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        Introduction

        This course covers a sociocultural approach to understanding and analysing learning. This view of learning challenges what
          is traditionally considered learning and knowledge in formal situations. It introduces you to the way that social, historical
          and cultural influences shape practice and what is made available to learn. In bringing together and pondering the learning
          occurring in the social/leisure and workplace spaces the course invites you to rethink how, for example, you understand distinctions
          between home and school, everyday and specialist activity, playground and classroom and other distinctions that are often
          made across contexts. This course considers some key concepts underpinning the view of learning as a negotiation of meaning.
          In examining settings from a sociocultural perspective, the course demonstrates how to use these concepts to examine how learners’
          agency is mediated and whether this is empowering and extends agency or is disempowering and constrains it.
        

        This OpenLearn course provides a sample of postgraduate study in Education, Childhood & Youth qualifications.

        This course is also available in Welsh on OpenLearn Cymru.

      

    

  
    
      
        Learning outcomes

        After studying this course, you should be able to:

        
          	understand more fully the view of learning as a social, not an individual, phenomenon

        

        
          	develop some conceptual tools for analysing learning

        

        
          	understand more fully what supports learning and what creates barriers to learning and its assessment

        

        
          	understand some of the implications of this view for supporting learning in educational institutions and in the workplace.

        

      

    

  
    
      
        1 Thinking about the nature of knowledge

        There are many theories of learning which have different uses as they emphasise different aspects of learning. There is no
          'grand' or complete theory of learning but each reflects different assumptions about the nature of knowledge, of knowing and
          of people as learners and, therefore, what matters in learning - what should be paid attention to. The sociocultural view
          of learning, introduced in this course, offers a challenge to traditional ways of thinking about learning and how to support
          it that is having an increasing impact in writings about learning, be it in the context of educational institutions, the home
          or the workplace. The reason for this is that it offers tools to help you think about what might be disabling learning.
        

        
          
            Activity 1

          

          
            
              
                	When you think about knowledge where do you imagine it exists?

                	Can you think of an example of what you would recognise as knowledge?

                	What do you think other people would typically recognise as knowledge?

              

              Listen to the Audio below.

              
                
                  Audio content is not available in this format.

                

                Testing children

                View transcript - Testing children

              

              
                	What is the view of knowledge emerging here and how does it compare with your examples?

              

            

            View discussion - Activity 1

          

        

        
          
            Activity 2

          

          
            
              The following assessment item was used in 1994, in the national mathematical assessments of 10-11-year-old students in England
                and Wales. It was said to assess children's ability to interpret statistical diagrams: 'the construct'. Cooper and Dunne (2000)
                used the item in their research:
              

              
                	Looking at the item, can you think of any factors that might influence children's understanding of the task?

              

              
                [image: ]

                (Source: Cooper and Dunn, 2000, p. 46)

                Figure 1 A mathematics test item: assessing children’s mathematical knowledge

              

            

            View discussion - Activity 2

          

        

        
          1.1 Locating meaning

          Cooper and Dunne describe the tendency for students from particular socio-economic backgrounds to draw 'inappropriately' on
            everyday knowledge as indicating a 'relative failure ... to recognise the strongly classified nature of school mathematics'
            (Cooper and Dunne, 2000, p. 117). From a sociocultural view of learning it would be interpreted as a failure within classrooms,
            and of assessors, to understand learning as a process of negotiation of meaning that is influenced by individual's unique
            experiences of being in the world. Further, learning about school maths should enable students to learn the situations in
            which it is appropriate to use it.
          

          Underpinning sociocultural theories of learning and other educational theories is the theorising of the Soviet philosopher
            Lev Vygotsky. Of particular significance is one of his many seminal insights concerning the relationship between the individual
            and society. He argued that individual mental functioning originates in social communicative practices:
          

          
            the social dimension of consciousness is primary in time and in fact. The individual dimension of consciousness is derivative
              and secondary.
            

            (Vygotsky, 1979, p. 30; quoted in Cobb, 1999, p. 137)

          

          The essential claim made by socioculturalists on the basis of this, is that any meanings people have gained have been derived
            from interaction with others first. Sfard describes this theoretical perspective in the following way:
          

          
            learning to speak, to solve a mathematical problem or to cook means a gradual transition from being able to take a part in
              collective implementation of a given type of task to becoming capable of implementing such tasks in their entirety and on
              one's own accord.
            

            (Sfard, 2008, p. 123)

          

          It follows from this that to understand individual meaning making and learning from a sociocultural perspective, attention
            has to be paid to collective learning. It also suggests that the goals for learning are competency in achieving socially productive
            tasks.
          

          
            
              Activity 3

            

            
              
                Watch the video below.

                
                  
                    Video content is not available in this format.

                  

                  Junior Doctors

                  View transcript - Junior Doctors

                

                How is learning and knowledge described and demonstrated here?

                Again, how does this relate to your example?

              

              View discussion - Activity 3

            

          

        

      

    

  
    
      
        2 Thinking about practice

        When you think of practice in relation to yourself, what images emerge? 'Practice' is a word used frequently to mean 'what
          people do'. Is that what you thought of; some aspect of doing?
        

        In a workplace setting, novices are often immediately immersed in an ongoing practice. You saw something of this as the young
          doctor at the computer described how she learned. She explained her own learning as a process of becoming a different person.
          She described her initial sense of herself as a person 'at sea in a foreign airport': something of a mixed analogy, but perhaps
          something you can relate to if you think of a situation where you were dependent on signs to direct you and they were all
          in a foreign language. Through her learning, the young doctor described herself as becoming someone who understood how to
          engage in the practices of the ward and why certain things are done in certain ways. The more competent she became the more
          she felt like a 'doctor'. Through her engagement, she became involved in shared world views that are often not articulated
          but tacit and, consequently, often not assessed.
        

        Communities of practice reflect 'a shared history of learning that requires some catching up for joining' (Wenger, 1998, p.
          102) as the junior doctors demonstrated. The evolution of a community and its associated practices is influenced by changes
          in societal needs and values and the tools available to achieve community goals. In a sociocultural perspective then, you
          cannot ignore the historical context or the wider institutional and social context of particular communities as these shape
          what is practiced and why and, therefore, what is available to learn.
        

        
          
            Activity 4

          

          
            
              Listen to the Audio again, this time focussing on Karen and what she and the children are doing.

              
                
                  Audio content is not available in this format.

                

                Testing Children

                View transcript - Testing Children

              

              As you listen to what Karen says she does and why, think about her assessment practice and make notes on what may be influencing
                both what she assesses and how she assesses.
              

            

            View discussion - Activity 4

          

        

        Rogoff (2008) argues that Western educational systems give value to learning abstract knowledge, which it is believed can
          be applied across contexts. Though she points out automatically doing the same thing in a new situation is not necessarily
          effective. This view of knowledge may well be a barrier for students when faced with new situations. To change the goals for
          learning in school to be about learning practices it is necessary, according to a sociocultural view, to enable learners to associate them with being particular types of people
          engaged in the world for particular purposes (Rogoff, 2008). Practices only make sense in context. An instrument like a syringe
          implies a lot about the practices associated with it. Think of some other contexts where syringes are used: for example, as
          measuring devices for gases or liquids in science lessons, as instruments for icing cakes or for applying sealant in a DIY
          context. In these contexts, how the syringe is filled is a quite different practice from the one used in a medical context.
        

      

    

  
    
      
        3 Social mediation

        Sociocultural theories view learning as central to practice, and all practice is understood to be social. Engaging in the
          practices of an educational institution or workplace is an example of a social activity. It follows, then, that learning is
          not something that only occurs in particular activities and institutions at particular times; rather, it is part of our everyday
          lived experience as we participate in the world. It is what people do as they engage in the practices associated with schooling,
          with work, with shopping, with looking after a family, and so on. On the basis of this view of learning, there is no separation
          between contexts in which learning occurs and contexts of everyday life: both are just different opportunities for learning.
        

        
          
            Activity 5

          

          
            
              Patricia Murphy has written some notes on this subject. Download and read the notes from the link below.

              Patricia Murphy notes

              
                	Consider the evidence and the argument offered in the chapter. Does it support a sociocultural theory of learning in your
                  view?
                

                	How would you explain the trade teachers' reluctance to see themselves as learners or to recognise activity in the in-between
                  spaces as learning?
                

                	Make notes about the characteristics of these transitional spaces and consider what they might suggest about how to support
                  learning.
                

              

            

            View discussion - Activity 5

          

        

      

    

  
    
      
        4 Human agency

        If humans negotiate rather than receive meaning and are active constructors of knowledge then the human mind has to be viewed
          in a particular way, a way that is described as agentive. An agentive mind is 'proactive, problem-orientated, attentionally
          focused, selective, constructional and directed to ends' (Bruner, 1996, p. 93). Human agency, or the ability to act, is the
          realised potential of people to act on their world purposefully in interactions where different courses of action are possible
          and desirable, depending on the participant's point of view. In this view of the human mind learners are decision-makers as
          well as knowledgeable. Many learning theories share this view of the human mind but a feature of a sociocultural view is how
          human agency is understood and the connection between agency and identity.
        

        
          
            Activity 6

          

          
            
              Think of a situation where you have been able to act on the world purposefully. Try to identify, in that experience, what
                were your goals, your focus and any ways in which you were problem orientated and proactive.
              

              
                	When you look back on experiences where you felt that you were agentive in a positive way, how did that make you feel?

                	Think now of an experience where you felt your ability to act was constrained. What caused those constraints?

                	How did you feel when you look back on experiences where your ability to act was constrained?

              

            

            View discussion - Activity 6

          

        

        Other people may constrain a person's agency if they have a different understanding of goals. You may have identified a problem
          and devised a solution through being proactive, only to have your solution resisted because it does not meet another person's
          agenda or conflicts with it. In this instance, the issue of power, and who holds it in relationships, comes into play. One
          colleague talked of his frustration at having to write a report, where he knew what he wanted to write and how to set about
          it, but was having the process constantly undermined because other people in senior management positions wanted something
          different from the report but never specified what. Having no clear direction undermined his ability to be proactive or to
          know what to focus on. It also made him feel that he could not do his job.
        

        For some learners, the goals for their learning may be clear but seem irrelevant. Relevance is perceived, not given: people
          have to understand not just what the goals are but the point of them in relation to themselves. If something lacks relevance,
          you cannot connect it to your experiences; there is no attentional focus and therefore what to draw on to be proactive is
          obscured. In such a situation, you can only follow instructions. This inability to perceive relevance is likely to happen
          in schools where what to learn and how to learn are decided on learners' behalf. A sociocultural view of learning not only
          emphasises an agentive mind, but also provides ways of looking at experiences so as to understand and explain why agency is
          or is not experienced by individuals in particular situations.
        

        Agency and identity are linked in a sociocultural view of learning and Wenger (1998) describes learning in practice as negotiating
          an identity. However, people are members of many communities and have multiple identities, which they bring into settings
          and have to manage as part of their participation. This is what Solomon et al. referred to as identity work. An example of
          identity management was observed in research into the organisation of single-sex teaching. As part of this study, a boys-only
          class of Year 9 students (aged 13-14) who were studying English was observed (lvinson and Murphy, 2007). The task that the
          teacher gave the boys was to develop a radio script for a live football commentary and to audiotape it and perform it for
          the class. The teacher assumed that the boys would draw on their experiences, and believed that all of the boys had access
          to this experience. But some boys had a great deal of difficulty in creating a script, and said in interview that they had
          never been to a live football match or listened to football commentaries. For one boy, Seth, the problem was even more complex,
          because of the public nature of the performance. He considered that reading out the script was potentially 'embarrassing'.
          He explained further:
        

        
          
            Seth

            Well if someone else is going to watch it, it makes you stand out more and people are like looking at you. If you're just
              like standing there like a bystander, you know they – the attention isn't drawn to you. So if you do something, like stupid,
              then you know.
            

            

          

          (Ivinson and Murphy, 2007, p. 151)

        

        When asked if he was more worried about the other people in the class or the teacher, Seth explained that it was definitely
          the other people in the class:
        

        
          
            Seth

            Well if it's like lousy then you know it's the whole popularity thing, you know what I mean? If you're not like funny or cool
              then they won't like you. And then you've got no friends and you know. Whereas the teacher, it doesn't really matter.
            

            

          

          (Ivinson and Murphy, 2007, p. 152)

        

        Here we see another key aspect of human agency: the way that groups like the boys in the class shape the learning environment
          through their agency. Seth wanted to maintain his identity as competent at English while at the same time being seen to have
          a gender identity that was acceptable to his male peers. Managing these identities influenced how he acted, the opportunities
          available for his learning and the way that the teacher perceived him. Seth was aware of doing identity work but for many
          learners this is not a conscious act.
        

        
          
            Activity 7

          

          
            
              Download and read the article "Literacies and Masculinities in the Life of a Young Working-Class Boy" by Deborah Hicks from
                the link below.
              

              Literacies and Masculinities in the Life of a Young Working-Class Boy

              As you read, make notes on the:

              
                	identities that Jake had at home and at school as a boy and as a competent and literate person, and their sources

                	shifts in these identities over time, and how this was mediated by his identities at home as a boy and a family member

                	opportunities to learn made available to him in the school and at home

                	implications for practice and those you feel that an institution can realistically manage.

              

            

            View discussion - Activity 7

          

        

        Rogoff (2008) points out how differences between accepted ways of acting at home and at school can create conflicts for learners
          and limit their learning. Hicks argues that schools should provide opportunities for children from diverse communities to
          'engage in textual practices that draw upon and also extend or "pluralize" the means by which they mediate the boundaries
          of self (p. 140). This means that school practices should not only draw on and embrace the competencies and experiences, or
          funds of knowledge, that learners bring, but also enable their participation to go beyond the familiar. Going beyond the familiar
          means, for example, enabling them to see the value of engaging in literacy practices that they may not associate with what
          boys do, or, in Jake's case, with what people like himself and his family do. In this way, learners are enabled to extend
          the boundaries of what it means for them to be literate. Why did this not happen for Jake?
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        Activity 1

        Discussion

        In the audio above, knowledge was very much what individual children could show they know and what a teacher can 'see' as
          evidence of this. The collecting of evidence of knowledge typically requires children to write what they know in response
          to tests taken in test conditions to ensure that what is assessed is that individual's knowledge. Andrew Pollard describes
          the products of school assessments as 'socially approved knowledge'. Karen talked of how, on the basis of this, parents might
          consider their child to be 'very bright' or not 'normal'. In this type of discourse there is an expectation that there is
          a 'normal' - an average, below average and above average type of person. So how we view knowledge brings with it a relational
          view of people.
        

        The school assessment view of a child might be challenged, if, as Karen says, 'at home it isn't like this'. This says something
          about both the context for learning and the sources of evidence used to make judgements about a person. In a sociocultural
          view of learning attention is paid to the context and how it might influence what sense a person makes and what is made available
          for them to learn. The assumption is that making sense is what learning is all about and, importantly, that meanings cannot
          be given; they have to be negotiated.
        

        Back

      

    

  

  
    
    Discussion
    

  
  
    
      
        Activity 2

        Discussion

        Cooper and Dunne found considerable difficulties with this assessment item when they piloted it with fifteen children aged
          10-11. For example, when asked in interview how he would respond to the item one boy commented:
        

        
          Is it - I think, really, boys just wear, like, plain old sporty socks, white socks - unless they're like teachers' pets -
            with the socks up here, and things - socks all the way up to their knees [pointing to his knees during this]. But the girls,
            the girls seem to have more pattern on their socks - they're white and they've got patterns on all of them. The boys have
            just got the old sporty things with something like sport written down them. Not much of a pattern.
          

          (Cooper and Dunne, 2000, p. 47)

        

        In responding to the item, the student paid attention to the real-life situation presented in it – that is, the types of socks
          people wear. For him, the data presented did not match his experience of the world, and indeed it doesn't! Consequently, he
          rejected the validity of the data and could see no purpose in engaging in the ritual of interpreting the diagram. In their
          larger-scale research involving three schools and 125 children, Cooper and Dunne found small effects across items indicating
          that students from lower socio-economic groups were more likely to be disadvantaged by items set in realistic contexts than
          students from higher socio-economic backgrounds, and their potential mathematical achievements were underestimated. Importantly,
          when Cooper and Dunne engaged directly with students to help them negotiate what the task was about these same students could
          demonstrate their mathematical achievements. In a sociocultural view, biology alone is not assumed to determine what is learned;
          rather people's potential to learn throughout their lifetime is accepted and the notions attached to beliefs about 'normal'
          achievement are rejected.
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    Discussion
    

  
  
    
      
        Activity 3

        Discussion

        In the excerpt Sister Selina Trueman referred implicitly to competence in doing tasks rather than knowledge when she talked
          of how junior doctors were scared of the nurses who 'know exactly what they are doing'. She described competence in terms
          knowing how to do things; 'how to write up drug charts,' etc. You also saw how Selina overtly supported one doctor as she
          talked him through how to load a syringe, thereby enabling him to learn new practices. This view of what is learned and how
          it is learned is central to a sociocultural view of learning and of knowledge and challenges the idea of knowledge as individually
          acquired and a property of an individual. Sister Selina Trueman was explaining something else that is important about learning
          and about the nature of practice when she described how, as part of their becoming competent doctors, junior doctors must
          engage in practice. Knowledge then becomes a matter of competence in relation to valued social enterprises and knowing is demonstrated
          in participating in their pursuit. This view of knowledge alters what is assessed and focuses attention on performance and
          the understandings that underpin it.
        

        Etienne Wenger writes about how people are constantly engaged in the pursuit of shared enterprises:

        
          As we define these enterprises and engage in their pursuit together, we interact with each other and with the world and we
              tune our relations with each other and with the world accordingly. In other words we learn.

          (Wenger, 1998, p. 45)

        

        It is this collective learning that results in practices and, as Wenger argues, these practices are 'the property of a kind
          of community created over time' (Wenger, 1998. p. 45). He refers to these communities as 'communities of practice'.
        

        Back

      

    

  

  
    
    Discussion
    

  
  
    
      
        Activity 4

        Discussion

        In the 'Testing times' excerpt, Karen was doing things that enabled her to do her job, and she explained what these were and
          how they related to the wider needs of the institution, the school. These were practices to do with being a teacher, which
          is her community of practice. Karen used her assessment records to communicate with parents, which was a school requirement.
          This school practice was, in turn, influenced by the requirement that all schools provide assessment information, a requirement
          placed on them by government, local and national.
        

        To make sense of what Karen is doing (i.e. her practice), we need to know something about the social context in which she
          works and the situation's historical context, since the meaning and significance of the baseline assessment of young children
          in England has shifted over time. In the 1980s, there was no requirement to assess young children. In the 1990s, what was
          assessed, and how, was significantly different from what Karen is doing in the excerpt. Hence what Karen does, the practice
          she engages in, is mediated by structures beyond her control: that is, national policy and her school's policy about what
          she is supposed to assess, and how that is recorded and reported. These wider social and institutional contextual aspects
          give meaning and structure to her practice.
        

        In Karen's classroom, you saw four and five year olds learning how to sequence numbers. As they did this, the children were
          engaging with specific resources, terms and ways of thinking about the world, all of which could be regarded as practices.
          Lave and Wenger (1991) distinguish what children do, when they engage in such practices, from the practices that mathematicians
          engage in and from those of other professional communities such as engineers, accountants or retail workers, all of whom draw
          on particular mathematical practices for particular purposes. Consequently, they argue that the community children are becoming
          part of, and are developing competence in relation to, is the 'community of schooled adults'. The practices selected for them
          to engage with were prescribed, and were divorced from doing maths either in the world or in the way that mathematicians do
          maths. This is in marked contrast to what was happening with the junior doctors.
        

        For the young doctor, his understanding of the syringe and how to use it was embedded in his sense of purpose, the community's
          enterprise of treating people who are ill. This shared purpose also helped the other young doctor to negotiate the unknown.
          As she engaged in the daily activity of the ward her understanding of this purpose also deepened. The children, on the other
          hand, were engaged in becoming competent maths learners, and this competence is defined externally in terms of what society
          assumes people should know about maths to be considered 'educated'. For many children then their learning, and the shared
          enterprise, is about passing the exams that label you as competent. Consequently, their knowledge is not necessarily going
          to be functional and serve them as tools.
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        Activity 5

        Discussion

        The trade teachers seem to have a view that learning only occurs in particular places and when it is a specific, intentional
          goal. This also suggests that only certain kinds of knowledge are recognised as learning. This is much like the view of 'knowledge'
          discussed in 'Testing Times' that is what is recognised as being learned is what can be tied down, made explicit and abstracted;
          it is not concerned with knowing how to act which is informed by tacit understandings of the individual and the group. From
          a sociocultural viewpoint the interest in the trade teachers' beliefs is their potential influence on their learners if they
          only value and support certain forms of learning. This will mediate what is made available for their learners to learn and
          so has to be taken into account when trying to understand their students' learning and achievements.
        

        Solomon and her colleagues’ exploration of hybrid spaces suggested that they allowed more horizontal forms of relationships
          and expertise to develop, and legitimated practices between colleagues that avoided challenges to professional identities.
          The findings indicate that much was learned in these hybrid spaces: indeed, often more than in the formal learning spaces,
          if you consider the teachers' views of in-service training (INSET). A key pedagogic feature of the interactions in hybrid
          spaces was that they enabled dialogue that went in many directions, and were 'safe' spaces in which to express ideas and to
          be tentative about new thinking. An important point made is that in these spaces professional identities are transitional.
          This supports risk-taking because the assumptions about the competence and the status of individual contributions differ between
          these transitional spaces and formal learning spaces. The resistance to formalising these transitional spaces is significant
          because it indicates something about the way in which participants value what these spaces make available to them.
        

        These hybrid spaces allowed reflection on learning and time to ponder, in contrast to formal learning spaces. They also allowed
          individuals to gain feedback, develop new relationships and make connections to know-how that the workplace might not afford
          in more formal spaces. All of these features, therefore, suggest something about how learning is enabled. If learning difficulties
          are experienced it suggests that rather than looking to the learner alone to explain the difficulty, attention should also
          be paid to the learning spaces to consider the extent to which they create the conditions of these transition spaces:
        

        
          	allowing a sense of safety to be experienced

          	legitimating a discourse of uncertainty about thinking, and of learning as trial and error

          	supporting listening and sharing

          	where the participants rather than an authority figure set the agenda and, importantly, determine what a valuable outcome
            is.
          

        

        Solomon et al. also talk about the ongoing identity work that is undertaken as people negotiate and manage identities in the
          spaces made available to them in the workplace. In a sociocultural view of learning, identity is a key concern in understanding
          learning and what might undermine it.
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        Testing children

        Transcript

        
          Boy:

          I’m always getting a low score and everyone’s getting a higher score than me and I don’t really like it.

          

        

        
          Girl:

          I’ll get it all completely wrong and I won’t even get any right and I’ve just got that worry in me.

          

        

        
          Boy:

          I don’t really like testing because you get a massive booklet and it’s go about 50 questions in it and you’ve only got half
            an hour to do ‘em.
          

          

        

        
          Girl:

          It makes you worry because sometimes you rush it and you don’t get the right answers. 

          

        

        
          Boy:

          It doesn’t really matter if someone’s better than you at one subject because if you’re trying your best it doesn’t really
            matter.
          

          

        

        
          Lloyd Hutchinson:

          A formal system of testing in primary schools was introduced by the government in England and Wales in the mid 1990s.

          Andrew Pollard, Professor of Education at Cambridge University, has done extensive research on this area.

          

        

        
          Andrew Pollard:

          There was a, a clear intention by the government to make schools more accountable. So tests had that kind of primary purpose
            when they were initially introduced. They would provide evidence for parents. They would provide evidence with which schools
            could be compared and evidence with which standards could be ratcheted up.
          

          

        

        
          Lloyd Hutchinson:

          Since their introduction, tests have increased academic standards but they have also had an unforseen impact on children themselves.

          This primary school in the English Midlands has 425 children aged four to eleven years old.

          

        

        
          Karen:

          Good morning, Luke.

          

        

        
          Luke:

          Good morning, Miss ?

          

        

        
          Lloyd Hutchinson:

          Karen teaches four and five year olds in the Reception class. It is her job to do a baseline test on the children, usually
            within the first few weeks of starting school.
          

          

        

        
          Karen:

          Right. You’ve all got a set of numbers. I’m going to ask you to show me a different one. Dominic, can you show me number nine?

          Rebecca, can you find me number six?

          Baseline assessment is basically finding out where the children are at. So we use that really as a type of a bench mark as
            to where we’re going to go from here. 
          

          Can you now get me ten? 

          We’re ordering, first of all, it’s numeral recognition to see how many of the numbers between zero and ten they can select
            themselves and recognise. Ordering them, to see if they have an awareness of where the numbers come in sequence, giving them
            the number lines so they can self correct for themselves if they would like to and now we’re doing one to one counting to
            see whether they can count up to ten objects accurately.
          

          

        

        
          Lloyd Hutchinson:

          The results of the baseline test also enabled parents to assess their child’s abilities. 

          

        

        
          Karen:

          This is a booklet which has already been filled out. On the personal and social development, they’re graded A, B and C, C
            being the highest grade. So, it can be quite alarming to parents if they see As, especially if it was all As because sometimes
            they may not either feel it’s justified or they feel that at home it isn’t like that.
          

          Now, in this particular one, it’s sort of quite, you know, pleasing to the eye, because, you know, they have their four ticks
            whereas in some other areas where there is maybe only one tick it would instantly bring, you know sort of, ‘is that OK?’,
            normally is the question and, you know, ‘do we need to be doing things? Is this normal?’ So, parents can use the baseline
            to label their children, if they so wish. If they have lots of ticks they could decide that their child was particularly bright
            and if they had lots of crosses they could, at the end of the day, decide their child wasn’t.
          

          

        

        
          Andrew Pollard:

          Assessment provides parents with some kind of socially approved information about their children’s performance which they
            didn’t have before. So an awful lot depends on the kind of view that the parent takes. What you need, of course, is a parent
            who supports the child’s learning in a developmental way.
          

          Clearly, if a parent treats the child harshly in relation to an assessment outcome then the child’s going to feel more pressure
            because of that. And, but there is a great deal of variability, I think, in parental response.
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        Junior Doctors

        Transcript

        
          Sister Selina Trueman:

          
It's very busy, it's quite hectic, because all the new doctors have come in they're not really taught the basics like how
            to write drug charts up, where things are, how they go about referring people, so a lot of it's spent in us trying to chase
            them up and sort of show them exactly what we need to be doing, so a lot of this week it is actually turning round to the
            doctor saying well you write this up, and you write it up like this this this and this please erm but I think in the same
            breath they're quite happy for that to happen because then they actually learn the right way to do it.
          

          

        

        
          Narrator:

          Has anybody ever explained to you how to use all this.

          

        

        
          Student lady Doctor:

          No, no but it seems as this is what everything's like you just sort of, I suppose it's like arriving at an airport, you know
            you don't speak the language and there are no signs in a language or an alphabet you can speak in.
          

          

        

        
          Sister Selina Trueman:

       