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In contrast to order which at best is changing grallly,
organization is a continuous process.
Marcel Gauchet

International comparisons show that equitable afféceve schools are generally
organized in order to support students’ schooling seachers' work: they introduce single
track up to the age of 15 or 16 years; explicit amidractive teaching; evaluation in function
of schooling; cooperation with parents; flexible ogps; well-aimed and intensive
interventions for pupils with special needs; my#ar learning cycles and curriculums
allowing the gradual development of knowledge aeg-&ompetencies (Demeuse, Crahay &
Monseur, 2001; Hanushek & Wossman, 2005; OECD, 2006

The same studies suggest that educational variasesot independent and that the
historical and cultural context not only determiselool results but how to improve them as
well (Simola, 2005). The more heterogeneous a stsdeopulation is - for instance in a
context of urban concentration, social and econangqualities and a divided community —
the more national or regional school systems seeretdriven to maintain or introduce
methods of regulation which are supposed to reerbaimogeneous subgroups: school-year
repetition, early tracking and streaming, selectipnoptions and/or level groups. These
instruments tend to amplify differences, whereasalternative organization would be a better
way to cope with heterogeneity. This alternativewaver, is both more complex and thus
less likely to be accepted by the population, amdendifficult to install by political decision
makers and teachers.

A study conducted in Geneva on school work orgdinizafor instance, shows that local
school was criticized at first because of a greaer relatively increasing failure rate than the
ones in rural cantons (Hutmacher, 1993). Duringfthlewing years, public debate brought
about the restoration of numeric scales and averaggr repetition policy and three to six
hierarchical tracks for 12 year-old pupils — althbuesearch evidence has long since shown
up their significant impact on inequalities (Gatl&emMaulini, 2007). Experience not only
shows that this double constraint (1- achievingdoetesults, while 2- maintaining working
modalities which are known to be ineffective) isqe#ved as discouraging and disqualifying
by teachers; moreover it makes us question schabilggy to renew its work organization
and to convince people and politics that this whguality development will not only offer
some consistency, but guarantee valid outcomesnaideum-term horizon.
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I will examine this paradox of a change that cduduseful to fight against exclusion, but
that seems easier to introduce in socially integrabcieties. | will do so in three stages:

1. I will explain what | mean bychool work organizatignrand show why this variable
— whose function is essentially not to changepeisinent to be analyzed.
2. | will then analyze the reform and counter-refornovament lived by Geneva’'s

school between 1993 and 2008, to illustrate howkvweoganization may be two sorts
of things at once: a ground for confrontation iscdiurse and, at the same time, an
objective and unanimously acknowledged probleneaiity.

3. Finally, I will show - through a collective reselrconducted in this context — which
sort of problems teachers trying to organize waftecently may face within their
schools, as well as in their contacts with the refktthe institution, parents,
community, political decision makers and the mediap are all concerned about
educational issues.

1. The organization of work: a variable difficult to change

Schools are organizations where teachers’ worke#glting, where these teachers are
trying to make their students work in a certainesrdhe one that must conduct to learn the
curriculum contents. Comenius (1657/1952) alreaaly the "universal and perfect order of
instruction” as the best means to teach withouttieyi.e. in a way that "no class can fail to
reach the necessary standard at the end of théorsesBerfection of organization =
impossible failureNo doubt we no longer believe in this kind of atjon, but schools have
always had to organize pupils’ work by searchifignat an ideal order, at least a short term
acceptable modus operandi: a structuring of knogdetime and space favorable to teaching.

The Ratio Studiorun(1599) or theConduct of the Christian SchodBe La Salle, 1720),
for instance, have attempted to embody this inb@nily laying the foundations for a practical
and systematic school organization — like JeaniBage la Salle dividing his students into
three levelsbeginners("who make a lot of mistakes in readingt)ediocre("who make one
or two mistakes each time'gdvanced and perfe¢twho read well"). Homogeneous classes,
promotion at the end of the year, annual (and &dhool-year repetition in case of difficulty
are directly inherited from this founding principdé simultaneous teaching: "Each of these
levels for the various lessons will have its asstgplace in the classroom. In this manner, the
students of one level will not be mixed with thasenother level of the same lesson” (ibid.).

Nowadays, school work still is organized within tbeundaries of classroom while
teachers practice direct instruction or pedagogy podject, group work or lectures,
cooperative or differentiated learning. But thisdbactivity itself depends on a background
organization, an older and steadier order, inhetfitem the religious tradition, recycled and
perfected by secular schools: an order that bratggents together precisely into classes and
grades, that splits time for learning into less@ml degrees, that divides the text of
knowledge into subjects and chapters of the syfldbueal with.

Time-schedule, class and degree are drawing baitesgnd limits of teachers’ activity, of
their personal responsibility. They predetermingirtlaction, they come before it in history,
they influence school work without this influenceimg questioned every day. Since taylorist
organization defines the framework of working siimndeedaken for grantedhs long as each
worker assumes the tasks assigned to him and gamiaation, as a whole, seems to work
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(Fullan & Stiegelbauer, 1991; Lortie, 2002). Itégkexternal critics (of the job being done) or
inside protests (by those who are doing the jolmpase a problem of what seemed evident so
far.

No wonder, finally, if easier to introduce e-leamior a new language course in the
existing cellular structure than to modify the éatin order to take better care of students
failing to master basic skills - despite Comeniusver the years. Reforms of the first level
(asking more to school) do not affect the foundeiof the organization. Those of second
level (schooling differently) ask for a hierarchipa of objectives, an adaptation of action to
the problems encountered, an opening up classese&te special need groups, a different
coordination of shared tasks in the school andacheteam responsible for a multi-year
learning cycle. Second level reforms thus changectmmon conditions of previous work,
what made this work possible, understandable, rézable and more or less rewarding.
They ask of schools and teachers to solve threergaped problems: to imagine a different
order; to implement it gradually; and to make itiatly acceptable. | would now like to come
to this point by briefly analyzing fifteen years alebates, conflicts or perhaps
misunderstandings about an attempt to reform pginsahool in the little Swiss canton of
Geneva.

2. The case of Geneva: virulent debates, constant confusion

The canton of Geneva is a republic which populaiof50'000 people: 90% of them live
in urban areas, 38% are foreign-born inhabitan®, &e unemployed, 84% enroll their
children in public schools. PISA rankings regulgpiyt the city at the end of Swiss cantons
positions (20% of students reading with great difiy, against 5% in rural cantons). The
curriculum includes four years of elementary sch{e@lto +2 degrees), an other four years of
primary school (+3 to +6) and three years of lowecondary education structured in
hierarchical tracks (+7 to + 9). Its legislation Bnblic Education states that public school
must "attempt to correct inequalities in studetsances of academic success, as from the
beginning of schooling" (translation: o0.m.). It theets a goal, but does neither explain the
way to reduce disparity, nor how to serenely disalgectives and organization of education.

2.1. A challenged reform

In 1993, a statistical inquiry showed that a congadion policy trying to support students
in difficulty did not seem to bring about the exfmt benefits. School-year repetition rates
tended to increase, especially at the end of el@neschool. The proportion of workers’
children repeating a year was 8 times greater ttien one of executives’ children
(respectively 8% and 1% at +1 degree). The repmitladed that inequality had doubled in
twelve years, even though "no external social faior of school failure has significantly
worsened" (Hutmacher, 1993, p. 85 — tr.o.m.). Oe tther hand, among the internal
variables held responsible stand cultural distdoete/een lower class families and some new
teaching approaches, increased human resourcésiigecof the report (and therefore of the
visibility) of learning difficulties, the tendenaf school to externalize problems attribution, a
lack of teachers’ collective responsibility, all tiem expecting from the previous level (or
transmitting to the next one) a more or less unifotass, disposed of its weakest students.



Altogether, trying to correct this trend would r@gu'moving from looking at students to
looking at professional actions systems" (ibid.89). In other words, we should think about
work and division of work between too often isothteachers. Managing schooling through
learning cycles, following students’ careers andetlgpment over several years, collectively
setting and solving problems within the school rstgateaching and assessment practices: all
of this requireschanging of changé€'rethinking teachers’ and students’ work orgatara
more than simply increasing measures of indivicagion and remediation of students
learning difficulties” (ibid., p. 114).

A reform was initiated on this basis in 1994 (Breimsig Graf, 1997; Lessard, 1999; Allal,
2007), first in an exploratory form by fifteen vakary teams, then as a gradual expansion to
the 200 Geneva primary schools. It tried to "indualize training trails" (by building multi-
year learning cycles), "learn to work better togethHby strengthening cooperation between
teachers), "put children at the heart of teachmg@ss” (by developing formative assessment
and differentiated pedagogy) (DEP, 1994 — tr.o.imh.3oon became a controversial subject
within the institution, but also outside, at thelanent, in the press and the public opinion.
It was supported by primary teachers’ professi@salociation and the federation of parents,
but disapproved by a group of opponents and palitiorces who blamed it for pushing
forward the deadlines, disconcerting families, figlp less against discriminations than
endorsing them or even making them worse by lacadfition.

The point at issue was the concept of "learninde;syspace-time of several years within
students should progress in a flexible and diffea¢ed way, regularly filling gaps rather than
repeating one or two degrees entirely. Passing fmht annual levels (fully repeatable) to
two four-year cycles (one of them adding a fifthaydéf necessary) was not supposed to
intensify and improve pedagogical work, but, on ¢betrary, to postpone untreated learning
problems "always to a later time" (in fact: at #hed of the cycle) (GCG, 2006 — tr.o.m.). A
popular referendum was launched in 2003: in the enaftradition’s thoroughness and
clarity, it called for the return of school-yeampetition and numeric scales which should

signify it.

2.2. A return to the problem

In a context of economic competition, social andahtensions, crises of authority and
anxiety about future, innovation is not only sugpdcof establishing a contentious
organization. In most French-speaking countries, also accused of weakening the inherited
order, the transmission of knowledge, emulatiorsélection, respect due to teachers, social
ties, basic civility, why not the whole civilizanaf we really want to be frightening... The
better public school attempts to do, the more isuspected of "lowering its ambitions",
"leveling-down", "venerate the child as a king"orfr this point of view, renovation truly
means resignation. Ultimately, school no longertgbutes to instruct and pacify society. It
produces itself the young "idiots", "barbariansti dhuffoons™ who, in time, will turn against
their teachers (Brighelli, 2008).

In Geneva, the obligation to respond with "yes""no" to the referendum induced
polarizing positions, dramatizing issues, demomjziopponents —themselvesalways
responsible for drawing up "a school against arittKambouchner, 2000). In 2006, 76%
of voters approved the referendum, choosing appgréetween two world views, two
incompatible ways of organizing education, of regalg and sustaining students’ progress.
Public school formally returned to numeric scaled annual degrees, even though national



authorities, the French-speaking cantons’ curricuénd the local school booklet still refer to
elementary and primary four-year cycles.

The virulence of debates is in fact hiding a sirmel constant confusion: learning cycles
supporters wanted to delay annual decision becauseces most vulnerable students to
return to the start, too late, in a poorly targetealy and without continuity; opponents
accused reformers of waiting too long, destroyihg structure of education, depriving
students and parents of well known and reassuemghimarks. But at the time of writing the
final bylaw —i.e. of finding an agreement between reformers and o@mps who had fought
each other — it was necessary to establish formalaa the same time realistic organization
principles. For example:

1. Admitting one single year repetition through alinpary levels, so that schooling
time would not increase improperly.

2. Demanding a numeric average of 4 of 6 at the erehoh year, but allowing 3 of 6
for a promotion "through tolerance”, 2 of 6 in osigbject matter for a promotion
"through exemption".

3. If some students were still to repeat a year, pgttin place "accompanying
measures" defined "in reference to learning targetd depending on student's
personal needs and development" (DEP, 2007 — t).0.m

Everything seems to happen as if official bylawadtuces a8 years learning cycle
extendable by one year, where teachers cattectively responsible for supporting each
student, depending dmis needsj.e. the gap between what he knows and official statglar
Differentiated teaching, teamwork, individual teailthese three pillars of the reform lie
between the lines of the text supposed to repkadeven assessment — apparently inflexible
since being numeric again — includes tolerances exeémptions that can question
thoroughness and clarity of delivered messages.u@inaverages are now calculated by
tenths, but promotion limit (4.0, 3.0 or 2.0) varibetween two numbers depending on
circumstances. These calculations are no longerifisignt after the first year repetition,
because students then automatically go throughreke of degrees. Maybe the way to
penalize failure has been restored, but the onedace it remains to be invented.

What exactly can these advocated ‘accompanying unesisconsist in? Why should we
wait to calculate an average before intervening@ what shall we do with students having
repeated a school year, but still in trouble? Reteaften shows a virtuous circle between
school quality and the credits accorded to it Isyeivironment. Here, treatment of failure
remains dependent on teachers, but work to be denembodied in legislation and
regulationd Perhaps political division came less from the dasoblem than from the way to
be or not to be confident in an institution inciegly expected (1) to be reliable, and 2) to
give explicit guarantees of the trust it is askiogitself (Dubet, 2002; Rosanvallon, 2008).
Texts prescribe measures that teachers are sonmispected not to take spontaneously, or
to take alone, in their own way, without consisienor equality in treating students. We can
interpret this counter-innovation as a form of d&lification, but also as a confirmation that

3 Guidelines for teachers (DEP, 2008) emphasize dlexand modular nature of the new organization:
“Accompanying measures are under responsibilitgiddnomous schools and subject of a particulartehayb
their school’s project. It is therefore each teaghieam’s duty to establish an organization basedboally
identified needs. (...) Teachers will also assess, ®am, effectiveness of accompanying measurasdinted

in classes and/or school. (...) Such groupings staller become rigid, permanent and definitive stmas,
whose existence is not justified by actual ideedifiobjectives and regularly reassessed needs.fdterao
student should ideally attend a same modeled stigpoicture throughout school year without quegtigror
regular assessment of students, pedagogical dégicitcomes and goals.” (tr.o.m.)
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changing work organization requires from school itaital skills in explaining and
defending its pedagogical choices.

3. Organization of work: a crossroads of diverse developments

The fate of a school reform may depend on at li@ese levels: a more or less optimistic,
consensual socio-political context, encouragingnot innovations; the reform strategies,
more or less skillful, finding the right mix betweenanagement and negotiation of projects;
finally the actors’ competences, sufficient or tmfproduce a new organization and have it
accepted by public opinion. The case of Geneva shthat these three variables are
interdependent, but | am going to concentrate an tthrd because it directly involves
teachers: their function as agents of front offiegularly in contact with students and their
parents, themselves directly involved in the relatbetween the population and public
schools.

3.1. Six key components

Whatever the impact of strategic management, palitagreements or collective state of
mind, why not take advantage of reform and courgéorm movements to study how
professionals of education themselves reflect om thganization of schoolwork, the
usefulness of innovation, its feasibility, the adsibility of change for schools and their
environment? This is what our laboratory Innovatimrmation-Education (LIFE) tried to do
by bringing together about 20 researchers and ipomers from Switzerland, France,
Luxembourg and Canada. Research data were collaotethree forms: participative
observation in institutions and departments invdlve the establishment of multi-year
learning cycles; interviews with teachers, staffl grarents; memos on new structures and
practices, their design, their reception and tlaeijustment over time. This material was
collectively condensed and analyzed to identifyy-sbiccessive categorizations:

— the aspects of school work organization that tessheaginenecessary and possible to
revise in order to improve effectiveness and fasnef their action (looking for
creativity);

— the obstacles they face and manage (or not) towenmimplementing collective and
gradual change (looking for efficiency);

- the tensions between professional autonomy aoceptability of innovation by
partners of primary schools, political authoritsesd, in a context of direct democracy,
the whole population (looking for reliability).

What has to be imagined, implemented and made tdaep- first thing to do, as such an
approval isa priori refused — is a new work organization, which dogtsnmake a clean sweep
of the past, but which, in contrast, oversees ancbé problems and issues that might
otherwise seem scattered. We have identified sir s@mponents:

1. An improvement of curricula towards objectives ofegration, thus organizing and
hierarchizing the subjects to be taught. The wagchers work and put students to
work partly depends on their representations ofAkedge and competences expected
at the end of school, but on their beliefs of whas to be acquired to take full



advantage of the provided teaching as well. If kKieolge is a sum of single proposals
to memorize or itself a complexly organized mattewith every single, important

learning module being based on and modifying wha&niown at the same time — one
cannot regard steps, paths, itineraries, progrgssytles or by degrees in the same
way. Considering learning as a staircase (to cletdp by step) or as a construction
(where putting the roof may precede finishes) iepldifferent ideas of the order in
which training must happen, of student’s and tedshele in the process, of the right
way to alternate simplicity and complexity, anatysand synthesis, asking and
answering questions through interaction. In a aquigas context, constructivism is

less presented as a convincing way to explain @iltwansmission, than as a
complacent invite no longer to teach anything te thildren. To teach or to urge

learning: this kind of alternative may make profesals smile, but it does not

facilitate their work, nor its recognition by thepulation (Hargreaves, 2003).

. The development of so-called teaching-learningasibms, enabling every student to
access — straightforwardly or not — to the core¢hef intended knowledge. Lessons,
observations, researches, exercises, recitatioasturés, writings or projects:
integrating these resources is necessary to makehdes speech and students’
intellect meet. Making education a sum of lectuoedy profits to the part of the
audience following what is said. Immersing classautivities penalizes students
missing the knowledge that is implicitly requireddo teacher selects these kinds of
extremes. Everyone mixes in his own way (1) stmectuand explicit teaching of
instrumental knowledge and (2) its mobilization ereor less frequent, a priori or
post formal presentation — in authentic situati@sce again, actual work seems more
stable and temperate than what controversies oeaching methods and their
validation by science might suggest (Gauthier, 2008

. The creation of modular groupings, treating spec&dds in an ad hoc and accurate
way. Some first degrees pupils may have troubleannecting letters with sounds.
Others in representing what they read, accessingderstanding. To associate written
words and meaning, they could benefit from hearadylts reading or dictate
sentences. If each teacher were almighty, he worddnize his classroom work to
respond to all of these necessities at the same frecisely because the collective
competence of a team is greater than sum of its,ps@me schools set up modules
gathering students outside their classroom andrdicap to their difficulties. The
hardest is to provide immediate and focused supportecting disparities at the time,
rather than strengthening them in permanent lexalgs and/or separate tracks. The
goal is less “mixing for mixing” than finding timend competences to help students at
risk of dropping out. It forces teachers to balabetveen two difficulties: recognizing
their own limits and attributing management of hegeneity not only to support
services (Perrenoud, 2002).

. The emergence of a formative evaluation, concerbgdlearning rather than
sanctioning and legitimating failures. The conflitiGeneva has made numeric scaling
a symbol of the reorganization of schooling in aindegrees. The function of
averages seems less to quantify learning (whicHdvaquire standardized tests) than
to classify students into hierarchical groups &y tiwere in lasallian schools. In a city
where schools sociology is full of contrasts, a sdBauss curve (6, 4, 2...) can mean
higher or lower absolute performance levels. Hemceformist intention to introduce
an assessment indicating distance to the targeggesting regulations and informing
parents through graduate criteria ("Objective ackde nearly achieved, not
achieved"), written comments, a portfolio of stutkemworks, individual interviews and



collective meetings. The comeback of averages doeexclude the maintenance or
development of some of these innovations, but auiég in new regulation raise

once more substantive questions: how can we asspssvent failures rather than take
note of them? How can we fight against misfileddstuts’ feelings of incompetence
and discouragement? How can we make our diagnasis atcurate in order to avoid

repeating a whole and unique year? How should winduish between a teachers’
perception and its transcription to parents? Tolega and exemptions show that
arithmetic evaluation is secondary to professigndgment, and that this judgment
ultimately has to be wise, fair and understandalgl®thers. In a world where judges
are themselves increasingly required to justifyblguschool is trapped between two
obligations: clarifying assessments, to involveepés in children's schooling; and
protecting its autonomy, without favouring betteiormed families (McMillan, 2000).

5. A coordination of efforts by a pragmatic professibnooperation, setting up school
project and teamwork to serve students progress higtory of reform has shown that
early activism started gradually to focus on meibald research of efficiency:
objectives were better identified, modular groupsb#ized, assessment files
simplified, teamwork lightened. The autonomy of@als was one of the reform axes:
it has moved on through experiences and logicalmmosed between local initiatives
and authority’s requirements. It was never unansnduut is embodied today in the
new Minister's priorities: setting up directors eftablishments, advisory councils
including students and parents, school projectemtealizing organization of work, a
Priority Teaching Network (“Réseau d’enseignemaindrftaire”) receiving increased
resources and establishing partnerships in pojplgéricts. A redistribution of powers
is well underway in the wake of the reform: rematosmeasure whether school
directions will strengthen the autonomy of teachansl/or the control over their
practices through guidelines and top-down assedsofi¢heir performances (Osborn,
McNess & Broadfoot, 2000; Ball, 2006).

6. A reinforced communication with partners, distigjung between an internally used
language and a language that brings about a hetterstanding in the outside world
and an alliance with parents. We saw how imporgatt difficult it is for schools to
find the right balance between sovereignty and sparency, claiming teachers’
competences and getting the support of people.apsrthis is the reform and reform
meanders’ main lesson: schools involved in the gbadrave intensified contacts with
families, what has driven them to support teach®us.as soon as we leave this close
relationship, as soon as the new organization shioetome widespread, school must
manage to convince other spheres, through discaurtsctual accomplishments. The
ambiguity of school’s success is that it has madeem citizen better informed and
thus less subject to its authority. This may sdeast two strategic problems: moving
on without breaking up, assuming weight of increglsi strong, changing, sometimes
conflicting expectations; informing discussions heitit ignoring common sense, but
confronting it to research results and teacherdleciive expertise. Without it,
regulation by public debate could soon be repldnpedharket regulation, each family
freely choosing his school, rather than conversiiidp others to define a common
ideal (Maroy, 2004).

This last point must not mislead us: it may soocupy first ranks in change management.
If organizing work differently requires a coordiadtseries of innovations — transforming
education’s framework, putting dominant criteriajudtice and performance into question —
we should not expect that passing from annual @sgie multi-year learning cycles will be a
formality which teachers alone could decide for.the Geneva case demonstrates, if this



kind of reform seems to be a revolution, public atebdeteriorates and provokes a reaction;
but if the school calms the game down by restoempblems of strictness and tradition, it

finds itself helpless in front of a problem les$ved than pushed a notch further. As the work
organization is both condition and consequencetledrochanges, it can help us to reflect on
the tension between the stability of school anévislution.

3.2. An observation post

| said at the beginning that some countries areimat hurry to make a selection among
students; that the economic, social and culturalteod seems all the more conducive to
integration because it has a lesser need to fighihat exclusion. It does not mean that we
have nothing to learn — in Central Europe — froor, éxample, Scandinavian or Far East
countries (Valijarvi, Linnakyla, Kupari, Reinikaine Arffman, 2002; Tsuneyoshi, 2001). It
is at first difficult to reform primary level if ®ndary school still divides students into
hierarchical sections on the basis of their numeecformances: the competition is too
stressing for families, this stress too cumberséongéeachers; back-door selection can only
ricochet on previous levels. Useless, secondlytrytdo force destiny in lack of a political
project prevailing for a while upon partisan dieiss: public school becomes the hostage of
ideological debates and circumstantial alliancegckvidiscredit necessarily any call for his
"sanctuarization”, "respect for teachers" or "gobthe children”.

Educational research says that a rigorous buthflexschool work organization can reduce
two major risks of inequality: 1. isolation of serds with lowest performances by whole-
year repetition and/or implementation of separadeks; 2. segregation between schools
recruiting their own public on a fully deregulateducation market (Chappelle & Meuret,
2006). Schools can not do everything, especiallg world that often places power above
knowledge, images and sounds upon texts, runninguocess before ethics of discussion.
But if they want to do their part of the job in peeving culture and the common good, they
can also try to improve,e. to become "more welcoming to students, less héoshhe
weakest ones, more effective and equitable” irr thiays of training (ibid., p. 19 — tr.o.m.). In
other words, they can always try to work bettecluding (re)thinking how their work is
organized (Altrichter, Gather Thurler & Heinricl)G5).

The real challenge lies at the crossroads of thepek political quarrels and best-
established research results. We can not imaginettar observation post to estimate how
French-speaking countries develop education, dddarot) credit their schools, see teachers
(and help them to see themselves) as a trustwgntbfession, owning strong knowledge,
able to progress, to speak and act in a suffigiecinsistent manner to obtain the public
confidence it is asking for. The question is ultiela to revise the bureaucratic model
inherited from the past without weakening schoal sgachers. It requires (1) admitting the
fact that school-year repetition is problematicresearch but a solution for actors (Drealants,
2006), and (2) therefore, gradually instituting wapf grouping students, managing
progression and regulation of learning both reneamd acceptable for parents, high school
teachers and the rest (or at least the larger phtt)e society. The problem is simple to set,
though difficult to resolve, as | tried to show.aftkeaves work to do and to organize, maybe.
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