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Introduction
In many countries educational partners have thatamtio realize professional
development schools. Two decades of pursuing e iof professional development
schools (PDSs) have revealed huge challenges anplexities that are involved in
their realization. We theorize PDSsigsmamically evolving activity systems
(Engestrom, 1987) and as continuing endeagbcsossing institutionally and
epistemologically formed boundaries between schoeécher education,
professionalization and research. The aim of tafgepis to explore th@le that
brokers play as boundary crossprofessionals in PDSs, the challenges these brokers
encounter and how they learn to deal with thosderiges. Two case studies
concerning the development of one and the samevidID§how how a chain of
boundary crossing professionals is at work and tisvinitially promotes the
learning and development of the PDS but in theraigit prevent the growth and
sustainability of such an educational network. \Wggest that the ultimate challenge
for a broker might be the ability to step awayséaure the filamentous growth of the

PDS as a ‘mycorrhizag’

By integrating formal teacher education, teachmgractice, and collaborative
teacher research in schools, educational partiersine built, aimed at continuous
renewal and progress in the teaching professioesdPDS partnerships
simultaneously involve the professional developnwérstudent teachers, teacher
educators, and experienced teachers. Consequleatigaching profession is meant to

1 A metaphor introduced by Engestrom (2008) to pecthe multi-directional and heterogeneous,
symbiotic, mutual, beneficial and exploitative b&meknotworking professionals.
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better serve students’ learning (Neapolitan & Ty09). Ideally, inquiry serves as
the catalyst for developing the PDS organizatioaegpblitan & Tunks, 2009). It has
become clear that PDS partnerships are not eaddpleshed and sustained. A PDS
can be understood as shared activity system. Tiieipating individuals and their
institutions recognize and negotiate its use adreggutional and inter- and
intrapersonal boundaries. With this perspectiveind we discuss the development
of a Dutch PDS partnership followed for five ye@Bsuining & Van den Eijnden,
2011). We examine what has been at stake in thisgrahip looking through the lens
of boundary crossing theory. We examine organiratidevelopment looking at
learning mechanisms and we zoom in on the roleakdys as key actors in the

partnership.

In school year 2010/2011 Bruining & Van den Eijnd2611) did five case studies
looking at the different primary schools in a PD&Swork. They wanted to know how
the schools developed PDSs and what measures Wweuldeded to sustain the
network. The activity system model (Engestrom, 3983s used as a heuristic device
to analyze the different cases. Documents wereael, on three occasions in the
school year PDS activities were videotaped and imggeflective conversations with
the participants were conducted. A cross case sisahowed that in the different
primary schools inertia and frictions occurred ire@r more of the four sub-processes
that Engestrom (1987) distinguishes in activityteyss. They concluded that to
develop and sustain the different primary schosIBRSs, institutional, interpersonal
and intrapersonal learning and boundary crossitigites were recommendable, but
they also saw that there was a flaw in their st@&bhools and not the different levels
in the network were analyzed. Therefore they dettdeeturn to the data. This lead
to two new case studies (Akkerman, Bruining & Vam dEijnden, 2012/2013).
Literature on boundary crossing is specificallyated to analyzing situations in
which there are diverse stakeholders and sociataldral differences at play in
processes of organizational change and collaboralicawing on an emerging strand
of boundary crossing theory (Akkerman & Bakker, 20these two case studies
identify and put the spotlight on the people whe mwost confronted with and active
in bridging diverse stakeholdetbse brokers
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Study 1 (Akkerman et al, 2013) shows how PDS peastrigs can be seen as an
endeavor of boundary crossing that can generateitggprocesses at the
organizational level, interpersonal level and ip&nagonal levels simultaneously. This
study shows how groups were created at differetideof hierarchy in the involved
organizations, revealing what can be referred t@ @sain of brokers establishing
connections both horizontally across, and vertyoaithin the involved organizations.
The centrality of the brokers makes that they tamendary crossing processes on
different levels. Study?(Akkerman et al, 2012) zooms in on the brokerseadral
figures who individually ‘embody’ boundaries andabyses what has been at stake in
this partnership by narrating the perspectivesafain of brokers. The ownership the
brokers develop may lead to boundary crossing &t well as teerritory drift. In
the beginning it may promote the development of cross organinatioetworks, but

in the end it may hinder it.

In the following sections we present PDSs as aarorgtional challenge, we discuss
boundary crossing theory, we present relevanttigslfrom our case studies and we
reflect on the role of brokers and the learning Ima@isms they are engaged in, whilst

building joint professional spaces across diffegianizations.

Professional Development Schools, an organizational challenge
Two decades of pursuing high ambitions and ideaéstablishing professional
development schools have also identified huge ehgéls and complexities that are
involved in their realization. A PDS partnershigisollaborative relationship
between one or more colleges and a school anddtsratlidesigned to renew school
and teacher education programs (Teitel, 1999).CEméral ambitions and ideals of
PDSs, as well as their relevance for all partieslved, have been clear since their
introduction by the Holmes Group in the mid-198dsl(nes Group, 1990). By
integrating formal teacher education, teachingracpce, and collaborative teacher
research in schools, an educational partnershifppeameated which aims at
continuous renewal and progress in the teachiniggsmn. Such a partnership
simultaneously involves the professional developnoéstudent teachers, teacher
educators, and experienced teachers. Consequibretligaching profession is meant

2 Case study 2 was done prior to case study 1 elfutiure we want to re-examine the data of case
study 2 andine tune it in the context of case study 1.
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to better serve students’ learning (Neapolitan &Ksy 2009). Ideally, inquiry serves
as the catalyst for developing the PDS organizgtdeapolitan & Tunks, 2009).
Despite the ambitions of the PDS models, many ehg#s have been reported in the
literature. Scholars have referred to the possaulk of organizational conditions,
such as limited time, difficulties in finding resces and lack of experience amongst
participants in terms of establishing new collatiorss (e.g., Darling-Hammond,
2005). Scholars have also pointed to the more imeddal social and cultural
dimension of establishing PDS partnerships. Intgenizational partnerships require
the bringing together of different parties and,axdingly, alignment of different ideas
and perspectives, ways of talking and doing, a$ agelhe establishment of mutual
trust and respect (Darling-Hammond, 2005; Steind@n, 2008). On the basis of
reviewing 250 PDS studies, Breault and Breault (3@bnclude that PDS
partnerships require organizational change thatdes resources, relationships and
culture. Realizing change in PDS partnerships seeare challenging than realizing
change in a single organization because of thesbvstakeholders involved. Breault
and Breault (2010) suggest that educational reBear@artnerships needs to draw on
organizational theory as a resource for understagnaind studying partnerships. In
line with these authors, we argue that such a #tieat frame is vital if we are to
address what is at the core of the challengesPb& partners encounter and to draw
lessons not only for establishing but also foraingtg PDS partnerships over time.
In the Netherlands initiatives for cooperation betw teacher education institutes and
schools were aimed at defining shared educatiaograms and arranging
internships. In 2005, these initiatives were exéehhly financing the creation of so-
calledacademiqrofessional development schools. An academic B@2School that
combines a training function with a component csiirsj) of highly practice-oriented
research and innovation. As described by Snoekvioehs (2011), the academic
PDS schools have much in common with the concetiteoPDS (Darling-Hammond,
2005; Holmes Group, 1990) and the research-engagesb! (Handscomb &
MacBeath 2003; Sharp, Eames, Sanders, & TomlirXa0B). Academic primary
schools are more specialist and experienced daeweopschools that explicitly
pertain to educational innovation and the professiaation of student teachers and
experienced teachers at work, the conducting @ares within schools acting as the
catalyst. These academic schools typically ainpptied research, with the aim of

solving problems encountered in educational praciad the ultimate goal is to
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improve educational practice itself. Snoek and Mo@®11, p. 820) described the
challenges faced by these partnerships as folldMisen the pilots were first
launched, no concrete guidelines were given on thevwconcept of the academic
training school should be put into practice, whiebant that the schools were free to
flesh this out for themselves. Since research wasaaactivity for most schools,
schools needed to provide answers to such questgonghat is the purpose of the
research to be conducted in the school? Who wiltloot the research in the school?
What is the relationship between training, researotovation and professional
development? What will be the consequences focuttare and structure of the
school and for the qualities that teachers require?

Boundary Crossing Theory
PDS partnerships can be conceptualized as a lagje-affort of crossing boundaries
between different types of professionals as welietsieen various institutions, each
reflecting their own culture and history. Literawn boundary crossing is
specifically devoted to analyzing situations in efhdiverse stakeholders and social
and cultural differences are at play in proces$esganizational change and
collaboration. On the basis of a review of 181 Esiddn boundary crossing,
boundaries have been defined by Akkerman and BgRKdrl, p.133) as
sociocultural differences between practices leadmdiscontinuities in action or
interaction Educational scholars have stressed that boursdameat play in many
working and learning processes (e.g., Engestromge&nim, & Karkkainen, 1995;
Wenger, 1998). For example, students may be cateftonith conflicting
perspectives on subject matter and assignmenthook(East, 2009; Zitter,
Kinkhorst, Simons, & ten Cate, 2009), encountexconcilable differences between
family, peers and school (Phelan, Davidson & C&891), or encounter different
cultural traditions when moving between school adk (Tuomi-Grohn &
Engestrom, 2003). Specifically, in dual teachercation programs, student teachers
often encounter boundaries between the teacheagdu@rogram and the schools in
which they work (Alsup, 2006; Andersson & Anderssa@08; Finlay, 2008;
Gorodetsky & Barak, 2008). Professionals may fam@ldaries between different
practices, particularly when working in or with ethgroups, disciplines or institutions
(e.g., Broekkamp & van Hout-Wolters, 2007; Keros2@08). Several studies showed
how teachers can face boundaries within their @amt (Venkat & Adler, 2008) and
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when working with other teacher teams (Cobb, Malde Silva Lamberg, & Dean,
2003). Akkerman, Bronkhorst and Zitter (2013) shdwree specific boundaries that
can be encountered in projects where scientifieaeh and educational design and
change are combined, and argued how each of thasgces is historically
embedded in different epistemic cultures, adhetongdjfferent ways of thinking and
doing and different quality criteria.

Boundaries, though carrying a negative connotaiidimitation, are not to be
perceived as problematic only. Boundaries can érndpgpundary crossing; that is, they
can triggetefforts of individuals or groups and larger systemas(re)establish
continuity in actions and interactions across praes For example, Kerosuo (2008)
has shown how medical specialists, after beingrootéd with patients’ stories about
the different diagnoses they received from diffétgpes of specialists, started to find
ways to communicate better with one another inoi@l@ddress the patient as one
professional body. In line with this, several leagtheories claim that boundaries are
resources for learning as they compel people tonsder their previous assumptions.
As Wenger (1998) states in his situated learniegmyp boundary crossing of some
community members prevents communities of pradteming too stale. In the
third generation of cultural historical activityeibry on expansive learning
(Engestrom, 2001; Roth & Lee, 2007), it is stredsea collaboration between
different activity systems can lead to meaning mgland transformation of the
intersecting practices.

Reviewing all literature on boundary crossing uB@lL1, Akkerman and Bakker
(2011) found in particular four learning mechanidhm can take place in situations
of boundary crossing. First, boundary crossinglead to a process of mutual
identification whereby the intersecting cultures are (re)definetie light of one
another. In this process, people are concerned(véjtefining the way in which the
intersecting cultures are different from one ano#re how they can legitimately co-
exist. Second, a processaafordinationof both practices can take place in the sense
that means and procedures are sought, allowings#iy@actices to cooperate
efficiently in distributed work. In these casesldgue is established only as far as
necessary to maintain the flow of work. Third, bdary crossing can lead to a
reflectionprocess, which is about mutually defining the défe perspectives that
each intersecting culture can bring, and openrmeteke up others’ perspectives to

look at one’s own practice. Fourth, in a more puoit way, boundary crossing can
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lead to a@ransformationprocess, whereby, often in response to a confriontatith a
certain question or problem, a shared problem sigadefined, on the basis of which
the intersecting cultures are integrated by hybation of perspectives and sometimes
also activities. In contrast with the other threegesses, transformation indicates
changes in practices or even the creation of aindvetween practice.

Drawing on Akkerman & Bakker (2011) we looked at3partnerships as attempts at
boundary crossing that constitute both challengesopportunities for learning
processes. The learning mechanisms might explaat istevoked by boundary
crossing as locally produced forms of learning.rbe® is understood broadly as
developing new ways of doing or new ways of maldgagse of doing. As noted by
Akkerman and Bakker (2011), the four learning madras are not to be seen as
chronological or hierarchical per se (Akkerman, Adal, & Simons, 2012). What
learning mechanism is to be conceived as most réeadins to be a matter of

situation, time and perspective?

TheRole of Brokers
Studying boundary crossing is a multifaceted eroginundertaking, as one inherently
needs to extend the unit of analysis beyond aeidgmain, profession, and/or
institution. What needs to be at the center ofyaigls the dialogical work between
intersecting practices and what is at stake in Biosindary crossing and its learning
potential are often analyzed systemically, thaiserms of the developments which
take place at institutional and interpersonal le@kkerman & Bakker, 2011).
Brokers ‘face the challenge of negotiating and loiming ingredients from different
contexts to achieve hybrid situations’ (Engestrdrale 1995, p. 319). This stands out
most clearly in cases with only one or a few pessiwing the crossing. In social
network theory, brokers have been found to be ogmt in terms of establishing
what Granovetter (1973) called weak ties betwebgrretise loosely connected
systems. In terms of our definition of boundaryssiag, brokers can therefore be
seen as potentially significant in realizing contig in actions and interactions at
interpersonal and institutional level.
Besides their potential significance in boundassing, the experiences of people
who act as brokers plainly illustrate the discaumties they face and how these are
managed. Double participation, both in the tea€ldeication program and in the

school, might seem like ‘juggling’ for student thac because the can face different
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pedagogical values (Alsup, 2006). A study by Fisiret Atkinson-Grosjean (2002)
shows how managers of commercial institutes avatst between industry and
university. On the one hand, they have to builddmes between both worlds. At the
same time, they are held accountable in each vemididnust endure criticism..
Focusing on identity formation of apprentices s vocation, Tanggaard (2007)
characterizes their position at the boundary asahimarginal strangers ‘who sort of
belong and sort of don't’ (p. 460). Akkerman andkBar (2011) summarize the
ambiguous position of brokers as being simultanigansa both/and and neither/nor
situation. On the one hand, they observe the bayrimaaddressing and articulating
meanings and perspectives of various intersectiagtiges. At the same time, these
people move beyond the boundary in that they haueapecified quality of their

own (neither/nor). In terms of identity, this aminayis position calls for theories that
acknowledge the multiplicity of identity on the onand and the continuous striving
of human beings to act as one on the other (Akkerén®leijer, 2011). Though
brokers run the risk of not being accepted (e.dwd&tds, Lunt, & Stamou, 2010),
Jones (2010) found in a historical analysis of lataug-crossing architects that people
can receive appreciation for their innovative fiolehanging established professional
practices in the longer term. As important actarsnovations, however, they have to
be able to take an ambiguous position. What daekét for people to maintain such a
position? Landa (2008) notes that brokering gehecalls for ‘personal fortitude’.
More specifically, it requires people to have dgles with the actors of different
practices, but also self-dialogue between the mhiffeperspectives they are able to
take on (Akkerman, Admiraal, Simons, & Niessen,@08rokering may be seen as a
quality that some people have developed, eg. bayratassing leadership style
(Morse, 2010), boundary-crossing competence (Walkidocon, 2007), and
boundary skills (Fortuin & Bush, 2010).

Two Case Studies
The case studies we discuss here concern thévesgears of a Dutch academic PDS
partnership of five primary schools (part of twogler school boards) and a teachers’
college that participated in the partnership, wiheacher education department and
its research group. The partnership focused onlimgi] developing and sustaining a
collective research practice to improve schoolhesy; teacher education, and

research programs at the same time. We analyzeélh®®DS partnership was
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established in five years, and which successivaileg mechanisms occurred. We
try to typify the partnership activity that waseltted towards establishing continuity
in actions and interactions across the organizat@om organizational units involved.
Specifically in terms of the learning mechanismesked at different levels (study 1)
and looking at the challenges faced by the brofstusly 2).

Case study 1: A chain of brokerslearningto becomea PDS
The research question in the first case studyisch successive learning
mechanisms are evoked in the start-up of a Duteldemic PDS partnership at
institutional, interpersonal and intrapersonal léve
The first author was involved in the partnershiptfee last two years, replacing the
initial Professor of Applied Sciences in the teasheollege. He was responsible for
facilitating the partnership by means of actioresesh. This study relies on all
partnership data gathered during the first fiveryed the partnership. These include
working papers, covenants, strategic documents aiad role descriptions of different
stakeholders in the PDS partnership, brochuresyatan reports, conference
posters, PowerPoint presentations, research repads study reports per school,
reports of all meetings; video recordings of twaetiiegs; video recordings of
seventeen meetings; email communication in betwesegtings and interviews with
brokers. To answer the research question, we coedigontent analysis of all
observed meetings and collected documents and eomaihunication. Content
analyses of the data was conducted by the secdhdratihe results of each step of
analysis were checked, leading on several occatiomvisits of the data and to
elaborations of the resulting findings. A final reive was produced with reference to
different data sources. This content analysis wasaat:
1. lIdentification of: (a) activity aimed at establisginew connections within and
across organizations and organizational unitspel interpersonal relations between
individuals, and (c) new positions of actors essdiald in light of the partnership. This
step resulted in an overview figure of three neaugs crossing the organizations at
different levels of the hierarchy (Figure 1).
2. ldentification of prominent challenges related stablishing and sustaining the
partnership. This step revealed one main and rexcuchallenge (i.e. ‘involvement’)
3. Creating a thick description of what was done asdu$sed in and outside the
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three groups throughout the five years, with mgecsic transcriptions of verbal

(and partly non-verbal) behaviour during: (a) iat#ions (in meetings, email
communication and documents) referring to the neaimcern of ‘involvement’, and

(b) linkages between the three groups, that iswdnein which the interactions within
one group were brought into or became the objedtsaussion in another group.

4. Marking signs of the four different learning mecisams at different levels.

To indicate what the boundary crossing entailecza@med in on what the three main
groups were doing and discussing, and how the graddressed what came to be the
biggest recurrent concern: ensuring that all techied teacher educators became
involved in the PDS concept. This revealed learmmaghanisms at an institutional,
interpersonal and, to a lesser extent, intrapetdeval.

5. Result 1 and 3b. These results revealed how selveriaérs were central in the
partnership. Open coding of interviews with thesakbrs resulted in five consistent
themes.

We first give an overview of the new project grotpst were established for the PDS
partnership across and within organizations, rengal characterization of boundary
crossing and brokers at different layers of hidrgiia the partnership. Finally we

focus on the reflections of the brokers on the PB®nership and their own role in it.

To realize the PDS partnership three collaboragneeips between and within the
involved organizations were created during the fis® years and remain at the time
of writing. Figure 1 gives an overview of how the@geups bring together the
teachers’ college and the schools through diffecenstellations of actors. To begin
with, this visualization implies boundary-crosseifprts in the form of three project
groups involving actors positioned on differentdes/of hierarchy within the schools
and the teachers’ college. Given the hierarchioaltpns of the groups, one would
expect these project groups to have differentifoterms of realizing the PDS
concept. Interestingly, the groups potentiallyeeflall three levels of boundary
crossing: the aims of the groups are to estaldisan institutional level, continuity
across the involved organizations and organizationiss; the groups themselves
reflect new configurations of people requiring #stablishment of interpersonal
relations; and, individually, the group members rhayaffected at an intrapersonal

level or cause intrapersonal mechanisms for othetse organizations.
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Figure 1.Visualization of partnership organizations, boungiarossing activity and

types of actors

Note Blue boxes indicate the organizations involvethimacademic PDS partnership. Gray ovals
indicate the boundary-crossing groups, with the typer ones crossing all five schools and the
teachers’ college, and the lower group crossindehehers’ college and each of the separate schools
White boxes indicate the types of actors partidfggin integrative activity. The arrows indicate
participation of the actors in the groups, witlckharrows indicating a lead position, and dotteddi
indicating 50% of participation in the group.

A second observation from the visualization conseh@ many types of actors
involved. Some actors seem to have been more tegitea that they prepare and
lead the PDS related groups, (the project leallerptofessor and the internal
facilitators). In addition, one can see severabacivho have been participating in not
one but two groups, thereby potentially linking thierent types of activity

vertically. These actors comprise the project leaithe professor from the college, the
internal facilitators, and the teacher researcltatus. The student teacher is another
notable actor, being the only one simultaneousiti@pating in both the teachers’
college (within the teacher education program) wedschool (working as a teacher

and conducting research).

Thepolicy meetings were created as a grouping at the highest levieleo&rchy,
crossing the boards of all of the involved orgatiae and aimed at the strategic
policy and looking after the academic PDS partnprBhancially. The group has
been meeting about four times a year and its aatits comprise: the project leader

Vivian, who chairs the group and prepares the mgstischool board members
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representing two school boards of which the fiienpry schools are part, the director
and workplace learning coordinator from the teagheuiucation department, and the
professor and associate professor from the tedawlesge research group. This
group is held accountable by the Ministry of Ediarator establishing the stipulated
PDS partnership. The group has been extended logetars, with all actors
participating in the broad knowledge community dgrihe fifth year (see dotted lines
in Figure 1). The policy meetings represented itts¢ $teps towards establishing the
PDS project by creating the infrastructure of taetpership. This included converting
intentions into working agreements regarding th&gieation of academic primary
schools, the deployment of staff of the primaryasith and the teachers' college in the
education and research programs, the educatiotrainahg of teachers and teacher
educators for their work in the academic primartyosds, the programmatic planning
of a line of research in the curriculum and theaatton and selection of students. As
regards the further establishment of the partnpnséelf, one broad knowledge
community (BKC) was created as well as a small Kedge community (SKC) in
every school, and a rough sketch of the tasks @led of involved actors was made.
The orientation of the policy meetings can be prteted primarily as efforts at
coordinationon an institutional level.

Thebroad knowledge community (BKC), is a grouping at the upper organizational
level of the schools and teachers’ college, intialmed at PDS policy-making and
implementation within the schools. The group haanlded by the professor of the
teachers’ college, and includes the school direcoad internal facilitators of the
schools, the project leader, the associate prafessbthe three teacher research
educators. In the first two years, the BKC modtlydtioned as an extension of the
policy meetings, focusing on what the BKC grouphe third year retrospectively
formulated as: (1) creating an infrastructure ahaaunication within the network, (2)
developing a curriculum for the academic teachecation program that included
shifting learning processes of student teacherermschools with local supervision,
and (3) determining a method for doing researctesyatically in subsequent steps to
be used in research activities by all schoolsaceording to a model referred to as
‘the collective practice-based research modelritarly to the policy meetings, this
BKC activity initially reflects a focus oooordinationat institutional level. In the

third year of the PDS partnership, the BKC stattethlk more about the content and

structure of research activities that were takilag@ within the schools. It was during
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this year that school A was established and jothegartnership, participating as an
academic primary school from the start.

In each of the five schools, a so-caltadall knowledge community (SKC) was
created in order to plan, discuss and share tleares to be conducted within the
schools by both student teachers and school teaohkethis activity was directly
aimed at integrating educational research, teasthecation, and schooling, one could
argue that the SKCs were key in the PDS concet.gfbup was typically led by the
internal facilitator of the school, and participamtere the teacher research educator
associated with the specific school, the studextiters and the school teachers
involved in the research within the respective sthbhe functioning of the SKC
became object of many discussions in the BKC.

Five actors were identified &lse chain of brokersrelated to school A. The
narratives about the three groups indicate howethesors were very central not only
in terms of their formally recognized positions airing of group meetings, but
also their many one-to-one conversations to prefoarthe meetings, and their efforts
to take information from one group to another. ivieavs were conducted with
Vivian, the project leader; Adéle, the school leaafeschool A; Zita, the internal
facilitator of school A; Ruby, the teacher reseaedhcator connected with school A;
and Leonore, the student teacher who spent hensttip in school A in the fourth
year. The interviews addressed the brokers’ peimepodf the PDS partnership and
what they considered to be their own role in iveRihemes were similar in the five
interviews and relevant for understanding boundaogsing at the intrapersonal level.
First, all brokers referred to the partnership #redr own position in it as having been
challenging. Leonore described that she foundatlehging to connect with other
teachers in doing research and also to connectbearch activities with her own
concerns in the classroom as a new teacher. Zaided how her position as
internal facilitator had been challenging as shettbavork on alignment both within
the SKC in the school and in the BKC across scha@algle pointed to the process of
searching and the frustrations along the way: ‘.u yometimes want to throw your
laptop out of the window.” She also referred teeurrent dilemma she encountered
with respect to participating in the BKC and beagchool leader: ‘The thing is that
in those moments one often faces a dilemma. Thatnesence is very much needed
at school and | know that | can contribute thereilevi have the feeling that | am

wasting my time here [in the meetings of the BK@ju can spend your energy only

13



Therole of brokersin establishing and sustaining a professional development school as an evolving activity system

once. At those moments | say what | think is neadegb forward and try to be
constructive’. On a more general level, Vivianlgpabout her vision of this kind of
educational innovation, and said it inherently ieeplibringing together different
actors and going through struggles and difficubiges which even included people
being angry and crying about the ongoing changesugdh facing difficulties
themselves as well, both Vivian and Ruby refercethe position of the internal
facilitator as being one of the most difficult. émal facilitators are right in the middle
of the whole shift towards an academic culture levhot necessarily having an
academic background themselves. Second, brokess ondess directly talked about
themselves as now owning the concept and wantiegritnue working in or with
schools that had an academic PDS nature. Theyibleddrow they had become
deeply interested and how much can be gained bkimgpm schools with an
academic culture. More explicitly, Leonore and Zaéerred to how much they had
learned from doing research themselves. In tefrfsaming mechanisms evoked by
boundary crossing these comments indicate htrarsformationprocess has been
initiated at an intrapersonal level. At the sameetiin line with what some brokers
said in the meetings, Adéle, Ruby, Zita and Leomdireaid they had been
questioning their own research skills and whethey thad what it takes to conduct or
supervise research activities. These doubts camdrpreted as eeflectionprocess at
an intrapersonal level resulting from the boundayssing activity. Third, in line
with what we identified as a recurrent issue inghservations, documents and
emails, all five brokers pointed to ‘involvemens ene biggest challenge in
establishing but also sustaining the academic Pid®grship. Most prominent was
the issue of how to involve other teachers in tfesl, not only in doing research but
in applying it within their daily work. Both Zitara Leonore emphasized the
importance of focusing on topics in line with thépary processes of teaching and
learning. Vivian, Adéle and Ruby noted that teaadlrcators should also become
more involved with research activities in schéaurth, the brokers referred to their
own deliberate actions to improve involvement dfess. They did so in similar ways.
Adéle described how she delegated the role ofnatdacilitator to Zita, who was one
of the school teachers involved in research. Oasame for this was to increase
ownership amongst the team of school teachersl&lymiRuby described how she
always prepared for the meetings with Zita, butbdehtely gave the floor to Zita and

student teachers during the meetings. In turn, datscribed how she gradually gave
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more responsibility to the student teachers in $seofrchairing parts of the SKC
meetings. Finally, Leonore described how she gathters more involved by
explicitly asking for feedback and expressing tlveincerns in the evaluation. These
actions of handing over responsibility illustrateaha chain of brokers was created
and maintained. Fifth, in relation to this, the kes referred to their own centrality in
the partnership. They all considered the changéardo be positive, yet in order to
sustain the partnership they had to find a wayetoogher teachers and teacher
educators more involved. What seems to be an ihdilemma is that they do not
seem to know how to achieve this without themsefakmg action, thereby
reinforcing their own centrality rather than givifigor to others. This dilemma is
explicitly summarized by Leonore and Ruby. Rubyuaggthat if it were not for the
student teachers, research would probably notgkice. In line with this Leonore
admits that she has been so active in the SKCitlmdifficult to withdraw from it’

and she also feels that she is ‘the one who kegise.’

After the rise of PDS partnerships in many coustriehas become clear that
establishing and sustaining these partnershipseésiaus challenge. The aim of case
study 1 was to understand this challenge. A boyndarssing perspective
acknowledges teacher education, schooling and atadesearch as reflecting
different epistemologically and institutionally gvo practices. Our research question
was:Which successive learning mechanisms are evokibe istart-up of an
academic PDS partnership at institutional, interp@mal and intrapersonal level?
The case study shows different learning mechanisrdgferent phases and at
different levels. The first three years mainly skeovsigns of @oordination
mechanism, taking place at all three levels. Atitiséitutional level, the first step was
building an infrastructure. This infrastructureagtgd initiating policy meetings, the
broad knowledge community (BKC) across schoolsaadhall knowledge
community (SKC) within each school, including astarith specific roles.
Furthermore, one research model was chosen fanwderesearch. The policy
meetings led to the first steps, the BKC furthalized the infrastructure, and the
BKC and SKC then started to realize the stated tomisi on the basis of that
infrastructure. Given the different hierarchicakpmns of these groups (see Figure
1), this order reflects a top-down approach. Topsd@pproaches are very common

in organizational change practices, as managerottend to allow for much
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uncertainty and often approach change technicalllyas a project-based matter
(Boonstra, 2004). At an interpersonal level, theas a similar initial focus on
coordination. The three groups were initially mostcerned with ‘having meetings
together’ as a new configuration of people who eeedd share plans and give
updates on on-going activity. In line with this,eoran see at an intrapersonal level
how the central actors were initially oriented tegmaring the meetings of these
groups and making sure all information was shaidgr this first period of
coordination, the narrative revealsidantificationmechanisnwithin the SKCs in the
five schools. School teachers noted that they digprrceive the research activities as
relevant for their daily work. By stressing thiscbntinuity, they implied a boundary
between research practice and schooling practicenbteworthy that the SKCs
ensured continuity between teacher education aehreh by focusing on the student
teachers as primary researchers and giving theraraipent role in the meetings.
This, however, seemed to reinforce the lack of Ivenment of the school teachers in
doing research. More generally, this suggestsestailishing continuity in one
direction can lead to discontinuity (reinforcinp@undary) in another direction.

The identification within the SKC evokedflectionfrom the third year onwards and
signs oftransformationduring the last 18 months of the project, at leasan
interpersonal and intrapersonal level. The SKQestiato reflect in its evaluations on
how to become more involved as teachers in reseatohty. In parallel with this,

the involvement of school teachers was discuss#teiBKC as a recurrent issue in
the schools. The BKC started to collaborativelyjiom what ‘academic’ means in an
academic PDS partnership. These discussions chamgadbers' understanding of
research. Rather than being about ‘participatingpénrequired technical steps of the
research model’ or ‘joining the SKC meetings,’ @sh was redefined as being about
‘an academic attitude,” about establishing ‘a regeaulture,” and about ‘owning’ the
academic PDS ‘as concept.’ This shifting perspeded the BKC group to define a
research agenda themselves to explore how thisl t@uéstablished. Besides leading
to a transformed understanding of research, thefxtive processes gave rise to
strong relations between the various actors irBKE. This was visible on several
occasions where they acted together. Paralleleettearning mechanisms at an
interpersonal level, reflection and transformaticere notable at an intrapersonal
level. Reflection can be seen in the way brokeagexd to openly question their own

skills in conducting or supervising research. Desgoubting their own research
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skills, they also started to refer to themselvesassformed people. Referring in
meetings to others not owning the concept of acadBl@S, the brokers implied they
came to own the concept themselves. In line with they indicated that they
strongly favored working in an academic PDS rathan a regular school, despite the
frustrations and doubts they had encountered alemgray. Another sign of
transformation can be seen in their reluctancake & more distant position in the
partnership activity. Whereas they seemed to pezdeieir own centrality as
preventing others becoming more involved, they vedse afraid that completely
stepping down would mean the end of the academf &fivity that they had
managed to establish. Altogether, the pattereafiing mechanisms at different
levels can be summarized as in Table 1. This patleows how, after an initial top-
down approach, bottom-up initiatives emerged, isigmvith identification of a
boundary in the SKC that evoked, in the BKC andlfierbrokers individually,
reflection and a transformed perception of whatphenership was about. A
significant catalyst in this context was the chafilbrokers. This chain of brokers not
only worked hard to establish horizontal connediand continuity across
organizations, but also realized vertical connedtiwithin their organizations,
making sure that the way in which the academic BEivity was experienced as
separate from daily schooling was discussed bytdire in the policy meetings. The
importance of a chain of brokers at work as we Is®en in this case is in line with
the value of having webs of people spanning orgaitizal groupings and
infrastructures, as stressed by several scholays Boonstra, 2004; Granovetter,
1973; Stein & Coburn, 2008).

This case also shows the threat to long-term sustt of having chain brokers at
work. It is mainly the brokers who transformed widually and as a group,
collectively owning and embodying the concept thas originally targeted at the
institutional level. For the partnership to realimnsformation at the institutional
level, the chain of brokers appeared to standenahy of others becoming more
involved. The difficulty of stepping down, and therception that they keep the
partnership alive, suggests that thectionof brokers remains very important,
meaning that it is good to have people with prin@gcerns related to the academic
PDS partnership. A chain of brokers learning t@l#DS might invite other people in
the organizations to take on the broker positidtes a time.
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I nstitutional I nter per sonal I ntraper sonal
I dentification 2 (SKC)
Coordination 1 1 (Policy meetings, BKC and SKC) 1 (broker)
Reflection 3 (SKC and BKC) 3 (brokers)
Transformation | (only externally)| 4 (BKC) 4 (brokers)

Note The number in the cell refers to the chronolofjshis process at the respective level. Text in
brackets indicates to which group (interpersonalleor type of actor (intrapersonal level) the gass
applied.

Table 1.Successive learning mechanisms at multiple lemedsDutch academic PDS

partnership

Casestudy 2: Thelifeof brokersin a PDS
In our first case study, we found that five typébmkers played a central role in
establishing continuity in actions and interactibosh vertically within organizations
and horizontally across organizations. In our sdamase study we focused on these
five types of brokers who individually ‘embody’ badaries and we analyzed what
has been at stake in this partnership by narrétiegerspectives of a chain of
brokers. We expected that their perspective wollitdvaus to identify and discuss
constitutive elements for establishing and sustgisi PDS partnership. Considering
their perspective on the work that they do: Whahesr personal and professional
background is in relation to their current posi#dVhat boundary-crossing actions in
the PDS partnership do they report? What do thegider to be the challenges and
achievements in establishing and sustaining the pad@®ership?
We conducted interviews with five of these brokiererder to include their self-
perceived role to complement our observationsrdieioto examine the positions and
perspectives of the brokers in more detail. We asetethod to explore lived
experiences through biographical narrative intevgi@/NVengraf, 2011). We asked the
interviewees to talk about their career, aboutrteeperiences as a member of the
PDS partnership and about the development of the padtnership. The interviews
were recorded on tape and were transcribed verb@tanscriptions of the interviews
were presented to the interviewees for correctrah\alidation. To answer the three
research questions, we conducted content analfy8ie interviews, respectively

selecting all quotes relating to the history thayrate as preceding this particular
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position in the PDS partnership, all quotes reffigrito linkages they created or acted
upon between one group of people and another, lagdaes referring to their
evaluation of the challenges and achievementsdroéthe PDS partnership. The
content analysis was conducted separately by tessarchers, and discussed until
full agreement was reached about the selected sjuote

The results show that:

1. The group of brokers can be conceived dsain, representing different
hierarchical positions related to the PDS actigiieound one school in particular.
Each broker interacts most with the brokers whooaeestep higher and lower in the
PDS hierarchy than one’s own position.

2. All brokers describa deep interest in education, but also an explicit interest in
academic schools as opposed to other schools leeoatie educational innovation
these schools aim for. Student teacher Leonoreetaliely chose to work in an
academic training school as she considered thigsigue experience’. Teacher Zita
immediately took the opportunity to work as an ing facilitator in the academic
primary school as she knew this was ‘the perfemtgfor her’. School director,
Adéle, described her long-term interest in innoxaatchools. Similarly, Ruby had
been concerned with educational innovation durieigdareer as teacher educator and
her intentions to contribute to school developnignineans of research led her to
participate more actively in the PDS partnershipe project leader Vivian, described
how she perceived the collaboration with the offadools and the teacher college as
the basis for educational innovation. She streksgdshe always liked to collaborate
with other parties, particularly when they were imothe same field or professional
position. The explicit motivation of the brokers ducational innovation explains
their active role in pursuing the PDS concept.

3. Each of the brokers has begpi@neer in other situations, including professional
positions. For example, Leonore had been activedweral years in the student
committee of the teacher training college. Zitajatly a school teacher, wanted more
and worked as educational researcher and traiadrhér own advisory company
besides her teaching profession for several yaadsstarted a master’s program in
special needs education. Adele described how gbgeshmeeting people from very
different fields during her master’s. She emphaksizer enthusiasm for the pioneer
group in which she worked earlier at another schaltdwing her ‘to push your

boundaries and think out of the box’. She relakesl b her parents, ‘who always
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emphasized how change begins with oneself andhaiting a vision . . . and guts’.
Ruby, initially and currently a teacher educatolioived a master’s in educational
sciences and worked for several years as an edonahtidvisor. Vivian worked as a
school director and as an educational policy makéore her current role as project
leader of the PDS partnership. During her curr@sitpn, she started with a master’s
in educational sciences. Most also referred togeoing in life more generally,
referring to the way they liked challenges and da@omething new. Their life stories
seem to support this, indicating, for example, oy travelled around the world,
participated in committees, followed education aladng already established
professional careers (e.g., Adele finished a masteculture, organization and
management; Vivian got herself an entrepreneupkdia; Ruby followed theatre
education).

4. All the brokers describd@oundary crossing actions. Leonore tells how she

initially started conducting her research with thea theoretical theme related to the
role of core concepts in education and multiplelligences. She experienced that this
topic did not connect to the needs of the teadnesshool. For this reason, she asked
teachers about their concerns and they collab@igtoecided to change the research
topic to the pedagogical climate. She denoted Hoay supported by two other student
teachers, took the lead in the small knowledgdeciithey were the ones who
initiated and coordinated the meetings and offéhednput regarding the research
that she and her peers conducted in the schoolsdlml teachers in the small
knowledge circle provided useful feedback. Accogdim Leonore, Zita, the internal
facilitator was involved in preparing the meetinigst with some more distance
towards the content of the research. Whereas Leatmrssed her role in coordinating
the meetings and aligning the different concernslegns of the research topic and
content, Zita perceived her role as stimulatingselool teachers to be active and
reflective in the group. She tried to ‘more or l&sge the teachers to slow down and
reflect’. She argues that teachers are pragmatipleewho often come up with
solutions very quickly. She stimulated active gapgtion by involving the school
teachers in preparing data collection during thetings: ‘Last year | learned to
involve colleagues in the research that was corduoy giving them an active role in
the knowledge meetings, preparing interviews, aedtig observation instruments
and such’. Adele’s stories reveal her efforts iidlding people in her position as

school director. She recently offered a job to ohthe student teachers to stay within
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the school. She emphasized the importance of thiénc@tion of research activities
between student teachers in subsequent years.e8berdtely attracted one of the
school teachers to fulfil the role of internal féation instead of continuing doing this
herself. Initially, school directors were meantdoilitate the teacher education and
research activities in the school, but with ‘onelef team members’ having this role
‘the team is much more involved'. She had cleaasdabout how to sustain the PDS
partnership in the future and she maintained comtéh the teacher college to
discuss her ideas. Rulyffilled a broker position at the teacher colleBesides
educating and coaching student teachers, sheipatéd in the knowledge circle of
school A. She described her frequent contact witid & follows: “Together with Zita
| search for ways of working to involve as manyctesxrs as possible in our research
program. We invite the teachers to be more critiglgl focus lies on the preparation,
asking Zita questions in advance. In the team meegti take a more distant and
observing stance. | enjoy seeing how Zita developer role and how, especially last
year, the student teachers had a central and pingeele in the group’. This
indicates how Ruby, in supporting Zita, is actimgreparing the meetings and
stimulating other school teachers, yet takes sastartte during the meetings. Her
observation that student teachers had a centrdigros the group is in line with
what Leonore experienced, though Leonore may naiNzge that Ruby was
deliberately more distant in the group. Tgreject leaderYivian, described how she
initially, in her former position as school diregtwas involved in trying to get the
funding for her school to participate in the parstgp. By means of writing
educational policy texts she had to convince pai@kers to invest in their school.
But she also had to convince teachers within theaoof the value of bringing in
young student teachers who start doing researttteinschooling practice. She
referred to incidents of employees coming to henrdoeing angry and crying about
the ongoing changes. Through the meetings of thader knowledge circle in the
PDS partnership, she learned to listen to and stated the internal facilitators in the
different schools who, according to her, were fasét the challenge of facilitating
the educational research of the student teachénsutielaborate expertise in doing
research. Though not referring to specific boundaogsing actions, Vivian told
about her vision of this kind of educational innbea, and the way these, according

to her, inherently require bringing together di#fier actors and going through
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struggles and difficult phases. She emphasizedgemple can be opposing when

existing routines are being changed.

Challenges and achievementsin establishing and sustaining the PDS partner ship
The interviews testify how each of the brokers g§igsia complementary perspective to
the challenges and achievement in and of the PtSguahip.

Leonore found it challenging to work on concepmatstions in research that were
not always related to her own concerns as a bagirteacher. During the first half
year she realized the extra efforts it took to wiarkhis kind of academic training
school. During the first period she had doubts &beu abilities, questioned whether
it was the right place for her to work, but at #aene time started to wonder whether
the academic training school was a viable con&p. became more positive about
the PDS concept and her contribution to it whenstged to connect research more
closely to the concerns faced by herself and byther teachers. Additionally, taking
a more active role allowed her to take more coranal to develop her own ideas
about teaching and research. She also perceivedlhas ‘the one who keeps it
alive’.

Zita was positive about the way their school haeettgped in light of the PDS
partnership, though she perceived what had beaevacthwas just a first step in the
right direction. She explained that the participatof teachers in the meetings had
increased since the beginning and that one wonkpgod teachers had started to
conduct follow-up research. She described how sieeamazed about the current
status, given that the PDS concept was ‘messysdt fivhereas now there was ‘more
structure and balance in what is being done irptrenership’. Personally, she had
become aware of how much can be gained by doirgrels. Being an expert on
visual thinking she always noticed many things als, yet she could not always
explicate what it was. By the research that waslgoted, she learned to explicate
more and to relate observations to scientific intsg@bout learning difficulties. She
also realized that research is all about formutgtiery precisely what your question
is and then considering the appropriate instrumienémswer this question. It was
very valuable for her to learn by the feedbackr&eeived in the partnership
meetings, especially when it concerned involvirfieoteachers more in the research
that was being conducted. Still, she felt inadegudien it came to doing research,

despite her finishing a master’s. Zita believed thperson can adequately supervise
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student teachers only when one has conducted obseian or herself on a frequent
basis. For the future she hoped that others wawdge more in research. On a
partnership or network level, she saw opportunitiesonduct collaborative research
on a larger scale, and she thought it was veryadduto systematically reflect on the
PDS partnership itself as well. She emphasizednbia¢verything has to be studied
and that the themes that are picked up in reseemeti to relate closely to the
concerns of teachers and the primary process dhitegand learning in order for
research to have actual effects in education. ©nditon for such a future is that the
school teachers were also facilitated in time hst they could not only participate in
the meetings about research, but also could takterpeonducting it.

Adéle was very explicit about the challenges thatdchool and she in her role as
school director encountered. The moment that theddstarted participating in the
partnership was ‘very intense’, also because sdrittfeemther schools already started
with this initiative two years earlier. Being betljrshe also perceived it as a battle. At
the same time, she realized the surplus valuerandrtrichment of working with the
PDS concept, despite the extra efforts that itirequLooking back, she thought that
they did a good job as a school in deciding thateakhers were to be part of the
knowledge circle: ‘If | compare us to other schaalshe partnership, | think we do a
good job’. After one year of participation, sheinetl herself saying that ‘they did it'.
For her, it was a crucial step to assign a teaab@nternal facilitator rather than
taking on this responsibility herself. This allowedre involvement in but also
ownership of the concept by the team. She appegtiae school partnership at the
same time however, she acknowledged the contincloalienges that they faced in
the partnership. She explained that specific mosienivhich she got irritated were
those during which they did not realize the desinéensity and achievements during
the meetings, while all participating (school dtaes, project coordinator) were
expensive people. This often led her to personahtnas. Adéle was positive about
the future, stressing that everyone had to holtbdhe initial vision of the PDS
concept which, according to her, is about learng@aghers who are able to make sure
that pupils learn better. She argued that full @odinent would require a lot of time:
‘Only after eight years one can evaluate whethehawee managedtodoit. .. we
cannot yet say this’. One important condition fastfuture realization is that they
will draw teacher educators into the school practmarticularly the school mentor of

the student teachers who, according to her, caasaatiditional knowledge broker.
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This is currently not the case and she alreadgtbbout this with the head of the
teacher education department.

Rubyappreciated what is happening in school A, sinceeathers were expected to
take part in the research activities. Yet she edtitow the teachers struggled with
finding time to really take part in conducting rassh. Currently, the teachers still
followed research from a distance. She argued ifhiatyere not for the student
teachers, the research would probably not be aoedinThe partnership meetings
were valuable, according to Ruby, since they wegstesnatically reflecting and
analyzing with the research group of the collegatwias going on within the schools
and their knowledge circles. At the same time,aigeied that this had not yet led to
intervention strategies within the schools, noow#d her to become more capable in
doing research. Both these aspects were her iaitizd when starting to participate in
the partnership. For sustainment of the PDS pastigishe wanted to take a next step
together with the students. She referred to thearek model that was being used by
all schools, but emphasized that the researchreéhiat on this model was still tricky.
Her intention was to deepen the theoretical framkwbdthe research that was being
conducted and the improvement of valid and reliad&uments. Also she saw how
there was something to gain in what were the ssaia@s and reflecting on this with
teachers. The reason she said so was that thetimpaducational innovation is still
limited, which is the final intention of the PDSrpeership. She conceived the current
status as a critical moment. A condition for sustent within schools was more
involvement of the teachers in research: ‘A momared role of teachers in research is
desirable in order to really maintain that one readized a research culture at school'.
A condition for sustainment she pointed at on thernership level was taking a
critical attitude towards one another and to exgicuestion what was needed to
realize the initial ambitions.

Vivian emphasized the struggle that the whole ped®d required, but also that this
was to be seen as a natural aspect of school itinov&he denoted that schools have
to get used to having young people working andglogsearch in educational
practice. After two years, the PDS project statteldad to actual changes in practice.
According to her, one central step that made tbssible was the introduction of a
research model referred to as CPR, an abbrevifiionollective practice-based
research’. This model forced schools to stick pdaam, maintain quality, but also led

to involvement of more people than only the studeathers. On the partnership level
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Vivian noticed how the policy makers started tovdtmck somewhat from the PDS
initiative and did not talk about it anymore apfaject’. She considered this a sign of
more ownership by the schools. She was positivetabe collaboration between the
school leaders of the five schools and the teaetiecators who were part of this
project. Nonetheless, there were several groupgaple who she thought still
‘wrestled’ and showed some ‘shyness’ regardingdisearch that was conducted in
schools. She saw how teachers preferred doing aveltb get used to opening up for
new insights from the outside, but she was condribat by experiencing the results
they now started to appreciate it. The internallifators especially faced the
difficulty of having to facilitate and supervisaident teachers in doing research
without necessarily having research experienceaarihg themselves. Vivian made
clear that sustainment of the PDS partnership waatger of concern as it also
required future efforts. She explained how scheaksly fall back into previous
routines. In describing what was needed, she exfdo persistence by the various
brokers (referring to the student teachers, trermai facilitators, the teacher
educators and the school leaders) in getting ewergn board in the process. She
argued that the teachers in the schools as wétleat®achers educators should be
more involved in the research that was being cotedu@side from paying attention
to this process, she hoped that there would be attertion for the content of the
research that was being done, and for the reqidtsiew insights and changes in
practice can have on pupils.

In this second case study we zoomed in on the bs@secentral figures who
individually ‘embody’ boundaries. To understand #pecific role of brokers, we have
analyzed the position and perspective of a chafiveforokers in a PDS partnership.
The brokers had two things in common with respectheir personal background.
First, they described a deep and early interestlutation and in educational
innovation more specifically. Hence they were sgtgnmotivated to realize the PDS
ambitions that were formulated for the partnersBigcond, they all reported earlier
instances of broker positions in other life anceearsituations, and sometimes
explicitly denoted the joy they found in new chaljes that were related to that. This
suggests that their current broker position wasanmincidence as it followed
logically from certain experience and motivation i@ing in this position. It is of

interest to study in more detail and on a largatesthe specific ways in which
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brokers come to be brokers, determining what (selfection and professional
trajectories and learning processes have precéeadobsition and what brokering
gualities they have developed through time. Ouosécesearch question was what
boundary-crossing actions they reported in retrospaly describing the PDS
partnership. The actions described by brokers @enobw they conducted explicit
‘bridging’ work in the sense of connecting or aliggdifferent groups of actors and
institutions. On the one end, we can see how tigest teacher is able to bridge
teacher education, research and educational inieoMay means of focusing the
research project on the concerns that the teashars. On the other end, we see how
the project leader is able to bridge teacher etutatesearch and educational
innovation by writing policy texts, arranging fundi expressing the larger vision,
and listening to and acknowledging the frustratithrad people have during the
change process. In this way, each type of brokamsedo contribute to boundary
crossing at different levels of formal organizatibat all appear relevant and
complementary for putting the PDS concept into focac Our third question was
about the way in which brokers evaluated the chglls and achievements in
establishing and sustaining the partnership. Therted achievements and challenges
can be interpreted in terms of all four learningchenisms, identification,
coordination, reflection and transformation, whathseem to relate to realizing a
research culture. First of all, the partnershipree® have led to one type of
identificationprocess within the partnership. Both Adele andyRepplicitly defined
school A as different from the other schools inpletnership, based on the fact that,
in school A, all teachers, instead of only a fewrevinvolved with the research
activities because they were part of the knowledgge within schools. They
perceived this broader participation as importanifiaking research part of the
practice within schools. Second, the PDS partnprsééms to have led to a
coordinationprocess when it comes to the research approacpranddure. Several
brokers refer to the collective practice-basedarsemodel (CPR) as the shared
procedure throughout the partnership. Vivian argheatithe implementation of this
research model had been a critical step towardblestting a research culture. The
model seemed to be seen as a form of quality mant® in research by ‘ensuring
that’ the steps in the research process were ‘pisofaken’. Interestingly, the CPR
model is not perceived by everyone as being thedigolution per se. The teacher

educator questioned whether the current researdd be based on other models, and
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related more to theory and reliable instrumentg &lgued that it is good for
sustainability if the partnership is also willingrteconsider and discuss these
guestions. Thirdreflectionprocesses can be recognized in the referencdis of a
brokers to defining and learning to take on a neteperspective. The brokers
pointed to various aspects of a research perspgeactiteaching practice. For example,
Leonore and Ruby pointed to the importance of cotimg research topics to actual
concerns of the teachers and Zita argued thateanrds approach is all about
formulating questions very precisely. Simultanepugie brokers suggested that
taking on a research perspective is not at alleagtnl completely. As Vivian observed
more generally, there is a ‘shyness’ and inexpeaeamongst teachers and internal
facilitators regarding the conduct of research tlwedneed to focus more on the
content of the research and the results for pulpiléne with this, Zita saw how she
was still in the process of learning about doirggeech, which she considered
awkward because she was expected to supervisestedehers in their research.
Also, Ruby referred to the next step being the oigion of more training in
research and reflecting together with teachersaanresearch can improve schooling.
Fourth, we also recognizeansformationprocesses in the retrospective accounts of
the brokers. All brokers suggested that profourahgles have occurred in practice
and that schools developed a new identity. For @anstudent Leonore saw
contrasts between the academic primary school aadudar school. Whereas
teachers in a regular school tend to be focuseti@nown practices and routines, she
felt that the teachers in the academic primary slshkept an eye for different
perspectives and that the teacher educator plays@ortant role in this. Similarly,
the PDS coordinator Vivian referred to the change/hat began as a project has
since become part of the way schools define themasels an academic primary
school. Despite achievements in the transformatfathools, all brokers made clear
that the ongoing change must not be taken for gdaand that sustainment required
continuous efforts. The internal facilitator Zitated that what has been achieved
after all these years was good, but was just anbéwl. A consistent point made by
the brokers was the need to get more people indatvéhe PDS process and
activities. There was especially a need for movelvrement by teachers and by
teacher educators who initially were not assigiediot research themselves.
Noteworthy is how Leonore did not want to step bfrokn the knowledge circle in
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school because she felt that she ‘keeps it aliMas indicates that an essential step

that now needs to be made is that the brokers #lgessare able to step down.

To sum up: PDS partnerships seems to have madetampachievements but,
according to the brokers, continuous work is resplitio realize all its ambitions. The
role of the brokers appears to be central in tiheeaements of PDSs. Besides
reporting about their bridging actions, they alsodpforward a passionate and broad
overview of the PDS activities. The brokers repoiterms of what they observe in
the PDS partnership at the institutional, the ¢esonal level and the intrapersonal
level, with respect to what are their doubts andtwhey have learned through
working with and in between the different PDS parsn As valuable as these brokers
appear for the achievements that have been mafde, sbey consistently refer to the
need for more involvement of others in order tdizeaa research culture throughout
the schools and sustain the PDS partnership ifuthee. Based on this case, we
hypothesize that brokers are initially significactors in bridging diverse
stakeholders, yet their centrality needs to beaedun the longer term in order for
others to become more involved in bridging actatiTo sustain a PDS partnership,
we suspect that it is important that brokers plass tole to others. The ultimate
challenge for a broker might be the ability to st&my, to secure the filamentous

growth of the PDS as a ‘mycorrhizae’.
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