month Erasmus study visit in 
England, although it provides a comparison with the findings in Italy. Thus, the 
paper presents the research planning and working abroad that hopefully will be 
valuable in defining the future roles of research in Europe. 
 
Method 
The research, which started in 2012 is in the data gathering stage. The strength 
of the planned methodology lies in in its interdisciplinary and comparative 
characteristics. It availed itself of the Erasmus mobility programme to spend 
three months as a doctoral student to gather data and learn from the 
experiences of two different countries: Italy and England. The data collection 
during the mobility phase had two objectives: mapping the legal-professional 
issues of Modern Foreign Language teaching and learning in England and observe 
its application in mainstream secondary schools. In order to reveal the objectives 
in the overall study we used descriptive methodology, which is helpful to 
represent and understand a reality in its complexity. It permits us to get an 
insight and creates link between theory and practice. During the first month, a 
literature review of English laws, policies was carried out together with a review 
of the research literature on teaching MFL, the use of movement and games, and 
research and policy around special and inclusive education. The aims of this 
phase was to get acquainted with and understand the English context in which 
education. During the second month, the study explored how policy is realised in 
practice. This involved gaining access to secondary school, and then to apply a 
qualitative case study approach involving observations of lessons and interviews 
with teachers. In order to establish whether the use of movement and games 
created an inclusive classroom, direct observations were complemented a 
sociometric questionnaire for children.  
 
Expected Outcomes 
Researching in an international context helped my research work greatly since it 
is a transitory field. Analyzing data in different countries contributes to 
maintaining objectivity since different systems and methods can be understood 
and be seen in function. Exchanging ideas, experiences with colleagues all over 
the world helps to remember of the switch of viewpoints, which is valuable in the 
objective evaluation. It can be admit that the general principles in a profession 
are international ones, but their interpretation and realization depend on multiple 
factors. I should agree with Larsen-Freeman (2008) in saying that there is no 
one truth in choosing among language teaching methods, so she suggests not 
excluding without judging. That is why I think, as a first step, we should map 
and understand the different systems in Europe in order to create the most 
adeguate language teaching methods for pupils with SEN.  
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BANNERMAN, Wendy & Devecchi, C. 
 
Social Pedagogy in Residential Care: A Case Study of Curriculum 
Design for a Programme of Continuous Professional Development 
 
In 2012 an evaluation of the care approach of an English local authority 
children’s home in the East Midlands was completed (Bannerman, 2012a). The 
evaluation, prompted by the children’s home manager, suggested that change is 
required, as advocated by Clough et al (2006 in Smith, 2009), to develop 
leadership, agreement of objectives across the staff team and a culture which is 
focussed on the care of the young people. The case study then is concerned with 
the design of a curriculum for a programme of continuous professional 
development for residential care workers.  Social pedagogy is the theoretical 
framework on which the learning and development for managers and residential 
care workers is to be based to enhance the quality of care. The evidence of 
success of a social pedagogic approach in residential care is demonstrated by 
outcomes in Denmark and Germany and the findings of the pilot conducted by 
Cameron et al (2011) as well as wider literature, present persuasive arguments. 
Berridge et al (2010:4) concede that residential care has become ‘a second-best 
option’ with little recognition that it can be the best option for some young 
people; Colton and Roberts (2006:135) go further, stating that residential care is 
perceived ‘as a placement of last resort’, a sentiment echoed by others (Houston, 
2010; Smith, 2005). The Children’s Homes National Minimum Standards issued 
under s.23 Care Standards Act 2000 and underpinned by regulations, provide 
that existing care staff in England are required to have attained a level 3 
qualification in a related field and staff employed after April 2011 must hold a 
Children and Young People’s Workforce Diploma which is at level 3, up to 65 
credits (Standard 18.5). Managers of children’s homes must attain a level 4 
minimum (DfE, 2012) and staff can progress to a level 5 Diploma to develop 
leadership skills. Davidson (2010) criticised the minimal qualifications required of 
residential care workers considering the complexity and challenges of the 
environment. 
 
The experience of designing a programme of continuous professional 
development at higher education level to meet the specific needs of the 
children’s home and to create a sustainable model is explored in this 
paper.  Curriculum in higher education has, according to Barnett and Coate 
(2005), become more about developing skills and delivering on employability 
rather than a vehicle to enable critical thinking and self-actualisation. When 
developing a vocationally based course in higher education there is the additional 
issue that work based learning can be viewed as inferior to purely academic 
programmes. 
 
Therefore, the challenge presented was to create a continuous professional 
development programme to raise the professional status of residential care and 
address the specific needs of the children’s home to enhance the care experience 
of the young people, whilst promoting the academic rigour of practice based 
learning and designing a programme for wider utilisation. The case study 
questions therefore were: 
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• What is the process of developing CPD in a work based learning context? 
• Building on the foundations of the evaluation, what do managers, staff and 

academics including the researcher agree the content of the programme 
should be? 

• How can the bespoke CPD programme be marketable, feasible and 
transferable to other similar contexts and settings for sustainability? 

 
Method 
The research paradigm was an interpretive approach (Cohen et al, 2011) 
because the study was interested in the experiences of those involved in the 
study appreciating their perhaps different perspectives and valuing them. The 
case study evolved in response to the needs of the institutions and individuals 
involved. This naturalistic approach is a method where research is allowed to 
develop without the limitations of a predetermined structure and where 
qualitative data is sought to build a shared understanding of the needs and 
capabilities of those involved (Patton, 1986). The case study was intended to 
scaffold the CPD programme pilot but also establish a model with potential for 
wider application. Saxe and Fine (1981) warn that social experiments which are 
conducted in isolation, namely without a comparison, are likely to yield 
inconclusive results. However, the nature of a case study is that it is focussed on 
an individual or group. The dilemma is that the CPD programme, whilst tailored 
for residential child care in a specific setting, must be a marketable and viable 
product. This case study requires the active participation rather than passive 
observation of key stakeholders namely the managers, residential care workers 
and young people and to a great extent the academics; intervention is usually 
associated with empirical studies however in this context it relates to the co-
creation of knowledge (Langemeyer and Nissen, 2011). A pair interview (Newby, 
2010) was held between the researcher, registered manager and deputy 
manager. This purposive sampling was required here to gain insight from those 
who are in a position of authority in the setting and who are championing a 
change in practice (Cohen et al, 2011). This follows on from the semi-structured 
interviews which were conducted with each manager for the evaluation 
(Bannerman, 2012a). A focus group was held with staff and managers to discuss 
and develop a shared understanding of the content of the CPD programme on 
social pedagogy. From a political context the discussion will be about the 
variance in attitude and understanding about the CPD programme. In practical 
terms, the focus group was used to refine the content of the programme pooled 
in the pair interview with managers. Semi-structured interviews with academics 
were conducted to understand whether and how the content of the CPD 
programme could be adapted, delivered and assessed to meet the practical and 
academic requirements, and to establish the resource implications of both 
preparation and implementation.  
 
Expected Outcomes 
Not enough is known about the market beyond the pilot cohort, numbers or 
market segments; the cost and price per learner for the pilot and future cohorts 
are unconfirmed; the time that learners will be expected to spend on study out 
of work time or their own is as yet undefined. The case study has created a 
virtual cross-discipline academic team however, to integrate the curriculum, the 
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team members need to meet together, forming another learning community 
within the project and sharing responsibility for activities for learners such as 
critical reflection. Having created a level 4 programme, it should be explored 
whether the work based learning model could be applied at higher levels. 
Leadership in residential care is integral to the success of the care provided to 
the young people (Colton and Roberts, 2007; Davidson, 2010; Hicks et al, 2009) 
and strong management to justify raising standards above the minimum 
requirements is essential (Houston, 2010.) A priority is to re-engage the young 
people in the next stage of the process to ensure that social pedagogy remains 
the vision and the programme does not become a mechanical, process driven 
system but that systemic change can be achieved.  
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BROWN, Julian and Doveston, M. 
 
Learning Before Leadership: Preparing Special Educational Needs 
Coordinators for their Role 
 
The role of the Special Educational Needs Coordinator (SENCo) has been an 
integral component to the inclusion of children and young people within English 
schools for more than two decades. It was first established in policy through the 
Special Educational Needs Code of Practice (DfEE, 1994) and reinforced through 
subsequent revisions (DfES, 2001; DfE, 2013). Despite the statutory 
requirement for schools to have a SENCo, it has only been since 2009 that there 
has been a mandatory requirement of the person fulfilling that role to have 
specific training. Regulations came into force from 2009 (TDA, 2009) for any 
SENCo newly appointed to the role to complete the National Award for Special 
Educational Needs Coordination (NA SENCo) as a post-graduate certificate. This 
paper examines the perceived impact of the NA SENCo through the perspectives 
of SENCos themselves. Conclusions are drawn from SENCos who completed the 
Award and identified the improvements made to their pedagogy, their ability to 
coordinate and lead inclusive systems and how successfully they built 
partnerships with others. 
 
SENCos in England facilitate a different role from many other European countries 
and has a unique strategic focus in comparison to international comparisons. 
Rather than being considered a ‘specialist teacher’, who may focus on 
remediating specific difficulties through working directly with the young person 
(Takala et al, 2009), the SENCo is primarily intended to facilitate systems of 
learning through developing  the skills and attributes of others. The SENCo is 
also required to develop these systems through the building of partnerships 
internalised to the school (eg. head teacher, governor, parents) and those 
external to the school (eg. Local Authority advisors, educational psychologists, 
speech and language therapists). It is through these partnerships that a support 
network is meant to be created for the family and young person. The SENCo is 
often perceived as a key advocate for the inclusion of children and young people 
(CYP) with Special Educational Needs (SEN). However, the complexity of the role 
can often be problematic when combined with other additional responsibilities, 
although it has been argued that the SENCo may be best placed to fulfil these 
additional responsibilities it has the potential to limit their strategic effectiveness. 
Although this paper does not examine the complexity of the role, it is important 
to consider these aspects when evaluating post-graduate qualifications for 
teachers such as the NA SENCo. 
 
The SENCo role can be perceived as being very anglo-centric. However, 
equivalent and similar roles exist in other European and international systems. In 
some cases the role is conceptualised as providing specialist pedagogical support 
(Vlachou 2006; Takala et al 2009)  whilst in others it centres on leadership and 
organisational change  (Lindqvist and Nilholm 2011). In other international 
contexts where the role is at a stage of infancy research suggests clarity is 
required to inform how best to prepare and support individuals in the role (Poon-
McBrayer, 2012). Therefore developing a coherent understanding of the different 
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ways in which the role has developed and supported across international 
boundaries is crucial for evidence-based’ policy making.  
 
Literature on the ‘preparedness’ of those professionals associated with working 
with learners having Special Educational Needs (SEN) has mostly centred on 
those working in paraprofessional roles (Webster et al, 2011) as opposed to 
those with leadership responsibilities. Despite this, examinations of the 
effectiveness of professional development for teachers and SENCOs has primarily 
been reported within the British and Irish educational systems (Abbott, 2007; 
O’Gorman and Drury, 2010; Pearson and Gathercole, 2011). However, few of the 
studies have examined the specific impact the NA SENCo has had on the specific 
competencies specified in the course design. 
 
Method 
The research draws upon questionnaires used with three cohorts, drawn from 
nine English Local Authorities, who completed the NA SENCo during the time 
period of 2010 to 2013. Currently data is available from two cohorts of 
participants. Questionnaires were distributed to the participants at least three 
months after completion of the Award, thereby assuring a length of time had 
elapsed in which participants could have implemented some of the training given. 
This was also to allow a period of reflection for participants that would hopefully 
avoid any ‘halo effect’ that could be associated with the instant completion of the 
course. The first two samples were 96.7% female (n=117) and worked 
predominantly (77.7%) in primary school settings (n=94); schools with an age 
ranging from four to eleven years. Response rates for each sample was 58% 
(n=56 out of 97) and 45% (n=65 out of 144) respectively. Electronic 
questionnaires were initially used although, due to the low response rates, these 
were followed up by a paper-based equivalent. Questions generated data within 
three areas: contextual information about the teacher, their experience and the 
school (covering areas such as gender, age, teaching experience and phase of 
education), contextual information about their SENCo role and the impact of the 
NA SENCo training had in relation to the specific learning outcomes as prescribed 
by the National College of Teaching and Leadership. This final section made up 
the majority of the questionnaire and is the predominant focus of data presented 
in this paper. Questions within this section focused on the three specific themes: 
coordination and leadership, teaching and learning and working in partnership 
with pupils, families and other professionals. These themes were identified by the 
researchers as being representative of the majority of the fifty-five learning 
outcomes around which the NA SENCo had been structured (TDA, 2009). 
Participants rated the questions using a four-point rating scale which included 
strongly agree, agree, no change and disagree. Data from the questionnaires 
was triangulated through the use of semi-structured interviews from thirteen 
participants. These were conveniently sampled from those who volunteered 
consent following the completion of the questionnaires. Interviews were fully 
transcribed and coded by both researchers.  
 
Expected Outcomes 
The findings suggest that the NA SENCo has had a positive impact on the 
SENCo’s knowledge of strategies and systems that could support young people 
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who have SEN. This knowledge could be considered to be an important 
prerequisite to having any strategic impact or whole-school influence. Perhaps it 
is this knowledge of inclusive pedagogy, as explored by Florian and Black-
Hawkins (2011) that should be more widely available to all teachers and 
paraprofessionals, and not only the SENCO. The intentions of this ‘bottom up’ 
approach would enable the SENCO to be more strategic and fulfil the role as 
structured within policy and the key competencies identified within the National 
Award. The data raises some questions regarding the SENCo role as expected by 
policymakers within legislation and in the intentions of the National Award. It is 
noteworthy that those aspects in relation to pedagogy had a higher rate of 
agreement despite the intention of the SENCo role being more aligned with 
coordination and leadership. Moreover, with much of government policy being 
focused on SENCos leading, managing and building partnerships, it could be 
taken for granted by policymakers that they already have a secure knowledge of 
pedagogy in respect to SEN and inclusion. This may be compounded by a lack of 
consistency in relation to time given for fulfilling their roles. Tissot (2013) cites 
these differences within status and leadership as having significant weighting on 
the leadership capabilities of SENCos. This research which focused on preparing 
SENCos for leadership emphasises the lack of preparedness for teaching learners 
with diverse needs reported in the literature (Pijl, 2010; Nimante & Tubele, 
2010; Alisauskas & Klizaite, 2010) and highlights the need for improved initial 
teaching training and continuing professional development to meet the needs of 
learners twenty years on from Salamanca.  
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DEVECCHI, Cristina (1), Grion, V., Preece, D., Murray, J. and 
Dettori, F. 
 
Past, Present and Future of Educational Research: Learning from 
Personal Life Histories 
 
We are living in interesting times. Across Europe and the world the collapse of 
the economy, and a particular financial model, has brought new challenges, 
which are impacting on all ways of life. Higher Education has not been immune 
to radical changes, which call for innovative answers. One of such changes is the 
redefinition of what education is, where it is located, who has authority over it 
and how knowledge in such an undisciplined discipline (Bridges, 2006) is 
constructed and validated. Simultaneously, a more market-like model demands 
HE institutions to re-think staff deployment, career progression, training, student 
engagement, experience and participation. 
  
In such a new world, educational research seems to be a discipline under siege. 
One proof of such a feeling of loss and dismay is the lack of direct reference to 
an education strand in the Horizon 2020 European funding stream (EU, 2013). In 
the UK, recent criticism regarding its inability to provide ‘useful’ knowledge (DfE, 
2013) has revived old paradigmatic wars. The revival of experimental designs 
(Goldacre, 2012) is a reminder that battles we thought were won, might still be 
lost. Moreover, the coalition government’ changes to teacher training funding 
and inspection regimes (DfE, 2010) are undermining key functions of schools of 
education and of educational research.  Finally, the expansion of teaching and 
learning as a means to improve HE’s response to its own crisis has broadened 
the field of who can do educational research. While this can be a positive 
opportunity for disciplinary cross-fertilisation, it also destabilises traditional 
disciplinary boundaries and undermines professional identities. 
  
In Italy, a history of underfunding, progressively worsening in the last 15 years, 
is taking its toll on the possibility of building the future of educational research 
and education (CUN, 2013) 
  
This approaches these challenges by drawing on and reflecting on the life 
histories of five academics, three working in a new university in the UK, and two 
working in two universities in Italy. Each contributor provides a short summary 
of their professional and personal journeys through education and into 
educational research, and offers suggestions for how they see future 
developments. From this starting point, the paper interrogates these life histories 
to answer the questions: what can we learn from how educational research had 
evolved in the last 20 years? What is it like to be an educational researcher at 
present? And what does the future might bring? 
 
Method 
The approach taken in this paper is a constructionist bricolage in which life 
histories and experiences are examined as individual historical artefacts, and 
compared against each other to draw a cross-country analysis. Located within a 
broad narrative framework (Holstein & Gubrium, 2009), the life histories are 
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autobiographical documents, which draw a deeper and more nuanced picture of 
the present state of affairs and the future development of educational research. 
The idea of using autobiographical accounts resulted from the opportunities the 
five researchers had of working together. Both Italian authors visited the UK 
university either through the Erasmus programme or as visiting scholars. One of 
the UK authors is Italian and had already collaborated with the Italian colleagues. 
All three UK authors have been given the opportunity to spend the next two 
years dedicating the majority of their time to enhance and develop research in 
their school of education. The use of autobiography allowed the five researchers 
to write ‘one’s own story … as an attempt to break with and resist conventional 
assumptions about who an autobiographer is and what his or her experiences 
have meant. Becoming the author of one’s self, claiming the authority to tell the 
“true story” of one’s “real self”, thus involves an appraisal of the social and 
historical context in which the story is set’ (Franzosa, 1992: 397). Mindful of the 
dangers of depicting a fictional self, the authors wrote a first draft, which was 
then shared amongst the team and analysed by each partner and critique as a 
group. This constructionist and layered process of analysis served to call into 
question the normalising effect of portraying oneself as acceptable and socialised 
within a specific field of knowledge. Through reading each other’s accounts, the 
five researchers were not only able to understand ‘ one's defences and sources of 
resistance to difficult, unexpected and sometimes extremely confronting 
information’ (Tenni, et al, 2003), but also to examine the defences, pitfalls and 
opportunities for change of the educational research landscape.  
 
Expected Outcomes 
Despite country related differences, such as historical construction of education 
and educational research, the five life histories show some stark commonalities. 
All five authors came into educational research after having being practitioners 
and teachers. Becoming an academic was a change of career path, which 
stemmed from engaging through research via a Master and then a PhD. While all 
five authors work in HEI which are undergoing major changes, their life histories 
diverge in relation to promotion and career progression. While the Italian 
colleagues work in a centralised system with little personal autonomy with regard 
to choosing where to work and how quickly to progress further, the UK authors 
have more autonomy and have been given chances to progress. However, all five 
suffer from the uncertainty of under-funding and educational reform changes in 
their own countries. The paper calls for further comparative research so as to 
determine what the state of affairs is and promote closer understanding amongst 
EU partners so as to promote a unified proposal for the future of education and 
educational research.  
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DEVECCHI, Cristina (2), Bramble, P. & Brown, J. 
 
Shaping the Future of Educational Research: Collaboration 
between Academics and Project Managers 
 
This paper reflects on the future of educational research by examining the 
emerging role of project managers. Increasingly their role is becoming pivotal in 
supporting those aspects of research, which are not strictly academic in nature. 
As funding environments become more complex, success in research projects 
requires expertise in accountancy, public relations, and the management of 
extended global networks. It is therefore telling of this development, that 
emphasis on including this group of professionals is found in the new Erasmus+ 
funding bids (2013). Yet, their role and impact on the success of any research 
project is still under researched and somehow misunderstood. 
  
In the UK the commonly used term research administrator brings to mind an 
individual who sits at a desk, files paper and send emails. Far from it, Kirkland 
(2009) and Langley (2012) have argued that increasingly this has become more 
of specialist role for staff working in Higher Education. A Research ‘Project’ 
Manager is caught between neither being traditional administrative staff nor fully 
fledged academics, they occupy what Witchurch (2008) calls a ‘third space’. Greg 
Cimmarrusti, was quoted as saying “Being a Project Manager is like being an 
artist, you have the different colored process streams combining into a work of 
art”. 
  
The changing roles of project managers are part of wider changes in higher 
education in which traditional binary boundaries between academic and 
administration and management responsibilities have been blurred. 
Simultaneously, academic pursuits, whether related to teaching and learning or 
research, are progressively more aligned to business models against an 
entrenched dislike and misunderstanding of what a business ethics can bring to 
the success of academic enterprises.  In such a landscape, both academics and 
professional support roles undergo continuous revision, which however has 
tended ‘to occur by default, and have remained relatively unremarked and 
under-theorised, either in the literature or by professional staff themselves’ 
(Witchurch, 2008: 4). 
  
This paper draws from the experience of a project manager working at the EU 
funded project Success at School (www.successatschool.eu). By bringing to the 
fore his changing roles and responsibilities, the paper argues that distinctions 
between a purist view of academia as detached from business requirements and 
business practices are shortsighted. Rather, it argues that the role of project 
managers is not secondary to that of academic pursuit, but pivotal in enabling 
the success of the project. Educational researchers and project management 
need to work in parallel and not independently. 
 
The project addresses the EU benchmark of less than 10% of early school 
leaving (ESL) by 2020 (EU 2000). The main objective of the project is to develop 
and experiment an alternative pedagogical strategy, a ‘detour’ strategy, through 
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volunteering and mentoring of young people aged 14-20 who have abandoned 
their education or at risk of doing so. Together with already available alternative 
methods, a voluntary experience would enable young people to learn and 
demonstrate the acquisition of valuable skills and competences useful to return 
to education and/or future employment. Within lifelong learning, volunteering is 
part of non formal and informal learning enhanced by the Copenhagen process 
(EQAVET, 2002). Through a voluntary experience, young people would have the 
opportunity to apply theoretical knowledge learned at school; enrich their social 
network; acquire or develop skills and competences; exchange good practices in 
learning; gain a sense of self based on success rather than failure, and therefore 
develop a positive image of themselves. Simultaneously, active participation in a 
voluntary association will help young people to gain the eight key competences 
(European Council and the European Parliament, 2007) specifically learning to 
learn, social and civic competences, sense of initiative and entrepreneurship, 
cultural awareness and expression. 
 
Method 
The examination of the importance for educational research of coming to terms 
with new ways to work with professional support draws from documentary and 
autobiographical evidence of how a project manager and a principal investigator 
and researcher delimited and moved across traditional binary boundaries. All 
three authors worked at the EU funded project Success at School (SAS). The 
project was carried out by a consortium of 7 partners in 6 European countries – 
UK, France, Italy, Bulgaria, Slovenia and Portugal. The project leader and project 
manager coordinated the actions of 7 workpackages (WPs): WP2 and WP3’s 
focuses were on developing the programme for the volunteers and for their 
mentors respectively. WP4 focused on the experimentation; WP5 coordinated the 
meetings with stakeholders, WP6 dealt with the dissemination, and WP7 
developed and carry out the overall evaluation. A case study approach enabled 
each partner to pay attention and adapt to their country’s circumstances i.e.; 
levels of ESL; education system; and access to young people and mentors) while 
ensuring the possibility of drawing cross-country comparisons. The paper offers a 
historical account of the life of the project from its inception to its conclusion by 
juxtaposing the way in which increasingly complex tasks and project demands 
were addressed. Documentation from the project, including official documents 
and informal activities, will be used to delineate the development of the 
partnership between academics and project manager. In doing so, the analysis 
shows how the roles of the academics and of the project manager changed to 
overcome increasing challenges. From a binary distinction, the roles blurred into 
a more nuanced collaborative effort in which the strength of each partner 
contributed to enabling a redefinition of role boundaries and professional 
identities.  
 
Expected Outcomes 
The paper addresses the theme of the future of educational research by 
addressing the question as to whether we need to develop new strategies and 
recognise this emerging professional identity. The experience of the team in the 
leading institution shows that in terms of how in educational research is 
managed, the lead academic researcher needs to work alongside experienced 
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project manager. This requires the project manager to show a genuine interest in 
the subject, although not necessarily in-depth. Respectively the lead researcher 
needs to appreciate the experience and value the project manager brings to a 
project, especially in relation to the application of a more ‘business focused’ 
approach to ensuring success and future impact. In this light, the experience of 
the team supports the view that academic researchers need to be willing to 
consider new ideas and accept that change is necessary as a response to the 
present competitive nature of research. The findings also address the need to 
provide evidence of excellence in research management; the nature of the 
partnership and the expertise it brings in the area of dissemination and 
sustainability (Erasmus+ Programme guide 2014). Yet, findings also suggest that 
such excellence with regard to educational research should work within the 
values of educational practice. The effectiveness of the collaboration resides in 
the view that business approaches to the management of educational research 
are means and not ends. Ultimately, the collaboration worked because 
academics and project manager shared the same fundamental values regarding 
the role and purpose of education.  
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DEVECCHI, Cristina (3), Morgan, C., Norton, L., Brown, J. and 
Bramble, P. 
 
Bridging the Gap, Enhancing Knowledge and Practice: Academics 
and ‘Blended’ Professionals Working Together at the Success at 
School Project 
 
This paper examines the working relationship between academic researchers and 
support professionals working at the Success at School (SAS), EU funded project, 
within a higher education institution. The SAS project (www.successatschool.eu) 
addresses the EU benchmark of less than 10% of early school leaving by 2020 
(EU 2000) by developing and experimenting an pedagogical strategy involving 
volunteering and mentoring of young people aged 14-20 who have abandoned 
their education or at risk of doing so. Located in 6 European countries –United 
Kingdom, France, Portugal, Slovenia, Bulgaria and Italy-, the project combined 
both academic and stakeholders’ input. Amongst the stakeholders, the University 
Centre for Employability and Engagement (UCEE) has been a key player in the 
development of the mentoring programme, and the training of mentors - 
students enrolled in the institution - and the young people as volunteers. The 
work that UCEE does articulates the new EU2020 strategy as enhancing Higher 
Education, working with young people, youth unemployment and volunteering 
are at the very heart of it. 
  
Within the university, UCEE has a remit to provide a range of services which 
reach out into communities, primary and secondary schools, enhance the student 
experience, and improve graduate employability by engaging with staff in all 
parts of the university. Funded as part of the University’s Office for Fair Access 
Agreement (OFFA), everything UCEE does has an impact in widening 
participation, improving access to HE to underrepresented groups, improved 
attainment and retention levels, and enhancing student/graduate employability. 
It also provides a pivotal role in bridging the university and its students with 
communities and business. The development of these relationships opens up 
many new and unique opportunities to the University’s students, for academics 
engaged in research, and for UCEE to add real value to the ‘Experience’ element 
of the students’ CV.   
  
Recently, the University has been designated an Ashoka U Changemaker campus 
in recognition of the University’s commitment to, and activities related to Social 
Enterprise, the promotion of Social Innovation and Entrepreneurship. This 
designation requires that continuous improvement and development in these 
three areas are evidenced and that they are developed with student experience 
and attainment in mind. UCEE is uniquely positioned to embrace the 
“Changemaker” values for the University, by being the leader in implementing 
the values and principles of Ashoka U Changemaker, thus ensuring that the 
‘Changemaker’ difference is experienced by every student and stakeholder. 
  
The mission of UCEE ‘Inspiring the leaders of tomorrow’ picks up the 
‘inspirational’ nature of what and how we deliver, and that it is about ‘the 
development of ‘leadership’. In this context, ‘leadership’ reaches out into the 
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community, engagement with business, students, and primary and secondary 
schools. We work with all stakeholders in a way that adds value whether that is 
through the development of personal leadership, community leadership, or 
competitiveness in the work place.  
 
In building and maintaining effective internal and external stakeholder 
relationships, a relationship management function is critical.  Whitchurch (2008) 
describes four categories of professional relative to the space they occupy and 
the knowledge, relationships and legitimacies that they construct.  Recent 
development of internal relationships between professional and academic staff 
indicate the emergence of a space in which less bounded professionals work 
alongside academic colleagues, sharing networks and contacts as well as 
alternative ways of working that have been developed through experience 
acquired in connecting environments such as the voluntary and community 
sector. The professionals and academics involved in this project have developed 
a mutually respectful relationship, sharing knowledge, key contacts and 
resources to ensure that the project is a success for students and young people 
in the community. 
 
Method 
The Success at School: Re-engaging young people in education through 
volunteering, is aimed at young people and a broad range of stakeholders who 
worked with and had a professional interest in supporting young people through 
volunteering. They included: teachers, youth workers, headteachers, policy-
makers, youth associations, volunteering associations, and business 
organisations. The main objective of the project was to develop and experiment 
an alternative pedagogical strategy, a ‘detour’ strategy, through volunteering 
and mentoring to contribute to the reduction of early school leaving (ESL) for 
young people. The success of the project was in managing the coordination 
between its 7 workpackages: (WPs) WP2 and WP3’s focuses were on developing 
the programme for the volunteers and for their mentors respectively. WP4 
focused on the experimentation; WP5 coordinated the meetings with 
stakeholders, WP6 dealt with the dissemination, and WP7 developed and carry 
out the overall evaluation. A case study approach enabled each partner to pay 
attention and adapt to their country’s circumstances i.e.; levels of ESL; 
education system; and access to young people and mentors) while ensuring the 
possibility of drawing cross-country comparisons. Specifically to the approach 
taken to develop, experiment and exploit the results of the combined 
pedagogical detour strategy using volunteering and the mentoring, a bottom-up 
constructivist and collaborative approach which drew from the knowledge of 
academics, stakeholders, young people and their teachers was used. Because of 
the contextual nature of the project, each of the 6 countries took different 
approaches. The one used in the UK, was to integrate the knowledge, skills and 
capabilities of different staff to build the intellectual capital needed for the 
project. In developing the collaboration, the partners drew from the University 
Changemaker and AshokaU’s principles: • Believe they have a responsibility to 
make positive changes in society; • Believe they have the power and resources 
(tangible and intangible) to make a difference; • Take initiative to bring about 
innovative change, local and systemic; • Work with others to maximise impact, 
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working in groups and networks; • Know and live authentically according to their 
values; • Practice empathy; by entering, by a willed use of the imagination, 
another person’s world without judgement.  
 
Expected Outcomes 
The collaboration between the two academics, the overall lead researcher and a 
senior lecturer, and staff at UCEE developed and grew from an initial 
engagement as stakeholders, to staff from UCEE becoming central to the support 
of the project. First, as support professionals they enabled academics to access 
and co-construct the training of the university students as mentors for the young 
people. As the project moved from the phase of programme development to 
experimentation, the staff at UCEE became involved as co-researchers in the 
delineation of the mentors and volunteer training, and provided valuable 
feedback on research strategies and plans. Finally, they continued supporting the 
student mentors ensuring that they gained valuable employability skills. Likewise, 
they ensured, together with the academics, that student mentors and mentees 
gained the most from each other. Two important aspects are noteworthy in 
explaining the effectiveness of the collaboration. First, the partners shared 
similar values, which drew from both the AshokaU and the University mission of 
‘transforming lives and inspiring change’. As the university is committed to social 
enterprise and social innovation, the partners in the team used the SAS project 
as an opportunity to realize such values and mission. Second, the collaboration 
was enabled by the partners’ willingness to overcome traditional distinctions 
between academic and support professionals. In accepting the value and 
applicability of each partner’s knowledge, expertise and capability, the team 
created a third space (Whitchurch, 2008). In such flexible space, the team 
members allowed and enabled each other to be professionals in their own right, 
unbounded by pre-determined roles and responsibilities. In doing so, the analysis 
shows how the roles of the academics and of the members of UCEE changed to 
overcome increasingly demanding challenges.  
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