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Abstract

This paper explores relationships between universities and schools. It draws on the author’s first-
hand experience in a long career in the higher education sector working in, and with, many different kinds
of universities. It is also informed by his direct involvement in research on school-university partnerships. It
considers fundamentals such as the nature of education and the core purposes of both types of institution.
Issues that arise in school-university partnerships are considered and the concept of the ‘third space’ in
which there can be mutuality and collaboration is explored. The paper highlights challenges to both
universities and schools as they navigate partnerships. From my point of view, it is entirely reasonable for
schools and teachers to be the dominant partners and for university academics to see themselves as
supporters, servants and consultants.

In the late 1990s, the author had been asked by the University of Cambridge Faculty of Education to
work with a new partnership with schools in the country of Hertfordshire. The HertsCam Network, as it
began to be called, established a Steering Committee with members who were school principals and a
representative of the district authority. This worked well until the university took steps to try to impose
higher fees, compulsory training in quantitative research methods and an end to experienced teachers in
the MEd teaching team. The Steering Committee found this unacceptable so took decisive action and
declared independence. HertsCam became a registered charity (NGO) governed by a Board of Trustees
which is dominated by school principals. This enabled the network members to embrace more fully the
idea of non-positional teacher leadership.

Key words: education, schools, universities, partnership, third space

YHUBEPCUTETTEP, MEKTENTEP *XOHE YLUIHLUI KEHICTIK
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AHparna

Byn makanaga yHMBepcuMTeTTEP MEH MEKTENTEP apacbiHAAFbl KAPbIM-KATbIHAC KapacTbipbinagbl. On
aBTOpAbIH, Ofapbl binim Gepyaeri y3ak »Kblafbl MaHCabbiHOAFbl KeKe TaxipubeciHe HerisgenreH, on
9PTYPAi TUNTEri KenTereH yHUBEPCUTETTEPAE MKYMbIC icTereH. MyHbl OHblIH, MeKTen MeH yHWBepcuTeT
apacblHOafbl CePiKTeCTiKKe bafbiTTaffaH 3epTreynepre TiKenen Katbicybl Aa ganengenai. On 6inim 6epy
cMnaTtbl KOHEe ekKi TuNnTeri OKYy OpbliHAAPbIHbIH, HEri3ri MaKcaTTapbl CUAKTbl HErisri  acnekrtinepa,
KapacTblpajbl. MeKTen neH yHMBEPCUTET apacblHAafbl CEPIKTECTIKTE TYbIHOAWTbIH Macenenep
KapacTbipblaaZbl *KoHE ©3apa KapbiM-KaTblHAaC MeH bIHTbIMAKTACTbIK, 60/ybl MYMKIH "yWiHwWi KeHicTiK"
TYKbIpbiMZamacbl 3epTrenesi. Ky)KaTTa cepikTecTik OpHaTy KesiHAe YHWBepcUTeTTepae, MeKTenTepae
KesaeceTiH macenenep KepceTinreH. MeHiH Ke3Kkapacbim 60MbIHLIA, MEKTENTEP MEH MyFanimaepaiH 6acbim
cepikTec 60/ybl }KoHe YHUBEPCUTET FaNbiMAapbl ©34epiH KoM4ayLwWbliap, KbISMETLWIiNep aHe KeHecwinep
peTiHAe KapacTblpybl 964eH OpbIHAbI.

1990 xbingapaplH, anafbiHga KembpuarK yHuBepcuTeTiHiH 6inim 6enimi asTopaaH XepTdopawmp
OKpYriHAEeri MeKTeNTEPMEH KaHa CePIiKTeCTIK aacbIHAA *KYMbIC icTeyai eTiHai. Hertscam »kenici 6ackapyLubl
KOMWUTET KypAbl, OHbIH MyLlLlenepi MeKTen AMpeKTopaapbl MeH ayAaHAablk bunik ekingepi 6onapl. byn
YHUBEPCUTET KOFapbl aKbl Teneyre, CaHAbIK 3epTTey aAicTepiH MIHAETTI  OKbITy 3He Marmcrpatypa
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KOMaHAacblHAa TaXKipubeni OKbITyLWblIIapMEH KbISMET eTyre TbipblCKaHFa AeliH MKaKCbl KyMbIC icTesq;.
Backapy KOMUTETI MyHbl KOMalCbI3 gen TanTbl, COHAbIKTAH 0aTbl/l 9peKeT eTin, Tayesci3gik Kapuanagbl.
HertsCam meKTen AuvpekTopnapbl ycTemaik eTeTiH KamKopliblnap KeHeci 6ackapaTblH TipKenreH
KalblpbIMAbINbIK YibiMbiHA (YEY) aliHangbl. Byn eni mywenepiHe MyfanimaepaiH, nNosvuUMANbIK emMmec
KewbacLbl/bIK NAEACbIH TONbIK TYCIHyre MyMKiHAIK 6epai.

TyiiiH ce3gep: 6inim, meKTeNnTep, YHUBEPCUTETTEP, CEPIKTECTIK, YIWIiHLWI KEHICTiK

YHUBEPCUTETDI, LLUKOJ1bl U TPETLE NMPOCTPAHCTBO

Dasup dpoct
Cetb HertsCam, Konneask ByndpcoHa, Kembpuax, BennkobputaHus
davidfrost52@hotmail.co.uk

AHHOTauuA

B 3TOl cTaTbe WCCAeAylOTCA B3aMMOOTHOLLIEHMA MEXAY YHMBEpCUTETaMM M WKoaamu. OHa
OCHOBaHa Ha JIMYHOM OMbITe aBTOPA 3a ero AOAryi0 Kapbepy B chepe BbiCcliero obpasoBaHusa, Koraa oH
paboTas BO MHOIMX YHMBEPCUTETAX pasiMyHoro Tuna. O6 3STOM TaKXKe CBUAETENbCTBYeT ero
HEeMnocpeACcTBEHHOE Yy4yaCcTUe B WUCCNEAOBAHUAX, MOCBALLEHHbIX MAPTHEPCTBY MEXKAY LWKOA0OK W
YHUBEpPCUMTETOM. B Hem paccmaTpuBatoTca Takne dyHAaMeHTalbHble acneKTbl, Kak XapakTep obpasoBaHus
M OCHOBHble LeAn 0boux TMNOB y4yebHbIX 3aBeAeHW. PaccmaTpuBaloTca BOMPOCHI, BO3HMKAlOWME B
NapTHEPCTBE MeXAY LWKOJION U YHUBEPCUTETOM, M UCCNeayeTcs KoHuenuua "TpeTbero npocTtpaHcTea”, B
KOTOPOM MOTYT CYLLECTBOBATb B3aMMOMNOHMMAHNE U COTPYAHNYECTBO. B cTaTbe ocBelatoTca npobsiemsl, C
KOTOPbIMU CTaNIKUBAKOTCA KaK YHUBEPCUTETbI, TaK U LLKOJIbl NPU HaNa*KMBaHUN NAPTHEPCKUX OTHOLWEHMUN. C
TOYKWM 3pEHUS aBTOPaA, BNOJIHE Pa3yMHO, YTOObI LWKOJIbI U yuuTeNsa 6b11M JOMUHMPYIOWMMK NapTHEPaMM, a
YHUBEPCUTETCKME YUYeHble paccmaTpuBann cebsa B KauyecTBe CTOPOHHUKOB, /ML, OKasblBalOWUX YCAYrn, U
KOHCY/IbTAHTOB.

B KoHue 1990-x rogoB ¢daKynbTeT obpasoBaHus KembpuarKCKoro yHMBepcuTeTa NoONpocua asTopa
nopaboTaTb B pamMKax HOBOro NapTHEPCTBA Co WKonamu B rpadceree Xaptdopawmp. Cetb HertsCam, Kak ee
CTaAn HasbiBaTb, co3gana PyKoBOAAWMIA KOMMUTET, UY/NE€HAMM KOTOPOro OblAv AMpeKkTopa KO U
npeactaBuTe/lb PaOHHbIX BAacTei. 9To XopoLwo paboTasno 40 TeX NOop, NOKa YHUBEPCUTET HE NPeaNPUHS
warn, 4ytobbl MonbiTaTbcs BBECTU 6osiee BbICOKYLD nnaTty, obasatesnbHoe 06y4YeHWE KOAMYECTBEHHbLIM
meTogam wuccneaoBaHUA U MOKOHYUTb C OMbITHbIMKU nNpenogaBatenaMmn B KOMaHAe Marnmcrtpatypbl.
PykoBoaAWMI KOMUTET CYENl 3TO HenpuemsembliM, NO3TOMY NPEANPUHAN pelnTeNbHble AeNCTBUA U
npoBOo3raacua He3aBMcMMOCTb. HertsCam cTana 3aperncTpMpoBaHHOW 61aroTBOPUTENBHOM OpraHM3aumnen
(HNO), ynpaBnsaemoit nNoONeYUTENbCKMM COBETOM, B KOTOPOM JOMMHMPYIOT AMPEKTopa LWKOoA. ITO
NO3BOJIU/IO YleHaM ceTh bosiee NOIHO 0CO3HATb UAEH HENO3ULMOHHOTO NAEPCTBA yYUTENEN.

KnioueBble cnoBa: 06pasoBaHue, LWKOJbI, YHUBEPCUTETbI, NAPTHEPCTBO, TPETbE NPOCTPAHCTBO

Introduction

In 2020, | was awarded a Senior Fellowship of the Higher Education Academy. The process
of being examined for this fellowship was satisfying because it required me to collect evidence of
my work in the higher education sector over a period of more than thirty years. It also required an
in-depth reflection on the experience which | draw on in this article.

My career in education began in the 1970s in the UK when | enrolled as a student at a
Teacher Training College. Having qualified as a teacher, | taught in schools for about 10 years. |
passionate about teaching and wanted to engage in discourse about it. | ran workshops for
colleagues in school, wrote discussion papers and enrolled on a part-time masters degree course.
| gave talks at our local teachers’ centre and the university where | studied for my masters.
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In the mid 1980s, | was invited to become a full-time teacher educator in the university. My
role for the first couple of years was to teach on the one-year course that enabled graduates to
become teachers. My recent experience as a teacher seemed to be an asset. | chose to volunteer
to teach once a week in a school and invited the student teachers to come along and watch me in
the classroom. This could not be sustained indefinitely but | was determined to hang on to my
identity as a teacher. When, after a year or two, the university asked me to take over a Diploma
course for inservice teachers, | was forced to widen my perspective and learn new skills. The
challenge, as | saw it, was to enable experienced teachers to analyse problems associated with
school leadership and the school as an organisation. This gave me a dilemma concerning my
professional identity. Could | continue to see myself as a member of the teaching profession or
would | have to reconstruct my identity as a university academic? My dilemma raised questions
about the nature of universities and what distinguishes them from schools.

Methodological questions
What do schools and universities have in common?

Perhaps the most important feature that schools and universities have in common is that
they ae both committed to educating people, mostly young peoplel, in social settings. This
commitment to educating raises a fundamental question about the nature and purpose of
education which are much contested.

A sociological perspective suggests that education functions as a mechanism for
reproducing the structure of an unequal society. A very determinist analysis would have it that the
so-called meritocracy is merely a means to justify the way that the unequal distribution of
qualifications serves to maintain the structure of society (Young, 1958). This is unfortunately
reinforced when we hear about the policy, in England at least, of adjusting the grade boundaries
for the national examinations at age 16 to ensure that the pattern of results is similar to previous
cohorts (Ofqual, 2022). | studied these sociological perspectives as part of my masters course in
the early 1980s (e.g. Bowles & Gintis, 1976). The analysis was compelling, but, as a practicing
teacher, | felt obliged to adopt a more optimistic and hopeful view.

Another, far more contemporary perspective is one adopted by the World Bank where
education is seen as key to the creation of human capital which is explained on one of their web
pages as follows:

Human capital consists of the knowledge, skills, and health that people invest in and
accumulate throughout their lives, enabling them to realize their potential as productive members
of society. Investing in people through nutrition, health care, quality education, jobs and skills
helps develop human capital, and this is key to ending extreme poverty and creating more
inclusive societies.

(World Bank, 2019)

Unsurprisingly, the World Bank is committed to promoting economic growth by judicious
investment. Critics highlight how this instrumentalist view supports private financing and
encourages policies that may be at odds with more liberal and emancipatory views of the aims and

! There are exceptions of course, most notable is a Kenyan gentleman named Kimani Maruge who came forward to
claim the right to attend primary school at the age of 84, following legislation to make primary education an
entitlement for all. Many others followed suit.
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purposes of education (Hunter & Shafer, 2021; Parkinson & Kester, 2017; Nussbaum, 2011). The
bench-marking system based on the World Bank’s ‘Human Capital Index’ enables a quantification
of progress and any country’s score has far-reaching consequences for such things as credit
ratings. Some critics offer an alternative view based on Amartya Sen’s capability theory (Mehrotra,
2005; Sen, 2001). The title of Sen’s seminal book ‘Development as freedom’ strikes a note that is
antithetical to message coming from the World Bank. It is tempting for a government which seeks
to advance their country’s position in the international rankings to take an instrumental view on
education, one which foregrounds vocational curricula linked to government’s priorities. This
carries with it the danger of narrowing the scope of the curriculum.
A third perspective focuses on education’s function to prepare young people for

participation in society.

Education is one of the most important predictors .... of many forms of social participation

— from voting to associational membership, to chairing a local committee to hosting a dinner party

to giving blood. The same basic pattern applies to both men and women and to all races and
generations. Education, in short, is an extremely powerful predictor of civic engagement.

(Putnam, 2000: 186)

Putnam was building on what John Dewey had explained many years previously about how
schooling prepares young people for life in democratic society. Many schools provide
opportunities for young people to practice public speaking and debating, but participation in
democratic society also requires learning about the value of evidence, rational argument and
consideration of ethical issues (Dewey, 1916).

A fourth perspective is usually referred to as ‘a liberal education’. My own reading in this
regard focused on sources emanating from what has been called the London School — a group of
philosophers of education in the 1960s & 70s located at the University of London. They argued
that the aim of education is to develop the mind in a comprehensive way and that there are a
number of distinct ways of knowing or forms of knowledge which serve this purpose (Hirst, 1965;
1974). For Hirst, a liberal education is not vocational or instrumental; it is a broad induction into
values associated with reason, enquiry, critical thinking, self-discipline and civic engagement. One
of the most valuable contributions from the London School, in my view, was from Michael
Oakeshott who said the following:

As civilised human beings, we are the inheritors.....of a conversation, begun in the primeval
forests and extended and made more articulate in the course of centuries. It is a conversation
which goes on both in public and within each of ourselves. Of course there is argument and
enquiry and information, but wherever these are profitable they are to be recognized as passages
in this conversation... Conversation is not an enterprise designed to yield an extrinsic profit, a
contest where a winner gets a prize, nor is it an activity of exegesis; it is an unrehearsed
intellectual adventure. . . Education, properly speaking, is an initiation into the skill and
partnership of this conversation in which we learn to recognize the voices, to distinguish the
proper occasions of utterance, and in which we acquire the intellectual and moral habits
appropriate to conversation. (Oakeshott, 1959: 11)

This is important, not only because of its breadth, including as it does the idea that the
great conversation of civilisation is fed by ‘argument and enquiry and information’, but also
because of the emphasis on dialogue. We can interpret this as dialogue between teachers and
learners, dialogue between learners, dialogue around the kitchen table, dialogue within the media
and academic dialogue as it is manifest in the ever-growing literature. So, this conversation is one
in which all of us can, and should, participate.
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Results
Vocational v general education

| hope | have demonstrated that the concept of education is contested and so the goals of
any particular institution will be shaped by the internal debate about what constitutes education.
A common tension in schools has been that between so called academic and vocational education
and, in the UK, this has become entangled with questions of status, social class and occupational
opportunities. Conscientious parents hope their children will achieve well in the traditional
academic school subjects because they know that this opens the door to a university education
and ultimately the professions. There is ambiguity here though. The foundation of the academic
subjects is the concept of liberal education as alluded to above but arguably, the way assessment
systems have developed means that the goals of liberal education are severely compromised. The
ideals the philosophers of education set out for us so many years ago are reflected in more recent
discourse about critical thinking (Davies & Barnett, 2015). Even though academic subjects are
supposed to enable students to develop such capacities as critical thinking, argument and
reasoning, these are undermined by the desperate chasing after good grades with all that implies
about private tuition, exam preparation, revision and the memorisation of predicted right
answers.

A key difference between so called ‘academic’ study and vocational education is that
success in the former is more likely to lead to university entrance. The academic curriculum is
assumed to develop the mind in general ways whereas vocational programmes are narrowly
focused on techniques (Ashby, 1946). However, this has long been criticised as being a false
dichotomy, John Dewey argued against the invalid oppositions of theory and practice and of body
and mind (Dewey, 1916/1966).

The tension between vocational and academic education is also a feature of higher
education (Loo & Jameson, 2017). Taking an historical perspective, we might look back to early
days of the University of Cambridge when the purpose of the university was to prepare scholars
for public service, which in those days could not be separated from the church (Hamlyn, 1996).
There has always been a tension between the vocational function of universities and what has
been referred to as general education. The distinction is not straightforward, however. Someone
who had studied ‘classics’ has always been exposed to the values and insights embodied in ancient
Greek and Roman literature which covered philosophy, politics, aesthetics, history and
mathematics. The classics continue to be influential as the foundation of the humanities in the
twentieth century. Such an education could be said to be quintessentially general, but it can also
be construed as vocational because for many years it has been seen as a basic qualification for the
British civil service.

So, while there is no doubt that universities have always provided vocational education, for
example through a degree course in law, architecture or television studies, they could be said
nevertheless, to be educating their students in general ways which are consistent with the concept
of a liberal education. The quality standards for undergraduate degrees, for example, includes that
on graduating a good undergraduate student will have demonstrated such things as: breadth and
depth of knowledge and understanding, critical insight, the ability to make coherent,
substantiated arguments, ability to consider, critically evaluate and synthesise a range of views,
creativity and the ability to reflect critically on their work (QAA, 2019).
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Key distinctions between schools and universities

It is generally the case that families are required to send their children to school. The idea
can be traced back to Plato, but in a practical sense began in 16" century Germany. It came into
law in the UK in 1880. Compulsory education was decreed in early days of the Soviet Union as part
of the likbez campaign — to eradicate illiteracy. Now, it is the case in all but a handful of countries.
Consequently, schools are either directly funded by the state or, in the case of private schools, are
subject to government regulation. In any case, schools’ autonomy is seriously restricted by the
existence of the system of examinations which determines the content of the school curriculum
and means that students’ futures depend on successful outcomes. However, across the world,
there is considerable variety in the level of autonomy enjoyed by schools. In England and Wales
for example, schools appoint their own staff and procure their own resources. School principals
are free to amend the organisational structure and determine the school’s strategic goals. In
comparison, school autonomy in Kazakhstan remains a work in progress (Yakavets, Frost &
Khoroshash, 2017).

Universities, on the other hand, enjoy higher levels of autonomy. | was privileged to be a
member of a “self-governing community of scholars”. Universities regulated by the Higher
Education Funding Council for England but nevertheless can choose their own curriculum, appoint
staff, raise funds, and determine research priorities. Scholars in the field of Higher Education
Studies tend to discuss four dimensions of autonomy: organisational, financial, staffing and
academic (Kohtaméki & Balbachevsky, 2018). The European Universities Association is constantly
monitoring autonomy and keeping up the pressure on policy makers to protect and advance it.
Their most recent report indicates that university autonomy is under threat in Hungary and
Tirkiye (EUA, 2023).

The fourth dimension of autonomy is the one that interests me most. In the 1990s, | sought
a post at the University of Cambridge because | wanted to work in an environment where |
believed that | would enjoy a greater degree of academic freedom. The idea of academic freedom
relates as much to research as it does to teaching. Knowledge creation is a distinctive
characteristic of universities although, in an age of what has been called ‘supercomplexity’, this
function is no longer the exclusive domain of universities (Barnett, 2000). Indeed, there are many
challenges to traditional forms of knowledge, for example, Mode Il knowledge which tends to be
co-constructed in social contexts (Gibbons et al., 1994). In his article of more than twenty years
ago, Barnett discussed the ‘end of knowledge thesis’; his conclusions highlight the challenge for
universities:

..no longer can it be assumed that there are relatively clear categories of right
knowing or that the university alone could determine their criteria and legitimate
forms of realization.... the idea of university knowledge...can be reclaimed provided
that the university is prepared to abandon its inbuilt sense of ‘knowing’ of what
counts as truth and knowledge and grasp the epistemological possibilities that unfold
in the wake of supercomplexity. What counts as truth and knowledge are open, as
knowledges multiply and as frameworks for comprehending the world proliferate
(Barnett, 2000: 420)

In spite of insights such as the one Barnett offered, universities, largely persist with a
research orthodoxy which is prevalent globally. This is maintained through the criteria applied by
referees for academic journals, the rubrics issued in a call for conference papers, guidance on
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systematic literature searching, the frameworks for assessment in such activities as the Research
Excellence Framework (REF) and so on. Then there is the normative pressure that PhD candidates
are subject to as described in my recent blog post (Frost, 2023a). This orthodoxy has an important
role to play in research, but it is potentially limiting; if it is the only legitimate way to conceive of
scholarship, academic freedom is seriously compromised.

Of course, not all universities are ‘research-intensive’. It is certainly the case that, in the UK
there is wide disparity between institutions in relation to the balance between research and
teaching. Some struggle to demonstrate that their staff are ‘research active’ and in spite of senior
managers’ exhortations, some identify themselves as teachers rather than researchers. A doctoral
study of the identity of academics in one British university shone a light on the way that members
of staff tended to construct themselves as either teachers or researchers.

..colleagues appeared to place themselves in one of two camps - those whose focus was
undertaking research and producing publishable written outcomes — ‘the clever ones’ — or ‘the
others’, who did not publish and who were characterised by their focus on teaching and
supporting student learning. (Roberts, 2015)

This was also my experience when | worked in a university that was originally founded as a
teacher training college. There, | was in a minority in seeing myself as a scholar with an obligation
to publish.

An important distinction between universities and schools concerns the intensity of work,
especially in regard to teaching. This is very striking when you make the transition from being a
school-teacher to being a university academic. In school, a teacher would often arrive at school
early in the morning — 7.30 am for example — and will probably be teaching classes of 30 children
one after the other from 9.00am — 3.30pm. Then there will be meetings sometimes extending until
5.00 / 5.30. The intensity of the school day is increased because of the many interactions with
children in the corridors, the playgrounds and in the breaks between lessons. In the evenings and
at weekends, there will be marking of students” work and planning for tomorrow’s lessons. This
level of intensity seems to be rising in the UK according to a recent study at UCL. In contrast, the
university academic is unlikely to be arriving at the university at 7.30 am and their teaching
commitment will be sporadic with some days when there is no teaching at all. Typically, a
university academic will be invited to attend many meetings, but it is not unusual to send
apologies and prioritise another activity. In my experience, it was not unusual for people in a
meeting to leave part way through. The sort of differences in the use of time described above, has
consequences for the way time is managed which become apparent in school-university
partnership scenarios.

Partnerships between universities and schools

Partnerships between university and schools have been recommended on many occasions
and by many people (Handscome, Gu & Varley, 2014; Smedley, 2001), especially in relation to
teacher initial teacher education. When | trained to be a teacher in the 1970s, it was a
requirement to undertake a number of ‘teaching practices’ or placements in which the student
teacher spends a number of weeks working alongside teachers in a school. This has always
entailed a collaboration between the university and schools to ensure suitable placements. Some
schools would welcome this while others would find it burdensome, distracting from the core
purpose which is to educate children. In the UK, there was a strong policy push in the 1980s
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towards partnerships in which the schools would be the dominant partners. In 1992, the minister
demanded that a partnership should be:
one in which the school and its teachers are in the lead in the whole of the training process
from the initial design of a course through to the assessment of the performance of the individual
student (DES 1992).

The rationale for schools taking the lead included arguments about the need for student
teachers to develop professional competence, a goal which was seen, particularly by some
politicians, to be in tension with an emphasis on ‘educational theory’ on the part of the
universities (Davies, 1992).

In spite of these significant developments in the 1980s and 90s, initial teacher education
carried on mostly as before. There were however some new approaches in which schools could be
granted the right to become a School Centred Initial Teacher Training (SCITT) provider in which
student teachers and learn through experience. There have also been school-university
partnerships for other purposes such as research. However, school-university partnerships
continued to be asymmetrical with the universities having more power and respect. This is
perhaps understandable in that universities have dictated what schools should teach to prepare
for university entrance. In addition, universities have always been regarded as the source of
expertise in the knowledge domains that shape school subjects. Thirdly, perhaps the most
powerful factor is that the university has been the gatekeeper of the professions. That is to say
that they have had the power to judge whether or not a student qualifies to be a teacher and
therefore be employed.

Restoring the balance

It might be helpful to consider what each partner brings to the table. One important
consideration is concerned with pedagogical knowledge which is often quite advanced within
schools and somewhat limited within universities. There is a nod towards this in a literature review
conducted by Graham Handscombe and colleagues who cite Universities UK, an association which
represents 140 universities in the UK.

University lecturers would benefit from schoolteachers’ expertise in pedagogy with
reluctant learners as well as their understanding of the context and circumstances of their pupils’
families and communities (Universities UK, 2009:16).

| suggest that this is massively understated. There are many teachers who have
sophisticated pedagogy. A good example is Rony Medina who | wrote about in my recent blog post
(Frost, 2023b). | have also had the privilege of observing teachers who have taught on the part-
time HertsCam MEd in Leading Teaching and Learning for serving teachers. They are all scholar-
practitioners who are able to bring the conceptual tools gleaned from their own reading to the
seminars and, drawing on advanced teaching skills, honed through years of reflective practice in
schools, to facilitate learner-centred active learning strategies that empower the course
participants. Their work, and that of the teachers who were students on the HertsCam masters
programme, is well documented in a recently published book (Frost, Ball, Hill & Lightfoot, 2018).

In addition to the matter of pedagogical sophistication, schoolteachers can bring much
more to the partnership table. Experienced teachers have learned to think strategically in
navigating the day-to-day realities of maintaining their schools as organisations and leading
improvement initiatives in the face of multiple challenges that include external policy initiatives,
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the expectations of families and community representatives, the judgements of school inspectors
and changes in society. From my point of view, it is entirely reasonable for schools and teachers to
be the dominant partners and for university academics to see themselves as supporters, servants
and consultants as | argue in a recent blog post (Frost, 2023a).

Discussion

The third space?

In spite of the evident asymmetry of relationships in school-university partnerships,
commentators often refer to the importance of mutuality and reciprocity and have suggested that
this can be construed as taking place in a ‘third space’.

This is founded on the notion of creating a distinct partnership culture, a third space,
outside the respective partner institutions in which mutual approaches can be grown and
innovation can thrive. The power of this conception is that the differences between schools and
universities are seen as a source of creative tension rather than discord. (Handscombe, Gu &
Varley, 2014: 25)

Other constructions include the idea of ‘edge community’ (Gorodetsky & Barak, 2008)
which refers to the idea that institutions are working at the edge of their boundaries which
overlap with each other. The analysis in Gorodetsky and Barak’s article, like so many others,
indicates that the two institutions failed to establish cultural norms and instead each maintained
its unique discourse.

My own work in relation to supporting non-positional teacher leadership (Bangs & Frost,
2015; Frost, 2017; Qanay, Frost, Kalikova & Zakayeva, 2023) began in the context of a school-
university partnership but | discovered at an early stage, significant pitfalls and barriers to success.
| began in 1989 by working in close collaboration with a senior teacher in a secondary school
where we established a school-based programme which required the participants to engage in
their own action research projects. Participants found that the challenge of writing academic
papers led to inauthenticity and took energy away from the business of developing practice. The
innovation of the portfolio of evidence rather than academic papers was a breakthrough, as was
the shift in emphasis from inquiry to leadership. Another challenge was concerned with identifying
the focus of participants’ projects. A breakthrough here was the idea of a workshop activity to
enable participants to reflect on and discuss with each other their values, concerns and personal
priorities. This was used and refined through the 1990s and became part of a whole suite of tools
included in a book (Frost, 1997). This clarification of values and concerns activity has proved to be
a very effective tool which has been further refined and continues to be used in many non-
positional teacher leadership programmes across the world. Strategies such as this eventually
became part of a coherent methodology called ‘teacher-led development work’ (Frost & Durrant,
2003). This is distinct from action research in that it emphasises leadership rather than inquiry.

Further challenges rose. In the late 1990s, | had been asked by the University of Cambridge
Faculty of Education to work with a new partnership with schools in the country of Hertfordshire.
This was established through agreements between the head of my institution and the head of the
district education authority. The Cambridge MEd programme would be taught in a building
belonging to the district authority, which was symbolic of partnership, but the team teaching the
course would be seasoned academics from the university. In the first year of its existence,
participants were being disempowered because their everyday reality in schools and their
professional knowledge seemed to be marginalised. It seemed to me to be disrespectful.

When | became coordinator in the 2™ year of the partnership’s existence, | was able to
make changes. One was to establish school-based groups that led to the award of a certificate
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from Cambridge; another was to include experienced teachers as members of the MEd teaching
team; a third was to create a network within which all participants on the masters and in the
school-based groups could build knowledge together. The HertsCam Network, as it began to be
called, established a Steering Committee with members who were school principals and a
representative of the district authority. This worked well until the university took steps to try to
impose higher fees, compulsory training in quantitative research methods and an end to
experienced teachers in the MEd teaching team. The Steering Committee found this unacceptable
so took decisive action and declared independence. HertsCam became a registered charity (NGO)
governed by a Board of Trustees which is dominated by school principals. This enabled us to
embrace more fully the idea of non-positional teacher leadership (Frost, 2017). The certificate for
the school-based groups would be awarded by the HertsCam Network itself and we opened
negotiations with another university so that we could design, teach and manage our own masters
programme. The new university would provide quality assurance, examinations boards and the
award of the degree. This was a more equal partnership and only functioned for one aspect of our
work — the masters programme (Frost et al., 2018).

Conclusion

Is HertsCam a manifestation of a ‘third space’ or an ‘edge community’? There have been
fruitful episodes of collaboration and cooperation but the strength of the essence of partnership
has ebbed and flowed over time. The organisation had to separate from the university in order to
continue to build a community of innovators and change agents. However, HertsCam remains
guided by a range of values and ideas that are championed in both types of institutions. For
example, in HertsCam scholarship is at the heart of our endeavours. We do not ask our
participants to engage in research, at least not in the sense that this is usually understood; rather,
we enable participants to exercise leadership to bring about change and create knowledge in the
process. Scholarship for us involves critical inquiry related to the development process. Evidence
and conceptual frameworks derived from literatures such as those on pedagogy, leadership,
organisational studies are drawn upon to illuminate professional problems and inform the process
of change.

At the core of our programme is the idea that scholarship, which includes reading, dialogue
and critical narrative writing, fuels the leadership of development work
(Frost et al., 2018: 161)

It is through the optimal blend of leadership and scholarship that participants are able to
change practice in their schools and participate in knowledge building. We use the term
knowledge building to denote a process rather than a reified notion of knowledge as a commaodity.
When participants construct and share narratives about their development projects, they join an
ongoing conversation about pedagogy and leadership, an echo of Oakeshott’s conception of
education referred to above. | am happy to report from my many observations of teachers in
discussion groups and network events that, through this ‘unrehearsed intellectual adventure’
(Oakeshott, 1959: 11), whether it be in Cairo, Taraz, Sarajevo or Stevenage, teachers are engaging
in critical, action-based exploration of the nature of education.
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