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The predictions are that two thirds of the world population will live in cities by the
middle of this century. The distribution of people across urban and rural spaces differs
across the regions of the globe, but the trend is for living to become ever more
metrocentric, with urban life as normalcy. Working against the grain, communities in
peripheral places, those far from urban centres, educate and bring up the next
generation through schooling that is very often provided in ways that reflect place-
based realities. Topology and topography shape education in positive and negative ways
in peripheral places. This abstract discusses small schools with multi/mixed grade
provision in peripheral contexts and focuses on the opportunities for rethinking
inclusion that these specific conditions allow.

Peripherality is associated with a range of locations. Geographical areas that are
hard to access owing to the terrain can be termed peripheral. Similarly, the regions that
are mountainous, comprise an archipelago or are coastal maybe seen as peripheral
(Hirshberg et al., 2023). In contrast, in Australia for example, peripherality applies to
the inaccessible centre of the landmass. In terms of education, peripherality relates to
contexts that are outside of the usual conditions familiar to state or national ministries
and departments of education (Gristy et al., 2020). Schools that meet
nationally/federally determined classifications of peripherality, are referred to more
generally as isolated or remote, thereby emphasising the ways in which they fall outside
expected metrocentric norms.

A school in such remote or isolated circumstances is demarked by some typical
features and practices but each has its own history and neighbourhood, so attempts to
homogenise should be avoided. The school often is an asset in the local setting, being
looked on with fondness and seen as forming the heart of the village. It provides a focus
for local activities and building a sense of community as families relate to the space as
somewhere where memories have been made by generations of residents. There are rich
opportunities for drawing on the natural environment and local cultural heritages to
enhance teaching (Gruenewald and Smith, 2008). Moreover, in such circumstances, the
small number of children on roll encourages close relationships to form with the
teachers getting to know families and their children as individuals, while the pupils get
to play with all their peers in the school.

The school as the heart of the village is not without challenges. Notably, the
settlements in which these schools operate have small populations, which might be
decreasing through outmigration to cities or, alternatively, experiencing a rapidly
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diversifying small population as migrants arrive for specific purposes such as
employment in primary extractive industries (fish processing or forestry) or where
connectivity permits, for remote online work as part of the knowledge economy (Villa,
Andrews and Solstad, 2021). Another common denominator is the landscape, which is
not only challenging for travellers, but which lacks many attributes and hinders lifestyle
choices associated with urban or peri-urban living. While this might have impacts on
the children and young people growing up in these communities, for the school, it raises
the well-documented challenge of staff recruitment (Parfitt and Read, 2023), even if
there is an extremely limited staff body comprising just one or two teachers. Having a
handful of children on roll, despite potentially fostering a sense of community, is the
Achillies heal of the small school, particularly for elementary or primary years. This
leads central governmental departments to combine year groups or shut down a school
entirely. Arguments citing the inefficiencies, unsustainable costs and administrative
burdens of keeping a school with (very) few children open, as well as those highlighting
the potentially limited curricula that an isolated, lone teacher can deliver, have,
unfortunately, resulted in the consolidation of many small schools.

The phenomenon of the small school is not to be written off as an unwelcome
expensive anomaly in the metrocentric economy of education systems. Where chosen as
a way forward, the multi/mixed grade small school organisation is ‘a space in which to
experience learning pathways based on the unity and cross-sectoral content of
knowledge’ (INDIRE, n.d.). Indeed, mixed grade provision is recognised in many
countries in the global north and south as commonplace for managing the circumstances
of a school community. We contend that there are fresh perspectives and practical
avenues to be explored when we draw on the experiences of small schools, as these are
where multi/ mixed grade teaching is commonly pursued in Europe. The rationales
behind mixed grade provision embrace pedagogical motivations as well as the drive to
manage financial imperatives (Cornish, 2010). Regardless, the mixed grade offers an
inherently inclusive setting, one where age is not used as the yardstick to segregate
children on grounds that are considered unnatural for the rest of society (i.e. separating
people by age cohort/date of birth).

To date, inclusion in schools has largely developed around respecting and making
reasonable adjustments centred on individuals’ protected characteristics. Slee (2014)
has challenged education systems for still being based on the systematic othering of
those who do not fit in to some predetermined criteria around which neo-liberal
education is focussed. This, it is contended, is clearly seen in the teaching and isolating
practices applied to children and young people labelled as having special educational
needs or disabilities (SEND). While the provision of ‘Special Schools’ is deemed
inappropriate, equally, inclusion in neighbourhood schools is still shown to be geared
toward othering, separation and exclusion of children who pose a risk. This is in spite of
the widespread dissemination of education policies dressed up as inclusive: apparently
espousing the promotion of equality and diversity. As Slee goes on to explain, it is the
entrenched ‘ethic of competitive individualism that drives the formation of [such]
education policies and practices’ (2014:7) that serve to disenfranchise. The rich
possibilities associated with mixed grade provision do not directly address inclusion in
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terms of the experiences of specific groups of diverse and/or disadvantaged pupils.
Instead, its potentials concern wider, fundamental questions about the nature of
inclusion relating to all children, as well as adults, seeking to belong to their school
through participating in an energised purposeful community.

Regrettably, even when circumstances in small schools could encourage fully
fledged mixed grade experiences, the legacy of delivering lessons segregated by age, is
often apparent. These emerge in practices of differentiation, accommodations or
adaptive teaching that are introduced when staff are unsuccessfully trying to mimic
lessons devised for age-homogenous settings. In these lessons, the few children in the
classroom are segregated and some instructed individually while the others have to
make do, studying alone on their pre-set tasks. The full possibilities of mixed grade
teaching are only realised when the teachers and their education leadership are prepared
to think differently, let children assemble as one body and put their voices and talents
forward in collaboration. That is, sometimes the oldest are guiding classmates and at
other times, these classmates take the initiative, while the adult/teacher works hard to
facilitate the creation of collective knowledge (Bjeru, 2023).

The ethic at work in the mixed grade small school scenario is that of inclusion:
inclusion that treats and respects individuals as whole people. Herein, differences and
similarities are employed to foster an education built on a shared purpose, rather than
on competitive individualism (Simon, 1977). This democratic form of learning is the
key lesson to be learnt. The small school is an asset in establishing an inclusive
comprehensive future for education.
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BUKOPUCTAHHA METOAOJOI'TYHUX NPUHIAIIIB
B ICTOPUKO-IIEJATOI'TYHOMY JOCJILIKEHHI

T'oroas H. B.

O0OKMOp neodazo2iuHux HayK, 0oyeHm, 3a8ioysay Kageopu
VKPAiHCbKOI MOGU, limepamypu ma MemoouKu HaguaHHs
Inyxiecbroeo HayionarbHo2o nedazociunozo
yrigepcumemy imeni Onexcanopa J{oedxcenka

B icTopuko-mienarorivyHoMy JOCIHIIKEHHI BaXKJIMBHUM € BUKOPHCTaHHS KOMILIEKCY
B33a€MOIIOB’I3aHIX METOJIOJIOTIYHNX MPHHIMIIB, CIIPIMOBAHUX HAa BHBUCHHS Ta aHANI3
TEOPETHYHOI U TEOPETHKO-METOMMYHOI CIAJIIMHNA BUAATHUX YYCHHX, YYHUTENiB-
CIIOBECHHKIB, HAyKOBHX TIpallb IOCHIIHUKIB 3 ICTOpii MENarorikk, METOIUKH,
HOPMAaTHBHUX JOKYMEHTIB TOIIO. MeETONO0NOTiYHI NPUHINON BHUKOHYIOTH pOJIb
HOpPMATHBIB, TPHUNNCIB, SKi PErIaMEeHTYIOTh NPOLEAYPY OOTPYHTYBaHHS iCTOPHKO-
MIeIarori9HOl MPOOIEMH.

[cHYIOTh pi3HI HAayKOBI MOIVISAM HAa CYKYIHICTh METOMOJIOTIYHMX HPUHIHUIIIB
icTopuko-tieaaroriyaoro nociimkenns. Tak, O. Anamenko, B. Kypuno, €. Xpukos 10
HHX 3apaxOBYIOTh TaKi: — PUHIIUIT 00’ €KTUBHOCTI, SIKWil BUMAra€ HayKOBOT'O OOTPYHTYBaHHS
BUXIZIHUX TOJIOXEHb, BUKIIOYEHHS CyO’€KTHBI3MY B OIIHII ICTOPUYHUX (aKTiB; —
MIPUHIUI MOYJIMBOCTI BIATBOPEHHS PE3YJIbTATIB JOCIIKCHHS; — IPUHIIMIT TOE€THAHHS
LITICHOTO Ta aCTIEKTHOTO MJXO/IB 0 aHAi3y MPOIECIB PO3BUTKY IEIaroriyHOl HAYKH;
— NPHUHIMI PYXy BiJ ONHCY /A0 MOSICHEHHs, a BiJl HHOIO — /IO NPOTHO3YBaHHS; —
STHYHHUI TPUHINII, 0 Tepeadadae BilMOBINANBHICTh JOCTIIHUKA 32 aIeKBaTHICTH i
rITHOUHY aHalli3y, KOPEKTHICTh KpUTHKH [5, ¢. 148-150].

Ha nmymxy JI. FonyOHHYOi, OCHOBHHMH Ta HEBiJ €MHUMH HPUHIIHIIAMHI
icTopiorpadigHoro BHBUYEHHS ICTOPii MENArorikKk € Taki: iCTOPH3M, CHCTEMHICTB,
00’ €KTHBHICTb, YCEOIUHICTh, CIAJJKOEMHICTB [3].

B icTopuko-Irie1aroriuHoMy JOCIIPKEHHI, Ha HAIIl TOTJISI, BAPTO BUKOPHCTATH TaKi
METOJOJIOTIYHI ~ MPUHIMOHN: ICTOPU3MY, €IHOCTI JIOTIYHOTO Ta 1CTOPUYHOTrO,
JIaJICKTUYHUHN, CUCTEMHOCTI, 00 €KTHBHOCTI, XPOHOJIOTIYHHH, YCeOIYHOCTI, CYTTEBOTO
aHaizy, HacTyImHocTi (cnaakoemMHocri) [1; 2].

YpaxoByrOUd CHPSIMOBAHICTh 1CTOPUKO-IIEAArOTiYHOIO JOCTIDKCHHS Ha aHaji3
OCBITHIX ()EHOMEHIB MHHYJIOTO, IIEPLIIOYEPrOBUM CTa€ TNPHHIUI ICIMOPUMY,
JOTPUMaHHS SIKOTO JJ03BOJISIE IPOCTEXKHUTH IEPCIEKTUBHICTh y JOCTIJDKEHHI icTopil
nenaroriky. CyTHICTb 03Ha4€HOTO NPHHIMUITY TIOJISITAE B TOMY, 110 Oyb-sIKE ICTOpHYHE
SIBUIIE Ma€ pPO3IJLIATHCS B PO3BUTKY Ha T (PAKTOpiB, IO HOTO 3YMOBIIOIOTH.
[MpuHumn icropusmy nepenbayae BUBYEHHS CYy4acHOTO CTaHy MPEAMETa JIOCHIKEHHS,
3MIMCHEHHS! PEKOHCTPYKIIT MHHYJIOIO Ta OKpECIECHHS MalOyTHBOTO, IPOrHO3YBaHHS
TEeHJEHITIl pO3BUTKY.

23



