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ABSTRACT

In this narrative of my setudy action research into my priaetl describe and

explain my living theory of caring pedagogical practice as | claim to know my own
educational development (Whitehead 1989a) in relation to teaching children to realise
their capacity to think critically, within a context of a new scheilgr of educational
practice (Boyer 1990). | claim that as | researched dialogical pedagogies that would
support my aims of encouraging children to be critical thinkers, | also
reconceptualised my own identity as a critical thinker and began to challenge
dominant orthodoxies that have traditionally determined who is seen as a knower in a
primary classroom and who is seen as an educational researcher.

| articulate how my ontological values of care, freedom and justice in relation to
others were transformedrough their emergence into the living standards of

judgment by which | evaluated the educational influence in learning of my developing
dialogical practice.

| claim that | have generated a personal living educational theory about teaching
childrentobe critical thinkers that i s grounded
6havingé (Fromm 1979), and this stands as
my field. | explain how | experienced a dissonance between my values and my

practice that led me tritique dominant didactic norms as located in an abstract
concept of a generalised 00therd6, whereas
idea of relationships with real, concrete others (Benhabib 1987). | explain the

significance of my research, gruded in my multimedia evidence base, for my own

educational development, for my institution, and for the wider educational research
community, as | clarify the developmental processes of my capacity to theorise my

practice.
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Introduction and Overview

Outlining the main ideas of my thesis

This thesis is my research story. It is the narrative account of mgtsdif action
research as | deliberately transformed myself from being a propositional thinker into a
critical thinker. It is therefore a story ofynown epistemological journey, and tells of
what | now know and how | came to know it (Whitehead and McNiff 2006). My claim
throughout is that | have come to know how | think and why | think as | do.
Furthermoreas a teacher who teaches children to healithinkers,| am saying that |

now understand my pedagogical practiae a new level, in ways that | did not
appreciate beford can offer descriptions and explanations for my work with young
children, and these descriptions and explanations coestitytliving theory of critical
practice. | am claiming that | am offering my living theory of practice as a critical
pedagogue as my original contribution to knowledge in my field. Throughout | will aim
to demonstrate the validity of this claim by prodgcauthenticated evidence in relation

to identified criteria and standards of judgement, and | will explain how | have sought

critical and informed feedback to test the robustness of my claims.

My understanding of sebtudy action research is that it iSam of enquiry that is
committed to action, and to improvement of practice. My thesis is grounded in my
understanding of how | took action to improve my critical awareness as the grounds for
developing new pedagogies to encourage my students to reairsefthite capacity to

know and to think for themselves. My study therefore becomeaceount of an
emerging praxig that is, moral, informed, committed action. | undertook my study
with a view to improvig my practice, and to contributing the devedpment of a good

social order (McNiff 2005a, McNifet al1992), and | will explain throughout how |
have come to the point where | believe | am succeeding in my educational goals, and

can produce authenticated evidence to test the validity of these.claims

In this report you will read about my efforts to create and sustain a critical community

of enquiry in my classroom and in my institution. | will explain my struggle to come to
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the understanding that, in order to help my students to think criticallgxercise their

intellectual freedom, [ first had to learn to be more critical myself.

Becoming more critical for me meant that, as | engaged in systematic processes of
cyclical inquiry and reflection in order to make informed choices about courses of
action in my practice and, as | worked my way through both the research process and
the writing process, | found that | gradually became better able to document both my
professional and personal world. | became more critically aware of the many socio
cultural and historical narratives and discourses that have contributed to my ontological,
epistemological and educational values, and that have shaped me personally and
professionally, and to which | in turn also contribuAs.the document progressesy
deepeaing understanding about the processes of educedinrbe seen evolvingom
chapter to chapteBy problematising some of the many complexities of the tééen
granted concepts about knowledge and knowing in educational settings, | believe that |

have ome to a richer and more critical understanding of why | do what | do.

To provide a context for these issues, | outline some key concepts that have informed
the writing of this thesis. These ideas will be more fully developed later. The key
concepts inalde issues of ontology, methodology and epistemology, and | explain the
relationships between them in the generation of my living educational theory, and its

potential significance for transforming the existing social order.
| begin with my values.

My values

My research is grounded in the values | hold about research, education, and my
relationships with others. | explain how my ontological, epistemological and
methodological values have come to act as the explanatory principles for my work and
for the wriing of this thesis (Whitehead 2005, McNiff and Whitehead 2005). In
offering this account of my exploration into my practice | show how | hold myself
morally accountable for the actions | take within my practice by explaining the reasons

and purposes for tise actions.

My living theory of practice is drawrtherefore from the values that inform my life. |

explain how my practice is shaped by who | am, and how my identity is rooted in the
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values | hold. At the same time, | appreciate that my living thisanformed by the
specific influences of my life history and living contekxtey age, race, class, gender
and sexuality (Denzin and Lincoln 2000, Kincheloe and Berry 2004). This means that
my theory is both an explanation of my practice and an expbdanafi my living
relation to the world of my practice (Kincheloe and Berry 2004).

This scrutiny of my values as the grounds for practice enabled me to understand and
justify my choice of research methodology. | deliberately chose ssteely action
reseath methodology for my enquiry because | believed it to be one in which my
educational commitments and my educational values would be in harmony. Whitehead
and McNiff (2006)suggest that

We understand our ontological values as the deeply spiritual cormecti
between ourselves and others. These are embodied values, which we make
external and explicit through our practices and theories.

(Whitehead and McNiff 2006 p.86)

Whitehead and McNiftop cit) describe how, in a living approach to educational action
research, t he researcheros ontol ogi cal
commitment. Similarly, Bullough and Pinnegar (2004) suggest that issues of ontology,

t hat i s, 0 andh m\basds theewomdgshouldnbe a central feature of any
discussion of the value of sedft udy r esearchod (p. 319). My
are grounded in my sense of integrity towards others, and in my values of care, freedom
and justice for others. Thieare also grounded in my capacity to think and generate
knowledge for myself, as | endeavour to bring my values to a living form in my

everyday dealings with others.

Furthermore, Ihave come to understand how values can transform into action. Raz
(2001, cited in Whitehead and McNiff 2006 p.85) explains how values remain as
abstract concepts until they are transformed into living practices and thus have the
potential for creating meaning. | am aware of how my abstract values took on meaning
throughout myiving practices as they transformed into the living critical standards |
identified for my practiceAs | seek way®sf bringng my embodied values into a li\gn

form in my everyday practicépresent myself with general questions of the form:

1 How do I live my values of care, freedom and justice in my practice?

| also ask more specific practibased questions of the form:
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1 Why do | form a circle with my students and provide opportunities for

dialogue?Video link: Dialogue in a circle

1 How do | encourage my students to exercise their critical faculties and think for

themselves?

1 Why do | resist being prescriptive or didactic and instsaek toprovide
opportunities for my students to learn about their world ugjinotheir own

capacity for enquiry?

T Why do | endeavour to encourage my stu
art through providing them with opportunities to respond in ways that honour
their different intelligences?

1 Why do Iview worksheets as oasions for dialogue®/ideo link: Worksheet

dialogug

This list is not exhaustive: it provides examples of the kinds of questionsof ask
practice In addressing these kinds of issues, | aim to show howlesgriptions and
explanations of myritical anddialogical pedagogies demonstrate how | am living in
the direction of my values as the grounds for my original claim to resbasgu
knowledge.

My epistemological values

Through my study | have come tomenderstandings about the nature and acquisition

of knowledge. | have come to see knowledge as provisional and in a constant state of
evolution. While | accept that much valuable knowledge appears in a propositional
form, | have come to see how proposiabknowledge needs also to be contextualised
within the | iving process of an enquirer
critique traditional views of knowledge as existing separate from the knower, a view

that appears to be dominant in Irish ediergt and | will look at the potential
significance of my action enquiry for contributing to and possibly transforming the

existing knowledge base of educational enquiry in Ireland.

More importantly, | have learned to problematise. To explain my use eoftetm
Oprobl emati seb, |l draw on the | iteaealatur es


VideoClips/Chap0_Clip_01.wmv
VideoClips/Chap0_Clip_02.wmv
VideoClips/Chap0_Clip_02.wmv
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2003, Freire1972, 1973; Kincheloe 2004 | understand problematising to mean

looking at a situation from all sides. Rather than accepting normative ambnsgjs,

one draws back from a situation in order to look at it again from a more critical
perspective.Drawing on Freire (1978 now see problematising as a question posing or

6di alectic processod6 (p. 151) tlBOpandverg ek s t
di fferent to a tesbhvicagdrataonaoal oOpXred b
Oprobl emati sation is not only inseparabl
from concrete si tavaopingcapacity fo problemisHmdlor . A
deconstructindhas led me to important new insights about the nature of my work. |
have | earned that O0being a criticabr thinl
Ohaving crit i dgaéxaminhtiopnnoktherpmcessdshetomisgéa more

critically aware person has informed and transformed how | thought and taught, and

now influences my approach to encouraging my students to be critically aware.

Issues of validity and values

| have also deepened my understanding of #e&lrto test my claims against the critical
insights of others, in order to establish their validity. Testing my claims has involved
identifying the criteria and standards of judgement | use to make judgements about the
potential worth of my practice andettvalidity of my claims. Both are linked, in that

both are grounded in my values. In describing my practice, | show how my values of
care, freedom and justice, in relation to the integrity of my praciog care for my
students as significant others, leza@e as the living standards of judgement by which |
assess the quality of my practice. | then explain how | test my claims against the same
values of care, freedom and justice. | explain how | am therefore transforming the
abstract linguistic articuletn of my values into my critical living standards of
judgement (McNiff and Whitehead 2005 p.1) whereby | assess the quality of my work
and 6judge the authenticity of my <c¢l aim

integrityd (ibid).

| further explairhow | have tested my claims in the social sphere. | have tested them
against existing views in the literatures of education and educational research; against
the critique of peers and students; and against the critique of others in the wider
educational dmain (Roche 2001a, 200222003ah, 2004ab, 2005). test my claim

by asking you, my reader, to judge if my claims to knowledge may be accepted as
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valid in terms of their methodological and epistemological rigour, and whether my
account, in the form ofhe communication of my emergent living theory, may be
legitimised through establishing that it is comprehensible, sincere, truthful and
appropriate in that it demonstrates awareness of the normative assumptions of my
contexts Habermas 198%ee also Hang 2004, McNiff and Whitehead 2005).

I now consider the potential significance of my study, and some of the potential

implications arising from my findings.

The potential significance of my study

A firm belief in the capacity gbeoplefor critical and ceative and independent thought

and a steadfast commitment to developing pedagogies that would sustain those values
and allow them to emerge in a living form in my practidduencedme tobegin this

study. By adopting a seltudy action research mettaogy, | have found an approach
that enables practitionelige meto offer their living educational theories as they seek

to account for their professional practices. This approach is well documented in the
literatures (for examplén McNiff 2002, Whitelead 2004, 2004b; Whitehead and
McNiff 2006), and has hadnfluence for the transformation of existing social and
cultural practices see Church 2004,Lohr 2006, Naidoo 2005Pound 2003). The
development of this approach in Ireland isezsglly significann (Farren 2005Glenn

2006, McDonagh 2007, Sullivan 2006). | hope that my thesis can contribute to this

growing body of knowledge.

This methodol ogy endorses the idea of Ot
2005), an evolution from the idea of teacheas o6r ef |l ecti ve practi
and Ot eacher terdaause 19 SEfa (2006)eviitidg aljo® the educator

Janusz Korczak, says th&brczak too, questioned the traditional positioning of teacher

as transmitter of knowledge and imeg me nt er o f . Kot ekanples Bfrot heor

states that Korczak was

€ suspicious of the theoristsd presumpti c
and he resented the view of teachers as passive transmitters of knowledge,
authorized from above. Heac k ed t he pretenti ous fiexper.
principles have limited value for the daily struggles of teachers

(Efron 2005 p.14%
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Shealsosuggests that Kozakappreciated the need for practitioners to investigate their

own practice and interrogate their values

€ [He] appreciated that the uniqueness and mysterious nature of the human
soul requires subjective, contendlated, and intuitive perspectigée Korcza k 6 s
ideas are still relevant to the current educational discourse and may stimulate
new insights into the role of the educator as a researcher and knowledge
producer who is an active advocate of change and reform

(Efron 2005 p.146)

Whitehead (198Pexplains how educational theory as a living form can be generated by
a teacher from within her lived practice in the classroom. | found this approach
attractive, beause | have always seen the potential of my classroom based work for
personal and social transformation. Now, by placing my thesis in the public domain, |
hope that | am contributing to the development of a growing body of scholarship of
educational enguy that enables teachers and other practitioners to come to see how
they can do this for themselves

The appreciation of the need for teachers to be seen as educational researchers and
theorists is especially important in contemporary debates in Irelahelsewhere about
the significance of practieeased research. Kincheloe and Berry (2004) appear to agree,

when they explain how important it is to

€ abandon the quest for some napve conce
the cl ari fi c daioniinche weab bf refalioy aral the Jociaplacations
of other researchers and the ways they shape the production and interpretation
of knowledge.
(Kincheloe and Berry 2004 p.2)

As a full time teacher as well as a researchamlconcerned to have my practitioner
voice heard and to have my experience as a practitioner researcher investigating her
educational practice contribute to academic discourses. Traditionally the voices of
primary teachers have not been heard in the academy except, perhaps, as units of
enquiry for external researchers. | did not have an awareness of these issues when |
began my research. | was unaware of how practitioners can come to be ustdias d

ot h eemgsir@es, andhow their voices can be systematically marginalised in the
process. However, by pursuing my study, my critical awareness developed as |
encountered and began to problematise issues to do with the dominance of propositional

forms of knowledg over the knowledge of experience.
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| have become involved in debates about these issues. | now understand that the
dominance of western Enlightenment principles about knowledge has led to the
traditional valuing of objective, neutral and valuee sciatific research. Enquiry into

why this is so has been a feature of the work of manyrmulgrn researchers. Suresh
Caregarajah (2002), for example, argues that, although scientific research would claim

to be apolitical, it both complements and benefitsmfra favourable set of
sociopolitical, materi al and historical
Western civilization and its knowledge tr
0di sinterested positi vpb9nTheseeissueemvebat@ame!| o g i
central for me, and permeate this thesis, because | have come to understand how the
same hegemonic grip over what counts as valid knowledge and who constitutes a
knower, has traditionally served to silence the voices ofh&racand children by
relegating them as oO6units of enquiryd to
research. They have also been relegated to the periphery of public discourses, and this
public marginalisation has thus denied them the righbdoseen as theorists and
knowers in their own right. My work, in the sense of challenging such silencing, and in

the sense that | encourage my students also to challenge norms, could be understood as

counterhegemonic.

These insights have developed throubke frequently problematic process of my
research. | show the progression of my learning from a point where, as | began my
study, | was supremely confident of my ability to carry out astelly action enquiry

(without having any grounds for that confde e ) , and convinced of
my choice of topic, to a point, now, where | realise that | am less likely to say that | am
confident or convinced, because | realise now that my theory and understanding of my
practice are provisional, still eméng and developing in a dialectical relationship with

my values, which themselves are constantly evolving in my practice and in my life.

The significance of my research therefdres in my capacity for critical engagement
with my own learning for cult@al transformation, as this is grounded in my emergent
practice. | explain first what led me to question my practice. | describe how | felt that
my values of care, freedom and justice were being denied in my practice. | felt that the
form of education that as part of the wider institution of education in Ireland, offered

to children in my classroom was a potential denial of those values. | was concerned
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about the dearth of opportunities for children to develop their capacity for originality of
mind and dtical engagementnd their right to a voice to demonstrate that capacity. |

show how | attempted to change this situation, first by improving my learning about
suchissues, and then bringing this new learning into my field of practice to inform and

improve new learning and practice.

My study is about transforming values of oppression into values of a caring and just
form of freedom as | teach in ways that encourage children to think independently, to
avoid fundamentalist thinkingagndto critique rathethan accept passively the stories
they are handed through the medlido this in the interests of making my contribution
to anopen society. By developing my own theory of practice and encouraging my
children to do the sameam contributing to a forrof practical and theoretical practice

that is itself emancipatory and contributes to forms of open thinking.

| can now begin to examine the transformative potentials of how | teach in ways that
honour children as original and critical thinkers, and throughattempt to explain the
significance of my study for my own learning and that of my institution. | show how, as

|l grew into my research, | sl owly acquir
see that, in order to encourage my children to thiitically, | first had to understand

my own practice as a critical thinker. | then look at some of the wider potential social

and educational implications of this study.

My claim to knowledge

| present my claim to knowledge in terms of my possible caridb to new

educational practice and to new educational theory:

1 In relation to practice) indicate how my living theory of the practice of
freedom as a form of caring justicealues the capacity of children for
independence of mind and critical engagetnas well as their entitlement to
opportunities to exercise this capacity in school. My living theory therefore has
potential significance for other practitioners. | offer my living theory to other
practitioners through this account as well as througkimgamy work public in
several other ways (at education conferences; through professional development
in-service provision and workshops for teachers; through the publication of

papers; and through communication with other researchers). In all casds | invi
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others to see if my work has relevance for them. | do not prescribe: | respect
each practitioner 0s.(AppegdxB.) t o think for

1 In the domain of educational theory | demonstrate the significance of my living
theory of the practice ofdedom as commensurable with my values of justice
and care and explain how my theory builds on and differs from traditional
propositional theories of care, freedom and justice in the literatures as | engage

with these literatures in a critical way.

My research is located in the notion of a new scholarship, which emerged from ideas
developed by Boyer (1990), Schon (1983, 198Vhitehead (1993)Zeichner (1999)

In testing my claim to knowledge | focus on standards of judgement that are grounded
in my onblogical values of justice and freedom. By drawing on my values as living
standards of judgement | engage with the work of Whitehead §L98®se idea of a
scholarly practice of educational enquiry (Whitehead 2000) encompasses a new living

form of epistenology that grounds standards of judgement in living values.
In testing the validity of my claims | ask myself questions of the kind:

1 Havel taught inways that acknowledgeny students as creativiedependent

knowers capable of original and critical gagement?

1 Is there evidence for my claim that | have developed my own learning along

with my students?

1 Have | made a difference for good in my institution through the exercise of my

educational influence?

9 Have I contributed to the learning of others thioliging towards my values of

justice and freedom in my educative relationships?
The broad aims of my research therefore became:

1 a reconceptualisation of mynder st an dteachongcafi twhkatl d& hi |
means, and a reconceptualisation of mgntity as a more critically aware

person

10
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1 animprovement in my educational practice and the realisation in my practice of
my values of care, freedom and justice, along with the development of my own

critical awareness

1 a realisation of some dhe stated aims afthe Primary School Curriculum

(Government ofreland1999)

1 the promotion of a culture of respectful dialogue in my classroom: a
devel opment of my studentsdé confidenc:

their peers and the development of tleajpaciy to critique

1 a contribution towards the development of a critical community of enquiry in
my institution as | assist colleagues in their efforts to establish an environment

for critical dialoguein their classrooms.

Organisation of the thesis
The organiséon of the ideas in this thesis loosely follows the steps involved in an
action enquiry as outlined in McNiff and Whitehead (2006), as follows:

1 lidentify a concern when my educationalues are denied in my practice

1 | offer examples of situations to skidhow these educationables are denied

in my practice
1 limagneand implemena solution to the situation
1 I evaluate the daomes of the iplementedsolution
1 I modify my practice iright of theoutcomes of the implementsdlution

The thesis documersd prganised into three main sections each comptigiogr three
chapters.Section 1, which comprises three chaptess;oncerneavith the background
to my resarch andwith methodological issues;e$tion 2includestwo chaptersan
which | explore my canceptual andcontextualliterature frameworks and &ction 3
contains three chapters which provide my nmreflections on my action reflection
cycles. This is followed by my concluding chapter whesiploresthe significance of

my study.

11
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Each chapter adesses identified issues, arsthows the systematic process of my
enquiry (Stenhouse 1983). In each chapter | engage with appropriate literatures, and |
articulate for my reader my understanding of the significance of my research as | tell it.
The thesis itdécan be seen as a continuation of my aectiftection, as | interrogate

the significance of producing the thesis in my attempts to have my claims to knowledge
validated by the Academy and legitimised as worthy of acceptance in the public

domain.

12
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Section 1

Setting out on my epistemological journey

This sectiorprovides the background to my studies. | explain how | cam@éntify a
research questioh.explain howl! articulaied a concern about my practice and hbev t
focus of my researcthen shiftedto a consideration of the possible reasons for my
concernand howthis becamehe beginning of my capacity to theorise my practice. In
order to look at how and why my journey into critical thinking began in the first place, |
outline my personal professal history, and show how my early experiences had a
direct influence on later pedagogical practidesxplain and justify why | chose a self
study action research methodology and | outline some of the practical details of
conducting my enquiry. | orgase this section into three chapters which segue into and

inform each other.

| now begin my story.

13
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Chapter 1

Background to my research

Inevitably, my thesis is a retrospective account. | explain the paghindf current
understandings. Ofterhdse wderstandingsvere achieved with difficulty, and are
therefore possibly more worthwhile than if they had come easily. In this chapter |
explain how | came to identify a research question, and how the question itself evolved
in light of new insights that eenged through the processes of studying my own

practice

How and why my research question evolved

My research question as it has evolved is in two parts:

1 How can | improve my practice and develop my critical awareness so as to live
in the direction of myalues of care, freedom and justice?

1 While endeavouring to live my practice in the direction of those values, how do
| develop pedagogies that provide my students, colleagues and myself with
authentic opportunities to work in ways that demonstrate oucit@sato think

critically and to cecreate knowledge for ourselves?

This was not the research question | idesdifat the beginning of my studyollowing
completion of my mast er 6b}in whiclulchgd begunotg r a mm
investigate my pietice as a primary school teacher who was trying to teach children to
philosophise, | decided to undertake a doctoral studies programme in order further to
develop my understandings. | have maintained this focus in my work, buinbave
deepened myundeessn di ng of what | am doing as con
think critically. However backi n 200 1, I began an action ¢
higheror der t hinking of my pupisdeAppendixA.2ugh ¢
andRoche20023). That title tells me now that, as | began my study, | positioned myself

within propositional epistemologies and logics, and adopted the ontological perspective

of one who is separate from the action and outside the study. By propositional logics |

14
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mean a érm of logic grounded in the idea that knowledge exists separate from the

knower, and is reified and abstracted.

| would probably have argudshck then, that my study was insider research, grounded

in a dialectical form of knowing, an understanding ledan the idea that knowledge is

created in the tandfro of question and answer, and in conversational relationships. |
appreciatenow that | had not fully explored my epistemological stance. | was clearly
confused about the assumptions underpinningesgarch, thinking that, because | was
both a practitioner and a-stedgéarchenpwl s\
order fully to understand what | was doing, | first had to enter into a double dialectic of
meaningmaking about my practice @max 1999). This meant that | had also to engage

in a deep and systematic way with a reflective writing process both as arseisg

activity for myself, and as a way of communicating my ideas to others.

| began by studying what happened as | engagedtuaents in a weekly process of
classroom discussion called Thinking Ti me
T i meldlanned toforeground this aspect of my practice daihfully record what

took place during these discrete discussions operiad of years | did not see that in

relegating it to the backgroundwasma ki ng an assumption t ha
practice was not in need of improvememWhen | began researching | was not fully

aware of the dialectical nature of the relationdbgpween the knowledge | create and

myself, or between my practice and my theory, or even between my teaching and my
learning, partly because | had not yet begun the task of trying to internalise and then
explicate my ideas through the writing process. Whegflect on my early field notes

and diary, | can see that | thought in logics that were more techataaial than |

realised. For examplen the data excerpts belpviollowing some Thinking Time

activities, | transcribedwhat the children had said the discussianand then wrote in

my journal:

The discussion lasted 35 minutégost children becameengaged in
discussion. Only C, S and R failed to contribute. C. tended tqogatdl
walk around at timedyut it did not seem to distract the otheThere
were no interruptions, am noiseérom next door(RD 16-01-02)

15
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The children are getting used to the idea of Thinking Time and are now
able to prepare the room for the cirgideo link: Preparation for
circle). CD insisted on holding her teddy for the duration of |the
discussion(RD 05-02-02)

The sun shone é | took the cifrcle out
l 61l 1 recommend t hat coll eagues try [
participation in future dicussions. Not sure if K understood concept:

perhaps | should have him assessed for language processing difficulty.

(RD 12-02-02)

(To note: | place excerpts from my research diary into this kind of textbox and refer to
them as RD.)

Many entries in my redictive diary are similar: they are concerned with case study type
analyses, dates and times, and what my students did or said. They contain observations

of what others and | were doing but few reflections on what | thought, and they offer

my suggestions a® what@ughbto be done. There is virtually no problematising or
critique, and I|little or no theorising. M
the voice of one who is observing and describing the actions of others.

| now see that | coulthave learned far more from these episodes of practice had |
reflected on my learning from them and theorised my practice by offering explanations

as well as descriptions, and without then using those descriptions as prescriptions for
the practices of othsr. I nstead, my initial focus was
behaviour, rather than any accounting for my practice. In looking for ways of improving

what the children might do better, rather than what | might do differently, | failed to ask
myselfimportant critical questions because | was not thinking critically at that time. |

was not, for example, asking critical questions akdwt | believed that an interventio

in my practice was necessaryhy | was doing Tinking Time in the first plageor

why, forinstancel f el t t hat Cb6s wandering (data e
same way that | can now appreciate that my values about care, freedom and justice
influenced my decision tadoptpedagogical strategies (such as Thinking Titha}

would provide my children with greater opportunities for dialogue, | can now see that

the same values informed my decision to

16
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conformed. Those values also possibly influenced my decisions to take the children ou
of doors frequently (data excerpt above). At the beginning of my research, however, |
had only superficially articulated my values: | had not carried out any deep inquiry into
why | held them or how they might synthesise into living practices and stisnfier
judging my practice (McNiff and Whitehead 2005). | neither recognised the link
between ontological and epistemological values, nor critically analysed them as living

standards by which | could judge my practice.

| have also become aware that, wihéegan my study, | did not engage critically with
literatures: | accepted underlying assumptions as givens, and reported the thinking of
others in my writing, rather than think for myself. | now understand that engagement
with literatures means that | siudemonstrate that as | read, | can critique, and arrive at

my own conclusions.

| shall shortly outline how and why my critical capacities began to emerge, but here, |
will show why they had not, including the experience of being lulled into a sense of
complacency about my thinking and my pedagogies. | begin with my experiences as a
student teacher.

My experiences as a student and student teacher

Perhaps my personal experience of education contributed to my being an uncritical
thinker. 1 was schooled as student and trained as a teacher to rely on propositional
knowledge. When | read the prescribed educational literatures, | read for information,
which | automatically accepted as valid knowledge, and | believed most of what | read.

| felt that academic doks were recommended by experts (my college professors),
written by experts, and, b eacadgmicsiatumdry a t
knowledge to critique them. | can now explain how this stance needs to be challenged,

as follows.

I now understad how teachers have until recently been positioned as objects of
educational research carried out by academic researchers, rather than as theorists (see
McNiff and Whitehead 2005)ThéreseDay (2005) for example clearly delineates

between practitionetesarchers and academic researchers:

€ t he -aseesearbhermovement makes the case for grounding research
collaboratively with teachers in their own practice through methodologies such

17
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as action research and ensuring that there is sustained inteyalstititeen
bot h teachers and researchers é Thi s S
possibilities for collaborative research between practicing teachers, teacher
educators and educational researchers.
(T. Day 2005 pp. 2°B)

From my more critical reading of contemporary educational literatiinesuld appear

that Dayods assumptions are far from unus
such perspectives. My ontgfical and epistemological values are such that | value
individuals as unique knowers, and | believe that teachers have the capacity for
researching and theorising their own practices. However, many teachers are often
reluctant to accept the responsibiliy researching and theorising their practices, as
explained by McNiff and Whitehead (2005 p.2), who also argue that many teachers
adopt discourses of derision to explain away their reluctance to engage with theory.

Without wishing to portray myself as actim of repressive educational cultures, |
believe that my reliance on propositional thought could be perceived as a form of
internalised oppression. Internalised oppression is a concept widely used across a
variety of disciplines and critical projectsicluding contemporary critical pedagogy.
Tappan (2001) suggests that the concept is used

€ to describe and explain the experienc
subordinated, marginalized, or minority groups, those who are powerless and
(often) victimized (both intentionally and unintentionally) by members of
dominant groups.
(Tappan 2001 p.3)

The word dunintentionall yd i's rswpeortant
hardworking and conscientious nuns who wanted the best for us. My personal form of
Ointernalised oppressiondé relates more t
absorbing the ideas of others, rather than working out my own ideas and theory, and |
carried this legacy into my practice as a teacher. From conversations with colleagues,
and from my experience of presenting teacher workshops asehiite coursetsee
AppendcesB. 4. and B5.), | consider that | was far from unusual in denigrating my

own knowl edge as inferior Opractical 6 ki

theoretical knowledge was superior to any knowledge | might have.

Despite these initial ontological and epistemological confusions, though, | felt justified

in arguing thatt was engaged in a sedfudy action enquiry simply because my data
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were concerned with me and with my practice, my students, and my classroom. This
begs the questions as to why | had adopted a methodology with which | obviously was

not initially fully corversant.

The evolution of my methodological stance

linitially chose aselst udy acti on research met hodol oc
not say whyl knew it was rightformet 6j ust knewd ( McNi ff 201
intuitive personal knowindinds resonace in the work of Polanyi (19581967).

Polanyi argued that hunches, guesses, and imaginings (all investigative acts) are
motivated by what he suggests are passions, and are not always mtasilgted in

formal terms. Theevolving understading about my methodological stance was

accompanied by a similar evolving understanding of the nature of my research question.

Two factors were key tenabling me to become critical: the first was working with my
study group at the University of Limericthe second was a change of school. | explain
here how these two factors came together and started me on my journey of becoming
critical. At the same time, | explain how my research question emerged from a concern
with my existing practice. This involves consideration of the idea of Thinking Time,

and how that informed my emergent understanding.

The evolution of my research guestion

My research question began with a concern that there was something amiss in my
practice, and that discovering it would hef)lg understand the reasons for why | feel
compelled to work in the way | d&s my study evolvedlwanted to know the nature of

the passion that drives me to seek to involve my students in dialogue as | encourage
them to search for meaning in their worltlaheir lives; and to understand why | could

not accept the status quo and simply let things be. | needed to know what it was about
the Irish education system that troubled man@xtent where | was willing to engage

in a systematic research programnientually, | also wanted to find ways of
contributing to public debates about educgtam d t eacher s6é <capaci
critically about educatignand teaching inways that respecand howurc hi | dr en 6 s
capacity to think for themselves. | wantedrpto improve the educational experiences

of my students and help them to become more critical thinkers than | had been.
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So my research question began initially in my examination and articulation of my
educational and epistemological values. The encomageto begin to interrogate my
values began in the experience of being involved with others in the study group that
convened as part of a guided doctorate programme at the University of Limerick, as
well as systematically engaging with literatures thatpsedd a focused critical stance.
Through reflecting on and interrogating my values, in the company of others who were
doing the same, | came to understand that | greatly value care, freedom and justice.
Furthermore, through the experience of studying tegetvith others who were also
developing their critical capacities, and responding to their critical feedback to my
accounts of practice, | came to see that those qualities were often lacking in my
practice. | was troubled that | was experiencing myse#f lgng contradiction in that

my values were denied in my practice (Whitehead a&®%aving experience of using

an action research approach for my MA studletlt that the methodology would

enable me to investigate and improve my practice so thathags could be realised.
| therefore began tmtroduce a range afiterventions in my practice, as follows.

Thinking Time

One of my first interventions entailed introducing my students to a process of classroom
discussion called Thinking Time. | had he@about this process in the early 1990s and
felt drawn to it. ThinkingTime was developed bonnelly (1994), an Irish primary
school teacher who adapted the work on Philosophy for Children of Matthew Lipman,
an American analytical philosopher (see Lipni&82, 1984, 1985, 1988, 1991, 1993,
1996).

In my classroom, a Thinking Time session is a discrete time for class discussion on a
topic of interest to the children. The children and | sit in a circle, and | participate both
as facilitator and ordinary meer of the circleKigures 1.1 and ).
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Figure 1-2: Video still from a Thinking Time with 3rd Class

Many claims about the efficacf Thinking Time as a dialogical pedagogical strategy
have been made by Irish teachers who have adopted it in their classroom practices
(Campbell 2001, Donnelly 1994, 2005; Hegarty 2000, Murnane 20BQissell 2005).

Russell comments:

[Thinking Time] be&eomes a community of enquiry or community of persons
in-relation, speakers and hearers, who communicate with each other under
conditions of equality and reciprocity and with a willingness on the part of the
participants to reconstruct what they hear frame another and to submit their
views to the seftorrecting process of further enquiry.

(J.Russell 2005 p.5)

Lipman and Sharp (1994) likewise assert that comnasitf enquiry that are
encouraged by programm#sat promote philosophical enquiry with childresuchas

Thinking Timedoes,are grounded inw al ues of reci procal car e
views. Throughout my research, | gathered data that demorstatelive my values

of care, freedom and justice in my practice and my data also show the development of
similar values in my students as tHisyen with interest and respect to each other in our
classroom discussions. The excerpt below, for exampleysshhildren reflecting on
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important issues such as imagination and the influence teachers can have on children, as

they examine and analyse their conceptual understandings from multiple perspectives.

S6s

Duringa di scussi on on 0s c hmedpdn,arn
ordinaryschoold ay 6 ( Mc N a usgnte chidnen 2aRidsightful
comments that displayed critical awareness about the importan
children being free to imagine possibilities.

M: Everybody should get the chance to let their imaginatofregé
get the thoughts out of your headenstd of havi ng t

A: &€ That teacher was fun. Every child should have a teacher like
That boy really needed to have a teacher like that for at least one y
his life.

M: Ithinkthati magi nati on is |ike wat
be frozen and the only time i
being used. It freezes up if
B: Il think he did have an i ma

him an imagination, he just allowed him to use it by playing the exc
musi cé

S:é sometimes | start off with no ideas in my head when we begit
talking, but afterwards | often have loads, because | hear all the dif
thoughts from all different kids

Along with my pleasure at thechnessof t he chi |lid
general,S 6 s mmend struck me as interestindRD 0410-05, full

based 0
ce of
hem just
that.
ear of
er . | t 6
t freeze
you donoa

gi nation
iting

n our
ferent

(@}

transcript in AppendixC.7.)

response enabled me to

u n d eThigking n d

w h

Time despiteoften beingstressedby thetime constraints of the curriculum and tempted

to foregoallocating time for discussiorHer response reinforced my commitment to

living my values in my practice, and throughout this document | show how | attribute

importanceto giving children space to reflect silently as well as opportunities to talk.

My students appeared émjoydiscussionsThey oftenexpressed their delight, as in the

interchange here:

wedre thi
kinds of

é
al |l

f un
for

P: Ités
and

nki ng albems]
reasons g

CO: It actually gives your brain energy in it

CF: One i6s funi children like it: and two, it brightens up your mind.
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CM: | think sometine s i t 6s a b betause fhereacoutdlbea | | e n g e
yaper s i n our c¢class and they éjave to b
good for the teachers because they sit down and listen to what the kids

have to thinkand they couldhave been learning something earlier in the

day that they could be mentioning namdy oud6d noti ce that
been listening in. (RD 204-06) (Video Link: A bit of a challenge

W, however, i nsisted that Thinking Ti me w
W: | |l ove [ ifanp amas iittbés wa skiitngoft i me i |
Me:l 6m i nterested in that wor d owastir

wanted to use there?
W: Yeah (RD 21-:04-06) (Video Link: Wasting time in schopl

Other childrendisagreedwi t h W06 s gas m shp eatlierividee $nk above)
ThenA said

A: Wel |l OK, vy d ndlikein Mathi y wodbkengot doi nit
anything, just talking and thinkingRD 21-04-06)

This comment later made me reflect on how | could developgdgi@bedagogies to

make Maths more interesting.

No 6rightdd answer

Perhaps for W, areas such as Thinking Time, PE, art and music, which he also liked,

di ffered from édordinaryd s céxmessionandweke b e c s
less likelyt h are gdu | ar 6toinvbhe s shildobeihkgregeet ed t o provi d
answer so. D iinsaccucke $ormatgreserdgssmare/ €hildren, perhaps for the

first time, with the opportunity to reach an understanding that for some questions there
arernghtdéd answers and t hat Iipmovidésafdedommany
of expression that may not be available in didactic classwidrk. same dialogue

transcript contains the following interaction:

DH: When someone talks you can have anewthdht €eéwhen youobr e
thinking in Maths,8ll, t hat doesnét happen

Me : | Omeidnti eer esshat D stahiadt aibtodust aMad ihfsf
kind of thinking. | agr eegetabghtc ause i n
answerandt her eds onl y oanmeasn ThingingtTim& ns we r , W

t hereds ¢é

CF: (Interruptsy 6 no ri ght answer! o
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Me: (handing over the microphone) Yes? What do you think?

Laughter from group

CF (smiling broadly): Well t herebds no
youodre all owed nt ane dlsé is allawed to losslyjgu a n d
around and i't(R> 210406 (Videé Ling:rNe aight

answer).

Anot her example of the awareness of there
inadiscussiofn ol | owing the reading of O6The Whal

conflicting views of whaling are presented:

Em: We | | | 6ve got a bit of al probl em
Granny that whales are splendid beautiful creatures and they must be
protac t ed, but | can also see Uncl e Fr ede
have to make their |living too]| It os
right €é Maybe t hMaybemmaregharbond thingcanght ! e
be right at a time! | neer thought about #t before! RD 06-12-06)

Participating in a discussion with peers can also offer children the opportunity to
reconsider their opinions in light of the beliefs and experiences shared by others.

H: éwhen other people say something
actually start thinking more |6 when vy
you donot do any thinking ablout it |

sometimes, unless they tell it to you, but in Thinking Time you get the
point and other peoplebds points as wel

J: Thinkng Time reveals thoughts. You might have a thought at the
start, but by every person speaking you might change it slightly |each
time and you might end up with something totally different at the lend.
(RD210406)( Video Link: Listening to other:s

There is an echo her e idehs aBoutcoameunation@id9 6 0
learningand Vygot s ky 6about(stafioling learmnetsadch about he

learning occurs in social situations. Observdrsliscussions in my classrooms have
frequently expressed surprise at the ease with which children change their views as they

assimilate ot her s 0-yearld ehitd, annBumaed ieaxdsaougsibne , P,

| actually completely disagreeith mysef now! (RD 1510-05) \

In the dialogue from 204-06, featured above, W eventually said
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W: | 6ve actually changed my mind, I (
Ti me i s f wastingtuit ma ysingtirnedmsa fun wayp (|RD
21-04-06)

When | ran a g&es of workshops for teachebgetween 2002nd 2004 (Roch2002b,
2002c, 2003a, 2003d, 2003f, 20030D04a) this particular aspect of my viddos
children disagreeing with themselves in the lighpefhapsnew critical understanding
that had been influec ed by ot fi eftersappearetl io ek anen @ the most
remarked upo@aspectsA teachemwith thirty yearsexperiencesaid

Hearing those children change their minds so honestly and rohtter

factly is a humbling experience. | thinknany adults, [laughing
especially politicians, could| |l earn f
seen these videos when | began teaching. It would have changed my

style completely. (Rzomment by MR27-08-04)

My datashow children engagingritically with and developig each ot her 6s i
resonates with Bohmés (1998) ideas of ho
stream of meaning flowing among and thr o
how it is possible for new understandings to emerge fromditlegue, which can

enable people to create and share meanings together. 1 like his analogy of these shared

meanings acting as a sort of social O6gl ue

Even one person can have a sense of dialogue within himself, if the spirit of the

dialogueis present. The picture or image that this derivation suggests is of a

stream of meaning flowing among and through us and between us. This will

make possible a flow of meaning in the whole group, out of which will emerge

new under st andinewywhich nhap & may maoh bavehbeem the

starting point at al | . ltds somet hing c

6glued or 6écementd that holds people and
(Bohm 1998 p.2)

r

While | agreelargelywi t h B o h mans notsocsi@rea abquthd importancene
places ordistinguishingoetween discussion and dialogue:

C

<

Contrast [dialogue] with the wogsd di scus
up. It emphasizes the idea of analysis &
points for yourself e but a dialogue [
participation in which we are not playing a game against each othevithut
each other.

(Bohm 1998 p.2Zny emphasis

From my research, | am beginning to think it impossibl&abe!| interaction like this.

Ironically such labelling alsd e mphasi ses t hWhehnystadeteand anal y
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| areengagd in lively verbal interactiorl cannots a y : AThis constitut

and this is discussionl, dmdv alhue iinmf oornnhayl
conversationo6 ( Na dsdrolenigdevel@apihg r2lainal .kdo®lédye

(McNiff 2000) (see alscChapter 7 this documentyut | suggest that when my students

and | talk together, all these elements aften present,interweavingthrough each

other. Howevean over al | Ospirit of dur Bhinkangue 6 r
Time <circles we apetponiontt sab oourt ntarkyei nd@a ntyo
prevail é (Bohm 1998 p. 2), but are rathe
meaning with each other.

So, back to my account of how and why | began to develpapacity for critical

thinking: initially, developing the idea of the value of classrabscussiorbecame the

focus of my research, so, in 2001, | began to think about how | could use Thinking

Ti me as a means of | mpr okimeugtl 20056 togdalised e nt s
thatby focusing solely on what my students thietigvas engaged in outsider research,

in a traditional spectator stancéhen| began to see that order to generate my own

living theory of practice (as opposed to a traditiggrapositional theory about practice)

| would have to reevaluate my ontological assumptions and begin to research my own

thinking also.

| became aware of anomalies. In my MA dissertation, | had failed to see the irony in
stating that showhgiven aklatin mhy wedkly timetable and | value it
hugel yo6 (bR.G8. Raflectih@ bW on the evidence | generated at the start of

my doctoral studies to test my claim thay providing my students with time for

Thinking Time sessions, Wwas encouraging the children to think for themselves, it
eventually became clear to me that | was still the dominant talker and controller of

i nterchanges in my classroom. My earl y de
students the freedom to think @ critical manner during discrete weekly discussion

sessions.

| have scheduled my Thinking Times to take place on a Wednésday
straight after miemorning break. Wednesdays suit because the children
have settled down after the weekend, there are no@xtrigular events
like speech and drama classes to work around. | will recerd
Wednesday#o colleagues from 11.30to 12150.m.(RD 0602-02)
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| never asked myself the question: What aboyt s t uhdnking {osndy practice)

during the rest of the e@ek? | also failed to examine the nature of the power
relationships in my classroom whereby | would control classroom discourses and would
make decisions about when to d&égrantdo m

prescriptive nature of choosing a daydotleagues t@adodThinking Time also.

| believe that the reason it took me so long to see the contradictions in my thinking at

that time may have had something to do with owyn school experienceof being

taught to think about knowledge as informatoo ut t her ed r at her th
can generate for myself. Perhaps too, the fornprefservice teacheeducation |
received |l ed me to see myself as an i mpl
to do with my lack of critical development the extent whereby | had accepted both of

these situations for so many years.

Whatever the case may be, as my research developed, and as | became aware of the
existence of critical pedagogy literatures, | began to raise questions. | wondered why,
for example, student teachers seemed not to be encouraged to read critical literatures.
While | had no personal experience of being exposed to any critical literatures of
education when | was in college in the early 1970s, perhaps things had changed in the
intervening period. | decided to talk with some newly trained colleagues in my school.

| found that they were unaware of these issues. | wrote:

They did not even recognise |the terrt
presented them with some naniedpple, Freire, Gioux, Kincheloe,
McLareni of which only the name Freire seemed vaguely familiar
(Informal interviews with OD; DOS; KOC; DMDW, SB; RL.RD 22
05-05)

| asked the same questions when | presented my work to final year teacher education
students in a collegof education and wrote later in my diary:

Once again my query regarding critical pedageg@s met by blank
staremnd only Fr eitora@ganybella (RO 18565 me d

| began to wonder iStudentteachers are discouraged from studying litees that
might encourage them to ask critical questjansf pressures of study mean they have
no time for reflection and critiqudhis has relevance for my study because | believe
that if people are to become critical thinkers then beginning theegsaaf thinking
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critically should take place early in a

teachers.

| can demonstrate that | have now begun to think more critically through engaging in
my research. As outlined here, the first factor thegan my transformatiostarted
during my MA studies, and developed into my doctoral programme, when |
experienced some of the transformative potentials of action research for improving both
practice and understanding of practice. A second factortieamtroduction of the
Revised Primary S$wol Curriculum in 1999 (Govement of Ireland 1999) and my
attempts to grapple with its underlying philosopky andeavoured to realise some of

its statedaims in my practice. Another factaasmoving, in 2001, fom an institution

in which | had felt silenced, to a new school in which professidaaélopment was

encouraged, as | now explain.

New school, new practice: beginning my action reflection cycles

| will deal in more detail with the context of the 1999 RugnSchool Curriculum in
Chapters and in Chapter 2will examine the influence that changing workplaces had
on my studies. Here now | will describe and explain how initially 1 set about

researching my practice.

When| changed schools in 20Q1concurretly began my research programme. Over
the course of my research | organiskd different phases as three ActioaflBction

cycles (Chapters 6, 7 and 8). On changing schools, | focused on the first cycle, in which
I monitored my weekly continuing programnaé Thinking Time, while working
mainly with Junior Infants. This phase lasted from 2001 to 2003 (Action Reflection
Cycle 1, Chapter 6). As this cycle developed, | came to realise that | was encouraging
the children to perceive themselves asmpetent crital thinkers (Video Link:
Interesting questions The video clip shows the children suggesting what they consider

to be 6gooddbé topics for discussion. One
60 wh ads arldw hva t does ABA3YI (RDI 112t he chil drenb
question: wo other childen immediately interrupyi t h 6 That 6s a good
and 6That 6s an i nThesechildrénappeato damensttate aritical by C!
awareness in recognising the discursive potentials in the tople rules of Thinking

TimeT respectful listening and twtakingi were negotiated by the childrefhe video

clip also shows how I gave each child plenty of time to speak.
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A second video cligrom the same research cycle shows children arguing about why
Jack should be considered a hero in the story of Jack and the Beése&kermis
1999)

M: but 1t was his Dadds; and ¢é& since t
it back, wedde thiam 6@ olvdBafidemRR. | 1 2
Jack and the Beanstalk)

In this clip the children can also be seen interrupting in their eagerness to make their
point . However, when | tswrim, 6 OtHmer gc toinl dC:
was, is O6tippedd by the speaker before h
passes on the opportunity to speak from child to child), and the children can be seen
listening to him intently. This demonstrates ttia children are becoming familiar

with the format of the circle and they recognise and accept the fairness of taking turns.

I n Thinking-afTomeddt benditmpes generally f
(depending on the level of engagement andsike of the group) with each child
deciding whether to speak or pass when her turn canmethér rule negotiated with

the children was thaffter two or three roundsf the children wished to continuthere

woul d an bithprierity bdinggsem 6t o chil dren wfno had
the same video clip, sounds from the classroom next door can clearly be heard, yet it
does not seem to i mpi ngeanweasuré gedapsoitheirdr e n
engagement)However my data from thiphase of my study shows that | adopted a

largely propositional outsider researcher stance.

In the second phase of the study, Action Reflection Cycle 2 (Chapter 7), | can show
from my journal entrieshat my research moved to a point where | began to agjate

my practice more critically. During this cycle, from 2003 to 2004, | worked with a class
of Senior InfantsNow | began to appreciatbat | needed to make serious changes to
my practice in light of my realisation that my students were beginningrergte

general classroom discussions outside of discrete Thinking Time sessions.

Y, a Special Needs Assistant who was present in my class daily and who
had been with these children the previous year, edsoarked one day:
never knew children so youngcould get soinvolved in discussing
Theyodre ready (RD14DI1-B)cuss anyt hing!

Because the children were talking so actively now throughout the school day, |

wonderedf | could abandon Thinking Time, but decided not to, resolving however to
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investigate how | could incorporate more opportunities for critical thinking and
discussion into my everyday work. This led me to problematise the specific processes
of Thinking Time and my practice generally, too, because now that my students had
begun to asserthemselves as critical thinkers, they were also demonstrating their
independence of mind by challenging established school norms and practices. For
instance when lining upuring a fire drill one day, the children were asked to form

straight lines and E@ged 5, asked

Eo: Wh aod@lsout straighglioes anyway?
On another occasion, following a classroom discusb®said:
Eo: 1 am going home today wiflastso many questions in my head

Ao: If you go home with a question aifdyou get an answeto your
guestion you can alwayglestion the answe(RD 27-02-04; Appendix
C.5)

It was this kind of episode that led me to believe that | was beginning to realise my
values in my practice, and how this could be achieved through developing sfigcific
dialogic classroom pedagogies. During this cycle also | had tevakiate my
assumption that the Thinking Time format suited all children and | had to critically
examine my practice so as to justify my decision to makevatioes for a child for

whom participationin thecircle was difficult Chapter 7).

The final Action Reflection Cycle 3 (Chapter 8) lasted from September 2004 to
Deember 2006(although lam continuingboth the practiceof keepingmy diary and
filming the discussionsvhich demonstratethat | consider my research as angming

living process and that | believe my practice can still evolve and impréugjng this

last Action Reflection Cyclé workedwith three older groups of children, agedl8

years. This cycle became a synthesithe two previous cycles and my emerging living
theory of critical practice began to evolve mainly from the practice of writing during
this time. As | wrote my draft thesis with increasing critical awareness, | could see that,
despite all my rhetoric @t freedom, for example, my initial classroom pedagogies
were linked with issues of control. | came to see that | had wantddnimateand
manage the discussion and o6écont ®vanale t he
my values in relation to ssies of care, freedom and justice. This thesis communicates

the deep learning from this experience.
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There s a significant shift in the kirsbf data | gathered as the actigilectioncycles
developed. The data besa more videdoasedin the last cycle because my
conpetency with digital medideveloped rapidly. how frequently used a digital video
camera and had mastered the technology | needed to create CDs from digital data. This
point is important for my later discussion on the forms of repregamtahave used to
communicate and validate my claims to knowledg¥®ideoing the discussions also
became a strategy for inclusion and enabled me to live my value of care and justice as |
accommodated the phenomenon of having-Boglish speaking childrein my
classroom within the process of discussion. By inviting children who ingraly
struggling with English language competenay lie the technicians and camera
operators, they were included as participants in the process. €hseglthem and

gave them status amongst their classmates, whereas staying out of the circle completely,
or staying in and not participatingould haveunderminedheir selfesteem However,

as their communicative competency increased they frequently began to decline the
invitation and optd into the discussion(Chapter 8 and/ideo Link: communicative

competency

So by reflecting on how and why | was living my values in my practice, | was able to
begin toarticulate andcommuncate my emergent living theory of practice. | also began

to test my ideas against the critical feedback of peers and other professionals. | began to
present my work at conferences, workshops argkimice professional development
courses, both in my owrclsool and in the wider local educational domain (Roche
2001a, 2002a, 2002t2002c, 2003#n, 2004a, 2004b, 2005) As | submitted my
emergent theorisations to stringent public scrutiny and critiqugadually became

more confident in explaining how | wasolding myself accountable for my

epistemological and pedagogical stance.

| then moved into a position where | felt | needed critically to explore whether my
interrogation of what | do in the micro context of a classroom in an Irish school might
hold anysignificance for the macro world of a better social order, a more educated and

open society. | explore these issues in later chapters.

Key issues of my thesis

| am making substantivelaims in this thesis. | am saying that | have learned how to
becone a critical thinker, and that | can give reasons how and why | have done this.
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How | have done this has been to enquire into my practice. This has involved a robust

and vigorous exercise in selfef | ecti on akin to what Pol a
know e dge of approaching di scoverybo (p. 24
personal, in the sense of Oinvabd.i(ng the

The discoverer is filled with a compelling sense of responsibility for the pursuit
of a hiddentruth, which demands his services for revealing it. His act of
knowing exercises a personal judgement in relating evidence to an external
reality...

(Polanyi 19@ p.25)

The 6somet hing t hat needed t o be di sco
responsibilitydé | felt f orgradulkievolgediatm i mp 1
guestions that began to lead me towards the generation of my living educational theor
(Whitehead 198§. These questions included the following, which | systematically

address in this thesis:

1 How do | improve what | do, so as to help my students to improve what they
do?

1 How do I know | am justified in doing so? Is what | am doing Gvio my

values of care, freedom and justice?

T Why i s &6cr it mangliterattirdslargeky prasgnied asra reified
concept about the teaching of skills and strategies and the development of
dispositions? e Bono 1985, 199Fnnis 1962, 1992Paul 1993, Paukt al
1986, 1987, 1990

1 Is what | am doing in my classroom abautonceptcalled cr i t i c al t hin

is it more about O6becoming critical 2?6

And so, severalyears after my initial question about imprayimy students, | now
claim that | have come to my current provisional understanding that the best interests of
my students are served if | focus on researching my own practice in order to understand
how, by developing my critical capacities, | can devebopverful pedagogies that

encourage my students to be critical thinkers also.

In doing so, | have come to understand how issues about knowledge generation have

shaped, and continue to shape, my research and my identity as a researcher, and how

32



© Mary Roche 2007

my understading of education will continue to evolve as | continue to investigate my
practice. My current understanding is that education is about people learning to become
free to think for themselves and to make informed choices about their lives. | use the
tercurdad ent under standi ngo0 I|ddgedsatenpaarylandb el i e

evolving

| understand now that knowledge is about more than the kind of standardised
propositional school knowledge that predominates in Irish primary school classrooms
(Murphy 2®4), that the teacher is not the only knower in a classroom, and that there
are as manyvays ofknowing andkinds ofintelligences (Gardner 1983) as there are
people in my classroom. | began by invegtigawhether | could teach iways that
honourmy educational values and that acknowledgey children asunique, active
thinkers and participants in classroom discourses. | now also want to contribute to the
knowledge base of educational enquiry (Snow 2001), and towards the development of a
good social orde(McNiff et al 1992), through disseminating my new learning in the
public domain. By 6éa good soci al order 0,
think for themselves and submit their thinking to the critical scrutiny of others. | suggest
that a god social order can be achieved through the establishment of an educated
public that thinks for itself (see als® Mcintyre 1987 Popper 1966Russé 1922,

1934, 1941, 1988, 19%7Yet in my personal experience, both as a student and as a
teacher, dominanforms of education in Ireland seem to be less about freedom or
openness and more about control, management and the delivery of large amounts of
propositional knowledge: concepts that one would not link readily with justice or care.
My developing understaling is that the transmission of knowledge, primarily through
didactic pedagogiesMurphy 2004 Government ofireland 2005) in a standardised
national curriculum caserve tadiscourage critical engagement and deny opportunities

for dialogue.

For me, dalogue, including dialogue with the self through reflection, is crucial to the
development of critical awareness, because dialogue, as | understand it, honours the
other as an equal knower who can think and speak for herself. | can see now that for
many years | contributed to an oppressive model of education through my lack of
critical understandingf these issuedNow, asmy living educational theory evolves, |

understand that a didactic model of schooling values neither justice nor freedom.
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Through engagg with a large body of literatures of critical theory and critical
pedagogiessuch asApple 1979, Bowles and Gintis 1976, Dard¢ral 2003, Freire

1972, Giroux 1988, lllich 1973, Kincheloe 2006, McLaren 1995) | now understand that
instead of acknowleging the child as a knower, didactic pedagogies in many post
industrial western educational contexts seem to objectify the child as a commodity to
which discrete packetsf cknowledge are deliveredand then assessed through
standardised examinations to demwv mucho f the knowledge has
(2002) says this obsessi on -centuty fixatiansvthe s s me r
ranking and measuring t he7). iseensmoknelbdsed and
on my thirty vy eshsclsodls, thax gitegmhat s measurablenis morre

highly valued than what is n¢Tomlinson 2005) parentdrequentlyrequestresultsof
standardied tests in Maths and English,tyehave never been asked how a child is
performing in Art or Music, forxample The currentd f i x a tneéobberél pobcl

agenda around the idea of establishing a managerial culture of performativity in
education (Bernstein 1996, Brown 2002cNesset al 2003 Pollard et al. 1994)

means that schaoland teachers areow judged on how well chiletn performin
standirdised assessmentépple (2001h states that standardisation is part of a move
towards growing state control.Citing Ball et al. (1994 p.14)he suggests that
educational principles and values are often comwed such that commercial issues

become more important issues such aurriculum design

This represents a subtle but crucial shift in emphiagise that is not openly
discussed as often as it shouldibieom student needs to student performance
andfrom what the school does for the student to what the student does for the
school

(Apple 200D p.185)

He goes on to suggest that the standardisation of eslucagssentially:

a mechanism é to specify which knowl edge
standardized and officially defined as legitimate. This is seen in the attémpts

to specify, often in distressing detail, what students, teachers, and future

teaders should be able to know, say, andajocit p 188)

As | challenge the orthodoxies dardardised curricula and assessment methodologies
| realisealsothat theycan serve todeny the different ways of knowing of children
(Gardner 1983) and can besgispectful of their uniqueness as thinking human beings.
Through my research | haveow become convinced of theeed for critiquing the

premises upon which the measurement of learning is based.
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| argue that an educational philosopbych aghatindicaed by the principles of the

Primary School Curriculum@overnment ofreland 1999, is based upon an idealised

6ot herdéd ( Mead 1 9aBdias suBheannbtaxhibibadetjuat® ¢aye,and
freedom. By dadequat ed her e that respeasnhea f o
humanity and uniqueness of each child. For example, | underssaaddardised o-n e
sizefitssal | 6 ( Reyes 1992) approach to curricu
on control and dominatiomhalso now appreciate thatith the poposed introduction of

national testingor sevenand eleven year olds in the Irighrimary education context

(National Council for Curriculum and Assessment 2088)rriculum that is coming to

be more dominated by traditional models of testing neekavie the assumptions about

teaching and learning that lie behind them interrogated.

Asreported earlier,yjn t heory of education i s premise
(Benhabib 1987), and is grounded in the dialogical relationships between people,
including my students and me, and in the dialectical interplay between us as we
generate knowledge together. In this sense my educational theory is living and evolving
from my ontological stance. In the same way that my methodological approach to this
study draws on and incorporates other traditions of research, so my philosophy of
education accepts the value of some instructional and training approaches, but accepts
neither their uncritical assumptions nor their position of dominance in Irish education
(Conway 2000, 2002; Martin and Morgan 1994, Morgan 1998, OECD 1991).

These understandings differ from the seer
classroom situations is about prescriptive instructional strategies and skills development
(DeBono 198, Ennis 1962, 1992;Paul et al. 1990, Pithers and Soden 2000,
McGuinness 1999, McGregor 2006). | do not understand now how one can talk about
6critical thinkingd as though it were a
guestion oéaogi taiboailt twhiart K 6 crliticalyeaboutehate t h a't

constitutesritical thinkingmustbe grounded in the idea that
1 peoplethink and havénfinite capacity to beritical thinkers
1 peoplebring their own backgrawds and ontology to the process

1 peoplegenerate new knowledgerfthemselves in the process
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1 thinking needs to be understood as a dialogical and relational process, not a

product

| have come to understand that when a person enters into a dialectical relationship with
thoughts and ideasyith others and themselves, thinking then becomes a practice of
dialogue, a way of having a digic imagination (Bakhtin 19813 way of being in a
dialogical relationship with knowledge, and a way of being in a livifioaship with

other people. Thmit 1 s not predicated exclusively
of skills, knowledge or dispositions although these can be important components. |
locate these ideas in the work of Fromm (1979) who discussed the cultural and social

significance between an ethos of beingdaan ethos of having

Preliminary findings of my study

In this thesis, | present evidence for my claim to have generated a living theory of
critical pedagogical practice from nsgveralyears of problematising my educational
values and conceptual frameworks of critical thinking, care, freedom and justice. The
articulation of such problematising can be seen as evidence of my claim to have
acquired a more critical voice and stance, especially when compared with some of my
earlier witing (Roche 2000). | cannow recognise my deepened critical understanding

of the multifaceted socihistorical and political issues that influence education. One of
my preliminary findings, for example, is my understandaggindrawing on Fromm
(1979)that my theory is a theory of being rather than one of acquiring or having. This
means that | realise that | cannot teach a subject céiictal thinkingd as the
acquisition of a set of skills or techniquésit that | must develop my own capacity to

be critical enough so thatehcourage others to be criticalnstead, irmy classroom

try to embody my values about peogleing together andhinking together as a
community of enquirghrough dialogusuch as Bohm (2004) advocatddelieve that
thinking together in a community of enquiry such as | experience with my students in
both Thinking Time and in informal discussion, is an exercise of freedom where each

personébés ideas are |istened to and respon

Bohmdés (2004) i6dehd nkfi nge d o g et tobehe Pictures com
Fromm (1979 painted of collective Oherd6 thin
had | ost the ability to think for themse

thinking. He arguethat people must exercise their freedom in thinking for themselves
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iwith the main kind of freedom being a of
60to |l et go [of deefplhy n&kmnmtnmgé n(mie dxpldnanpiotn sl 6 c
this accounhow | found the letting go of years of habit and training to be very difficult.
Despite nearly five years of my study and more than ten years of doing philosophical
enquiry with children, 1 was so used to imposing my views on children though
traditional nstructional practices that | frequently failed to see how deeply ingnaipied
didacticism was. This leads me torether preliminary findingof my study | now
understandt h at didactic pedagogies are rooted
pedagogies ar grounded in inclusion and respect for the humanity | share with my
students.

| hope that this report willlemonstratehat | have developed my critical voice as |
reflected on my practice and engaged with educational issues as | struggled to articulate
my living educational theory (Whitehead 1@89Throughout | will show how | have
tested my claims against existing theories in the literatures, and against the critique of
colleagues, critical friends and peer professionals. This has enabled me to ¢kaim wi
authority that I now know what | am doing better than | did before.

Furthermore, | am claiming that | have brought my critical understanding to bear on

how | can influence educational cultures. Through my research | have generated
relational knowledgey h i ¢ h, Mc Ni ff (2000) says, O6helr
our humanity and our interconnectedness
(p.138). | believe that this kind of relational knowledge finds embodiment in an ethic of

care (Noddings 992). | will show how I try to establish caring relationships with my
students that dissolve traditional power relationships between teachers and students. |
now can see t he Il nterconnectedness of |

connectedness to otlsan society, through ouialectical and dialogical engagent.

Over the past five years | believe that | have learned more about teaching than | did
during my previous thirty years of practice. | have now begun a process of teaching
myself to think andvork in ways that honour my educational values more fully, and my
understanding of myself as an educator has developed as | have carried out this study.
My research has helped me improve my practice as an educator, be accountable for my

actions, and has aped my professional identity (Connelly and Clandinin 1999).
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Significantly, my study will probably never be complete: it can always develop as |

continue to ask myself quesns such as:
1 What is going on here now?

1 Why did I think that/do that?

1 What is tle sgnificance of what | am doing?

In summary, between 2001 and 2006 | transformed my research stance from that of
observer of my students to observer of myselelationshipwith-my-students. In

2001 I did not wunder st aansds rtohoamh slp anxcaes waint h
(McNiff 2005a) . Il nstead, I was very much in my
what my students did and maintaining boundaries between my life and theirs, and
between teaching and learning. Even when | thought | had overtt@h division by
investigating my own practice, | was still somehow detached from it, seeing it as an
entity o6out therebd, somet hi ngudytone mMowes r e s e
seamlessly between the world of actor and spectator (Coulter & \2002) in a

di alectic between oneself and oneds prac
side, talking about my practice and about education. This thesis is the narrative account

of how | changed my mind, literally, so that | came to seeecthgs a participant in my

own and other peoplebs |ives, and not a b

Having outlined the beginnings of my research programme, and identified my research

issue and my research question, | now move to an explanation of why | was concerned.

38



© Mary Roche 2007

Chapter 2

Problematic Contexts: Why was | concerned?

The focus of my research now shifted to a consideration of the possible reasons for my
concern, so this was in effect the beginning stage of my capacity to theorise my
practice, that is, offer explanations fohat | was doing. This leads me, in this chapter,

to think about how and why my journey into critical thinking began in the first place.
What led me to become critical was no single event, but a whole series of critical
moments and episodes that begaadoumulate and have a cumulative effect. | outline
the story here.

First, it may be helpful to outline my personal professional history, and show how these

early experiences had a direct influence on later pedagogical practices.

My training to beateacher i n a womendés training college

These young men and women é went to a r
mainly by religious orders of priests and nuns] which was conducted on
remarkably authoritarian lines.

(McCarthy 1968 p.21)

The teacher training | received in the early 1970s was conducted on what McCarthy
describes above as o6remar kabllysh famalesh or i t @
differed, however, fronthe training oflrish males. In my college, up to a hundred

women slept in tiny cubicles in dormitories. Attendance at breakfast and at lectures was
compulsory. Meanwhile, across the city in the male teacher training college, each
student had his own rooand could choose whether to attend lectures, not to mention
breakfast. The stories of some teachers in my study group bear out my experience,
whi ch was that the training received by

education.
There were somanyul es é For exampl e, compul s
except that there wasnodét room|in the

established and everyone had to go on five out of seven mornings. You
were told which ones and it was a punishable offence not to atténd
you stayed in bed or didndét gp, you wi
That was serious and could affect your chances of employment|later.

(RD conversation with C and B 1131-06)
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We had two veils for wearing in church: a white one and a black|one.
€ Theblack one was for ordinary days and the white one for feast|days
and Sundays. You got in trouble for we
expected to know the feast days. I di
convent school. | was always terrified rughto the chapel in case | was
wearing the wrong one. (RD 4-06: conversation with B)

My experience of training college appears to resomatet h t he col |l ect
thinking to which Fromm (1979) alludedeachers, especially female teachers, were
socalised into passivity. We did what we were told, fearing to question the status quo
and be considered 6édeviousd. Any breach
gain a teaching position because, as was common knowledge, the sisters who ran the

training college had great influence over the allocation of initial teaching jobs.

It was a dreadful experience. | was almost totally unable to think for
myself when | came out. It took me years to break through that barrier.
(RD: 22-10-04 conversation witkW)

During my studies, | came to understand this situation in terms of what Ken Brown
(2002) refers to as the O0intimate connect
in a society and the configurations of power authority and subordinationefiivas ds
political constitutiond (p.29). I nt er wo v ¢
of the 1960s and 1970s, was the power inherent in the social mores of a paternalistic
churchcontrolled and dominated society (McCarthy 1968, Drudy and Ly998).
TerenceBr own (2004) refers to the Irish pr
resonant symbol of a society where authoritarian control enforced ideals of nationalism,

religion, and | anguaged (p.237).

Mine was an educational experience that disaged freedom of thought, originality or
creativity and was, | believe, dependent for its efficacy on a passive and pliable
population.Drawing again on Fromm (1979) | see now that it was premised on the
acquisition of skills and strategies of teachinthea than on becoming or being an
educator.This type of education was also premised on a paternalistic model of
childhood (Corsaro 2005, Devine 2@0M@evine 2000b t hat vi ewed chi | ¢
to adults. Children were perceived as embryonic citizeéms would at some time be

Ot he peopl-ed wani Dcmngdzeamasher than Oocitiz
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2005 n/p). | believe that the primary school sysianorporated and reproducdie

values of a repressed society, and ensuredptbaplelean ed &6t hei r pl ace
society would continue to function smoothly without any major challenges to the status

quo. However, despite such experiences, | retained a sense of vision that supported my

commitment to working with integrity within the systday

1 educating myself and reflecting on my learning so that | could develop my

critical awareness, thus keeping a healthy scepticism

9 using this learning to teach in a way that fosters a similar critical awareness in

my students and acknowledges their forado think for themselves.

In the early 1980s, | took an appointment in an urban school. This experience was to
prove disabling, in that here | was persuaded not to think for myself. The school could
be defined in Rosenhol tcléd JdPB®l ,p.dme& )t
supportive of change or i mprovement. One

Rosenholtz found, was the absence of positive feedback:

Mo s t teachers é become so professionall

isolation thatt hey édo not often compli ment, sup
ot her 6s positive ef fradiantcesntag evero prayoken o r ms 0
adversereactiono a teacherds successful perfor ma

(Rosenholtz 1989 p.107)

| was happy in school only when in my classroom. | did not try to analyse why this was

so, nor could | articulate my feelingsstiartedto becomeamore critical, however, as |
researched the education literatuismy MA, andbegan to recognise myself in some

of them.For example| perceivedmy similarnty to Fullan and Hargreavés ( 1992 p. 5
descriptionof a teacher who waé af r ai d[mylo delar eand ansuc cC e s
indication ofmy fear ofadverséreactons) and | gradually began to problematise why

that status quo existed. By the time | had completed my MA | realised that what | was
fighting against was not my inability to work towards my values but an institutionalised
culture of domination towardsstecht s or staff who failed to
was decided upon by some staff members who seemed to hold different values to mine.
When | finally did change schools in 2001 | was uplifted to find that my educational

values and vision seemed to baedby mynewcolleagues
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Today at a staff meetingvast hanked f or Okeepling our
aliveo. Going f rom aidicued fou beingl o n wher
Oacademi c6 t o anap usbclhiocolly whhearnek ¢ld oOf or
academi c f | almen aanhajorv step in hHdavsloping the
confidence texaminemy practice for a doctoral degréRD 20-12-01)
I n this new context I experienced what )
valuable social satisfaction of having your practice sanctioneal byc ol | eagued (|

Increasechappiness andelf-confidence greaterwork satisfaction and the knowledge

that | was now a valued and respected member of staff in a school in which | loved

working, meant that | becam®@ore ready to take risks, includingethisks of thinking

more critically.

Changing schools then was significant to the process of how | developed as a critical

thinker. In both schools I learned from being, as well as doing: in one | learned to keep

silent through the rejection of my prass as worthwhile; in the other | gained the

confidence to learn to think critically through the acceptance of my practices as

worthwhile. My experiences resonate with whateire (1972)said, when healked

about the inseparability of learning from beirgpd the need to understand the

complexity of reality as a living process rather than a static entity. Leaaxagined

from Freirebébs perspective, is grounded ir

the world, their concerns, and theirvisio of what t hey

can

becon

p.73). He also argued for this examinatiof why things are as they ate be

accompanied by the development of a consciousness that refuses to be normalised.

As

| have expl ai ned adcaeptable wayseof beigg wasmpart ma |

of the cultural, education and socialisation processes of my formative years. My

learning from reflecting on my past has shown me how my historical context has

influenced my ontological values and my identity. As one wieavaip in a culture that

was steeped in a positivistic way of viewing reality, education and intelligence, | was

late in becoming aware of my need to be a critical thinker. | accepted things very much
they were and | di dn 6 19845 that couldhchange | h a

as

situations for myself or even realise that it was within the capabilities (Sen 1999) of

each person, including me, to make changes in their own lives.
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For the naive thinker, education involves moulding oneself and others to th

normalized past. For the critically conscious thinker, education involves

engaging in the conscious improvement and transformation of self and reality.
(Kincheloe2004 p.72)

From reading critical pedagogy literature8pple 1979, 2001b; Bernstein 1975
Bourdieu and Passeron 1977, Freire2lKincheloe 2004, Steinberand Kincheloe

2006) | now realise that, in many western contexts, from the day people enter the
education system, unwritten but nonetheless powerful, meritocratic social norms dictate
that they are selected and streamed into certain categories. Engaging with such ideas
during my studies has been a significant learning experience for me. It meédot that

the first time in my teaching career | questioned many hitherto accepted about
teaching and learningyhat constitutes intelligencand why Ishould strive teenable

my students to recognise why they should challenge these norms too.

Early misgivings

My sense of a need to take stock of what | was doing arose from a sense of dissonance
between my normal daily practices and what | believed education to be about, albeit
tacitly. This dissonance began to develop as early as the early 1970s, bduan |
teaching, and became pressing by the 1990s. | could not name the source of the
dissonance, nor could | change what | was doing because | did not know what to
change. This was partly because, at that time, | was working in the institution | have
already referred to, whose organisational values were grounded in logics of domination
(Marcuse 1964), and | felt required to abide by its norms, so | never broke out
sufficiently to question what was happeningstead Iwas silenced: | felt 1 was

somehow tdolame, buthe experiencéed me to seek innovative coping strategies.

For example as my concerns intensified as the years went by | sought several practical
solutions to them. | tried out new classroom management strategies; | changed the
furniture aroud; | facilitated classroom projects; | took themed approaches to aspects

of the curriculum. | attended professional development courses and | read educational
literatures widely, in the hope of arriving at some solutions that would solve my
unarti pubbtethd.0 It never occurred to me
concerned about my institution, the education system, society, or the bigger picture of
why things were the way they were. Il was
(1973), of theschool as formation and training, to look to others for solutions.
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However, like Berlin (1969), | gradually began to look inwards into my own practice

for solutions.

|l wish[ed] my |ife and decisions to deper
of my own,n ot ot her acts of will. | wi sh to be
(Berlin 1969 p.131)

An initial concern about silence

A concern that emerged early in my teactoageer was why children were expected to
remain silent I n cl ass, except for ans wi
Norman 1992). Ironically, | was positioning myself as a living contradiction
(Whitehead 1989 in that | often felt that didactioofms of pedagogy that silenced

children were unfair, yet | continued to teach in a didactic manner. | did not appreciate

how complex these issues were, until some years later when | undertook my research
and | began reading the literatures of critical pedy @s listed earligr When | did, |

began to see that education is a highly contested domain and that knowledge and power
are closely entwined and deeply embedded in dastorical issues about what kinds

of knowledge are valid and valuablealso kegan to see that, as well as engaging with

the critical literatures, | should also become critical of my own practice.

This was, however, easier said than done. As noted, and like many others, | had also
been encouraged to look outside myself for solutimnsny pedagogical dilemmas
(Whitehead and McNiff 2006). Beginning my ssttidy encouraged me to look within.

Thi s, I came to | earn | ater, was danger

comment about Habermas:

Habermas offers a comprehensivaansocial theory that is avowedly critical
inasmuch as it challenges both the criteria on which the reader expects to judge
this and every other social theory and the standards we use to accept, reject, or
simply to interpret the everyday social world wbabit.

(Pusey 1987 p.14)

At the time, however, | was developing my capacity to be a researcher as well as a
practitioner. This was a new experience for me bmust confess to some feelings of
isolation from my peers, none of whom seemed to share my lack of ease. This led to an
even greater emphasis on trying to make sense of my practice, especially through my
critical engagement with the critical literaturdhis was my saving grace, because |
began to see that perhaps there was a problem in education generally and that | was part

of it. Articulating this problem enabled me to identity my first concern, which was to do
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with the silencing of children, and ofe, their teacher, as | came later to understand. In
fact, the articulation of the problem was an initial step in finding my voice. | gradually
came to the point where | saw that, if | wanted to be able to articulate the unarticulated
worry about my praate, | would have to have to bring the assumptions that

underpinned that practice into fuller consciousness.

My next concern: beginning to question my own logics

These realisations led me to question my own logjiess still stuck in contradiction.

Even & | was putting in place strategies such as Thinking Time to increase
opportunities for more dialogue in my classroom, | was becoming increasingly
frustrated, btiagain could not say whiZhapters 7 and 8). In retrospect | can see that |
was beginningo question, perhaps for the first timew | thought and to see that |

was moving from propositional to dialectical forms of thinking. | realised that | was
teaching within an education system which relies heavily on propositional forms of
knowledge, and hich requires its participants also to give priority to propositional
forms of knowledge. As | search my data archives for evidence of where this
awareness began to manifest itself, | see that in February 2003, when rehearsing for a
seminar in the Univeity of Limerick in June2003, | presented my thinking on these
issues to my colleagues and supervisor (Roche 2003d). The presentation shows a
distinct shift away from the propositional stance of m& Blissertation (Roche 200D

towards a newer, criticatance that became a feature of my doctoral studies.

At this point | began seriously to interrogate the education system of which | was a part.

As well as emphasising propositional knowledge, the Irish educational system seems

not to encourage critical eagement. The structure of the school day requires teachers

to provide coverage of the curriculum, sc
hurryal ong curriculumd begins to emerge, i n
teaching ghod otghea stiuhbrjoeuct area requirement
for understanding or critique. This view is echoed by Brét23)

The greatest enemy of understanding is coverage. As long as you are
determined to cover everything, you actually endhia most kids are not
going to understand.

(Brandt 1993 p.3)

Apple (2001b) suggests thsitibject divisions provide more constraint than scope for

discretion He argues that (in the USjandard attainment targets that have been
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mandated cement these constraints sl (p.191).The 1999 curriculum for Irish

primary schools divides what is to be taught into discrete subject areas or clusters of
subject areas O Language6 is divided into L1 ar
environmental and scientific education (SESE) incorporates Science, History and
Geography. Arts education encompasses the subject areas of Visual Art, Drama and
Music; the Social, Personaind Health Education (SPHE) cluster includes Physical
Education, and Relationship and Sexuality Education. Mathematics stands alone as a

subject.

Each subject area is divided into discr
handbooks contain exenapé to show how these subjects should be taught. The school

week is divided into specific times allocated to each subject.

For exampleas in Figure 4. below,the English curriculum is allocated 4 hours per

week in senior classes and 3 hours per weékfant classes. The strands in English

are:
1. Receptiveness| 2. Competence and 3. Developing 4. Emotional and
to language confidence in using | cognitive abilities imaginative
language through language | development through
language

Figure 2-1: Table: Strands of English Language Curriculum

Each strand is then subdivided into strand units, which are further divided into the three
areas of oral, reading and writing. I n t

strand units for infant classes are:
9 Oral developing receptiveness to oral language
1 Reading: developing concepts of language and print
1 Writing: creating and fostering the impulse to write

The curriculum documents outline targets and objectives for each strand and strand unit.
The example of thénfant programme (English section) in oral language reveals that
Strand 1 comprises six aims and objectives in a bulleteatigth are largely skills

based
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The child should be enabled to:
1 Experience, recognise and observe simple commands
9 Listen to a ®ory or description and respond to it

1 Hear, repeat and elaborate words, phrases and sentences modelled by the

teacher
1 Use and interpret tone of voice expressing various emotions

1 Learn to adopt appropriate verbal behaviour to secure and maintain themttenti
of a partner

1 Mime and interpret gesture, movement and attitude conveying various emotions

(Government ofreland1999, English pp.121)

Strands 2 and 3 of the English curriculum have six bulleted amh&tand 4 has ten.

The listsaboverefer only to Oral language, and the lists for Reading and Writing are
equally detailed, so this gives an idea of the workload facing teachers in one subject
area. Furthermore, these objectives are to be met in art oiéssroom within a time
allocation of 3 hours per week. Bearing in mind tihat ¢urriculum contains twelve
subjects each divided intanany strands and strand units, aticht many classrooms

have one teaen and thirty or more childremne gets a seeof the often frantic pace

of theaonphess to which Dadds (2001 p. 49)

| colluded in this hurried and fragmentedrriculum. In order to devise shderm

schemes of work for each fortnight, and fit in my data gathering for my stixdy tio

timetable Thinking Time initially wunder
through or al | anguaged. By doing so, I
planning. There was no strand ichildrentoy cur |

think for t hemsel seegprsacrt i 6 edb quiTrhirrogl g hn td¢
strategies, however,was acceptinghe underlying curricular propositional logics and
assumptions about the reification of knowledge, and trying to fit chajogical
educational values into a technical rationality that negated them. | was holding values

but acting in ways that denied them, but had not made that knowledge explicit by
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articulating it as such to myself. | was oblivious to the fact at this pointithatalues

were embodied in my practice and could be manifested through my practice, because, at
first sight, this manifestation could not be slotted and timetabled. | was still unaware
that living out my educational values would have to permeasey monent of my
teaching life

This awareness did develop, however, as my study progressed. | began to question the
compartmentalisation of the school day into discrete parcels of information
transmission. | began to challenge and question the need for sisediaatricula and
methods of assessment, and to examine my growing resistance to the technical
rationality of education as | was experiencing it. This feeling of growing resistance, |
now see, was the beginning of my becoming critical (Carr and Kemm@). 198aw

that instead of fitting my values to an existing educational situation | would have to take

an alternative stance and try to make the situation fit better with my values.

This required me to develop the capacity for critical engagement, cordidemnt
courage. | am more confident now but, for many years, even after embarking on my
doctoral studies, | remained compliant with the norms of the system. Gradually,
however, the process of researching my practice of encouraging others to be critical
thinkers shifted the focus from my studentsrie. | began to see the need for a shift

from problemsolving to problematising.

From problem-solving to problematising

Initially | percei-vyeldvimygé.f florsawamy Oipd ®
problans for which solutions had to be found. Part of the process of becoming critical

for me was to shift from this bipolar problem/solution stance to a more reflective and
critically conscious stance of problematising my practice. The process of
problematisings grounded in several assumptions: that | must examine my concerns in

a critical way, and look at underlying assumptions and norms; that there may be no
6right answer 0; and that I mu s t develop
practices. The amgers, if there were any, were unlikely to resideha set of twenty

threelrish Primary Curriculum handbook&overnment of Ireland 1999)

By problematisinghough,| was finally beginning totransform myself into a critical

thinker, and was in turn hefg my students to become critical thinkers.
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This focus on my own learning enabled thento problematise why my educational
practice appeared to deny my values of freedom and justice. From a position where |
had naively assumed that teachiatk dominagd in classrooms because large classes
necessitatedidactic forms of pedagogy, | now began to be aware of deeper layers of
meaning. | found support for my views in a large body of research. In Britain, The
National Oracy Project (Norman 1992) examinedcheatalk in classroomsThe
relationships between talk and learning, patterns of classroom interaction were explored
(Edwards 1992, Edwards and Mercer 1987, Gadtoal 1999)as werethe differential

oracy experiences of home and school (Tough 19771s\1/@99). Edwards and Mercer
(1987 p.20) assert that talk is both O0a
oone of the materials from which a chil d
conviction of the importance of classroom dialoguel d@he significant role of the
quality of the interpersonal relationships in classrooms between teacher and students

and between students and their peers.

Alongside my growing awareness of the importance of pupil talk and shared classroom
discourse, | bemn too, to recognise that pedagogy can be seen as a highly contested
political arena that demanded critical awareness (Alexander 2000, Dadds 2001). | came

t o guestion my simplistic noti on t hat
management dlsaw mdteadgthatehe éxereise of technical rational forms of
management and assessment of teachers and students has to do with issues of power
and control (Apple 1995001a, 2001bbarderet al. 2003, Kincheloe 2004). For the

first time | looked at thories of education from the critical perspective of whether they
were founded on notions of care, freedom and justice. | realised that while the rhetoric
of the Irish Primary School Curriculum supports principles of social justice and care for
the other,the reality is that education is largely about school and classroom
management as teachers struggle to 1 mplen

thatdéd and 6éknow howd knowledge (Ryle 19409

Developing conceptual frameworks

These realisations enabl me to formalise my values of care, freedom and justice as
broad conceptual frameworks, and | can trace how these frameworks are associated
with the writing of key theorists (see Chapters 4 and 5). In relation to my value of care,

I have been influenceekspecially by the work of Noddings (19841984 1988, 1998,
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2006) and Buber (1965). I n particul-ar | }
ltd -dhdoudl relationships. These ideas ha\

ontological stance in rdian to others. My evidence throughout this thesis shows that |

engage with others in my classroom in a v
Il show that in talking o6withd rather thar
and significanbthers( Vi de o L i nk : . Thewortk of Benhabib (1987) ats)

hel ped me to examine how I view the 0&6cc

classroom. This stance is reflected too, in my choice of raatesearch as a
methodology. | understand action research as research in relation with others rather than
on others. In this | have been significantly influenced by the work of McNiff (2000,
2004, 2005a, 2005b).

ReadingBourdieu (1990) and Foucault (1988fluencedmy developingnsights into

how schools can operate as instruments of social control. From Foucault | learned about
how power and knowledge are interwoven, and how institutions such as schools,
hospitals and prisons can become instrumentoahlscontrol through processes of
objectification that transform the body into an object of scientific investigation. | had
never before considered school in this light, but as | reflected on the literatures | saw
how children are often powerless and obfeed in classroom situations (Devine 2000a,

2000b, 2003). Bourdieu (1990) argued that mechanisms of social domination and
reproduction, as evident in many schools, were focused on bodily-kowwand
competent practices, which came to act as symbatitatan the social world. Such
practices can be inculcated through what
see a relationshinp bet ween Bourdi euds i
institutional epistemologies and practices formed and moulded cthr e n6s i dent
passive thinkersin my own context, for example, | haiften reproduced my early

experiences asslentlearner in my practice asdedacticteacher.

Bourdi eubs and Foucaultdés ideas madce me {
a concept of the school as a context for social control. | now saw that by delivering the
reified knowledge of the curriculum in an uncritical way, | had unconsciously
contributed to a form of symbolic violence as understood by Bourdieu, and | had used

the power of my Osuperiord teacher knowl e

my c¢classrooms in Foucaultdés sense of the
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Bourdi eués and Foucaultés ideas haamh t her
of my practice. Because | consciously develop humane and respectful relationships with

my children | decided to seek pedagogies that would allow us to seek knowledge
together, and accept each other as O0o0the
dialogical pedagogies that would respect the egraed nature of knowledge, the
capacity of people to be creative and critical knowers and the humanity of interrelating

with my students through pedagogies that have care, freedom and pstguiding

principles Chapters 8 and 9).

| develop my themes of engaging critically with the literatures in Chapters 4 and 5, and

| show how my values informed my choice of conceptual frameworks. At this point,
however, | conclude this chapter by saying that | will fewevidence to show that the

focus on my practice, and the focus on my learning from my practice, are not separate
spheres of enquiry but are incorporated within, and grounded in one another. | draw on

the work of McNiff (2000, 2005a, 2005b) and Ni& and Whitehead (20052006) and

on Bohmés (1998) ideas about how creati vi
focus shifted to a concern to improve the quality of opportunities for children to
exercise their independence of mind as well as the develomiery own capacity to

exercise critical engagement.

| now turn to a discussion of the methodology | used that enabled me to do this.
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Chapter 3

Methodological issues: How could | address my concerns?

In this chapter | set out the methodology | uedonduct my enquiry. The chapter is in
two parts. | first give an explanation and justification for why | chose this methodology.
Second, | outline some of the practical details of conducting my enquiry. Articulating
these issues enables me to claimt thay research has been conducted with
methodological rigour (Winter 1989), and paves the way to my efforts to show its

validity.

Chapter 3 Part 1

Explanations and justifications

As recorded set outseveral yearsagoo O0i mproveo6 mynosvknowdent s 6
that my attitudes of that time reflected not only an ontological perspective in which |

saw myself as separate from and superior to my students, but also how my logics took a
propositional form. I val ued aocthings,andnty a
while | believe | had a strong sense of justice and was outraged by any form of

i njustice, I rarely questioned 6the way t
in the first place, and, most importantly from a critical perspectioe; hmight be

contributing to the perpetuation of the existing situation.

Il took as normative a view that school chi
curricul umob, and my onpmeddeprgdugptheenmys mavtiich e d h e |
had bea taught and trained. | did not critique the assumptions inherent in educational
discourses about what constitutes education or knowledge generation. | did not ask
whose interests were being served by having a standardised national curriculum and
what migh be the possible injustices in such a policy. Yet at the same time | kept
abreast of innovative educational practices: | attended professional development

courses, and read widely. However, | did not question why, for example, | am expected
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to absorb passely the abstract theory presented in arsenvice lecture. | accepted

such normative practices unquestioningly.

Neither did | question the assumption t he
theories. | did not question the logic that suggéisat, because an educational theory

oworkedd in one school or classroom, It
othersd theories and could not replicate
t hat per haps I w a scauseonmy | stpdentat that anme)were 6 o r
considered O0di sadvantaged6é, they could no

An example of my efforts to implement one such theory occurred when 1 first tried
doing O6Thinking Ti med (dBeen widedslofychildréndmd ) I
discussion and | was eager to do the same in my own classroom. | chose a topic that had
oworked well &6 in Donnellyds context. Wh e

unsure: my students sat uncomfortably in the circleaménmt 6 passedd6 wit ho

One child, a compassionate boy, asked: 067
remember what answer | gaye u t I remember t hat I want e
that | hoped would be clever, similar to what childrench s ai d on t he 0 Sc
year ol dsé6 vi @eocoandB&n TMonmMel | ybébs vi deo:
outcome: | knew in advance what it was to be. When the children failed to produce it, |
was devastated. | desper antheweyer, and cortimuedd t o €
|l ooking for ways to help them become Obet
to consider studyingnypr acti ce i n order to i mprove i
researcher. | later reasoned that | had fallen iredrtip of intellectual elém, where |

positioned recognesl theorists and myself in hierarchicatigganised categories.

Intellectual elitism and the exclusion of practitioners

McNiff and Whitehead (2006 p.65) refer to the way in which academic elfissn
traditionally discouraged practitioner research, largely through presenting theory as an
abstract discipline (Pring 2000) and through communicating messages that practitioners

are unequipped to do resear@ Mcintyre 1997). | agree with what McNitind

Whitehead suggest, and | also believe thatstgléd elitist academic groups can create
within practitioners what I earlier ref
2001).
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Furthermore, the development of internalised oppression by praattioae also lead

to their exclusion. | now understand how teachers have traditionally been positioned by
the academy as Other, as practitioners upon whom studies can be carried out in the
interests of developing propositional theory. It is possible thahtrs have contributed

to their own exclusion through their failure to claim their voice and by allowing others

to speak for them. When they allow others to theorise on their behalf, by interpreting
their words and actions for them, they are effectiveljuding in the widespread

understanding that they have no voice or theory worth listening to.

SureshCamgar aj ahdos (2002) arguments are al so
when he speaks about how texts construct and constitute knowledge arme vakués
of the Western intellectual traditions are reflected in the conventions and practices of

academic communities:

€ mainstream journals and their publ i shi
interests of center knowledge while proving recalcitrant periphery
d i s c o u academic writthg/publishing functions as an important means of
legitimating and reproducing center knowledge
(Suresh Cargarajah 2002 p.60)

Academic journaes and publications are not easi |
Unless a teacher has access to a university library, she is obliged to purchase journal
articles at a prohibitive cost. However, unless a teacher knows about the journals in the
first place, and has some familiarity with the system, she will find the process difficult.
Teachers are effectively barred from academic discourses through such exclusion
strategies. Their voices, if heard at all, are generally mediated through the voice of a
resea cher who has carried out a study 6éonb

Without access to opportunities for carrying out insider researcleahlt potentialy

influence education polieframing, teachers risk losing their avbomy and identity.

Education plicy is formed withoutrecourse tqoractitionefresearch into what really

happens in living classroonfsee Apple 2001b)Several literatures exist in Britain, for
exampl e, that point out the risks attach
expansion of a pervasive perftative culture for teachers as well as for children.
Concern has been articulated over the increasingly managerial approach to education.
McNesset al (2003) suggest that there is a o6d
practiceo ( p.(2O96% plso suggdsts rthats pgedormance models are
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dependent upon external regulation so that pedagogic practice is subordinated to an
Oexternal curriculum of selection, seque
(Bernstein, 1996, p.62). According $alltana (1994, cited in McNessal 2003 p.257)

the call for the raising of school standards and pupil attainment in predefined ways has

increasingly applied pressur etamnng Thisoper f
contrasts witha previous, moe hol i sti ¢ model of teacher
ability to 6creatively mediated external

pedagogic practice (p.256). In Ireland ,tdbere is a growing push towards a

performanceoriented, transmissiomodel of learningLynch 2006)

The view that education is simply another market commodity has become
normalised in policy and public discourses. Schools run purely as businesses
are a growing phenomenon

(Lynch K. 2006 p.}1

The research that has influengednageriaktyle education policgirectives hasnost

likely been carried out with out@dr and O6obj ect invpadtitionee sear c
researchemvolvement in or ownership of theesearchTeachers, in this sense, are
powerless. This is borne out byL y n c h and O GwNee sudgést thatl 9 9 4 )
professional researchers in the social sciences often exacerbate the powerlessness of

those they study (p.244Yhey arguehat, without intent, researchers

€ become colonizerse. [ They] know and ow
which peopl e t hemselltvneeans that theve aveenowy | i t t | ¢
people who can claim to know you and understand you better than yo

understand yourself: there are experts there to interpret your world and to speak

on your behalf. They take away your voice by speaking about you and for you.

(Lynch and O6Nei ll 1994, in L\
I am not sure however, t hat I agree witht
know very | itt | al$oappdarytombe posittomng thersdiresieds |
bel onging to an elite who wunderstand Ow

knowersunderstand it. From my perspective | would claim to know only Wwhkabw,
and even this is often incomplete and inchoate. | do not believe | have the right to claim
knowledge of what others know.

There is a paradox inherent within the Irish system,lieve that placeshe current
performanceoriented, transmission model of educat{®dorgan 1998; Murphy 2004;
Government ofreland200%) at odds with thaspirationf the 1999 Primary School

Curriculum Government ofreland1999) The curriculumrecommends a sociocultural
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model of education that claims to recognise and include the emotional and social
aspects necessary for learaentredpedagogiegintroduction,Government ofreland

1999 p8).tlemphasi ses activity asmdacte agentanvhessr y w
or her ovandploreokedé ce hgbr ati ng the unigueness
develp ment of e ac hibid).hHowededevidepce éxiste that didacticism

is still a prevalent methodology in Irish schoaotway 2000, 2002; Murphy 2004,
Government ofreland 2005aGovernment ofreland 2005h Through examining my

practice from the vantage point of over thirty years of experience within the Irish
system, along with almost ten years of action researcle sindertaking myMA

studies, | havenow generated my own living theory dafialogic practice thathas
significance for my practice amday have significance for teachers struggling to marry

these opposing education models.

Holding myself accountable for my practice

As reported, Wwen | finally began my current research programme, | began to
reconceptualise my identity as O6éresearch
which meant that | waalsoadopting an outsider stance. | also failed to see thg iro

the fact that not only did | begin to research my students, | actually did so with a view to

Oi mproving6 tahem (Roche 2002

| havenowc ome t o hold a more inclusional per s
ot hersd i s an o etbaseddos ontologea eahigs ¢hhatgositios ther n ¢
researcher as separate from her object of study. Over the course of this study | have
come to realise that, at best, all | can do is to examine my own values, and ground my
practice in them, so as to makeiamprovement in how | work, with the understanding

that my actions have the potential to influence others. This means that | have tried as far

as possible to hold myself accountable for my actions in relation with others to ensure

that | act with integrityn the interests of all in working towards sustainable educational

practices.

Separating the knower from the known

The traditional separation of the researcher from the object of study harks back to a
Cartesian perspective that attempts to ensure objgctand valuefree enquiry.

Descartes explained mind and body as separate entities and developed a form of
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analytic thinking, which splits complex phenomena into separate parts so as to
understand the behaviour of the whole from the property of its canoriCapra
1997).

Social science researchers traditionally operate fsoith a spectator perspective.
People, especially children, are often perceived as O#maet from a frequently

patriarchal perspective.

€ existing research gta toadtrecte ghildnergas sy st e ms
dependent, in need of prtection and as ¢
(Balen et al. 2006 p.29)

Seen from such a perspective children are often viewedm® t ent i al 6 ci t i
Ohuman becomingsdé (Balen ibid), rat her t
Obecomingd seem to take the form of a d
Onbdei ngo. Chil dhood i s ass bemgalfinished abhde a s
complete person. Like Freire (1972), | believe thabpleare alwaysé unf i ni s h e c
uncompl et ed bei ngs, i n and wi t-l). My | i ke
ontological commitments hold within themselves the idea of improving mased

person, and my educational values are about inviting others to help themselves to
become better persons also. This is not t
| initially adopted.

| no longer view my students as components in a homogegimup who belong to a
state named 6échil dhoodd. Like Moss (2002)

of the term 6chil dhood©©:

What is our image or understanding of the child? What is our image or
understanding of institutions for young childfen
(Moss 2002 p.439)

These understandingsuld appear toesonatelsowith Korczak:

€ t he -tesearchdr should not treat the child as a research objasta

means i n what Bubeirt o( 1r9ed4l 79t i manlslhé . anr h B |

research should not serve any interest except that of the child, who should be

treated as a unique human being that des

peoplei not peple to be, not people of the future, not people of tomorrow, but

people now . : . right now . . . todayo
(Korczak, 1914/1967b, p. 254, cited in Efron 2005 p.148)
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For me, each child in my classroom is a unique individutd whom | am in relation.

The quality of that relationship is influenced by many factors including my ontological
stancewhich positions me as in relation with othetshavepuzzledoverthe concepts

of @theBand®the6for a long timeand | have nev arrived at the understanding that |

try to seemy studentsiot as@theb atermthatunder st and t o mean
different from mé butas®the@ wh i c h | under st alkdmeabast 6 peo
who arethemselvesiniqueindividualsinrelat ons hi p wi t h ot her uni

acknowledge the influence of McNiff with Whitehead (2006) on my thinking.

Prevailing social policy discoursesn the other handppear to see children as Other.
Haavind (2005) suggests that such discourses egii@r idea that children may have
any ability to speak for themselvekike me she feels that methods must be developed

to enable childrenés voices to be heard.

When children are seen osiledly as dependent, vulnerable and malleable,
the idea that theynay have perspectives beyond their immediate existence is
simply ruled out. The same holds for any notion of the child as in a preparatory
stage since such a conceptualization would frame their present subjectivity as
oriented to a neyet-existing future

(Haavind 2005 p.149)

Haavind (2005) also suggests that children will in all cases be better served if they are
able to voice their opinion (p.144).

Emphasis on # child as an individual should not be interpreted as
disconnection from the child. Rather, relational qualities help constitute
individual performance. When children are equipped with the abilities to
represent themselves and to explore options, figure ptans and make
decisions on behalf of themselves, these capacities have been confirmed
through a web of interrelation

(Haavind 2005 p.144)

Insights such as thes®w inform how | work and how | perceive the purpose of the
institution in which 1 work, which should be to provide opportunities for children and

staff to realise their capacity to think critically and interpret their world for themselves.

Towards aliving theory of practice

| have recounted so far howor much of my life,| thought in propositional ways, and
have come only recentlyhrough my improving capacity to reflect critically, to take
action on my own processes of thinking and thereby critiqu@revious propositional

stance. 6Critical reflection is also acti
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it was not sufficient to ask only operational and procedural questions around improving
my practice. | also had to interrogate my omjatal, epistemological and
methodological assumptions. In this respect, the work of Freire (1972) also resonates
with both the ontological perspectives of action research, which became my preferred
methodology, and with my educational values.

Education a the practice of freedoinas opposed to education as the practice
of dominationi denies that man [sic] is abstract, isolated, independent, and
unattached to the world; it also denies that the world exists as a reality apart
from men. Authentic refleain considers neither abstract man nor the world
without men, but men in their relations with the world

(Freire 1972 p.54)

Having moved away from a propositial to a more critical stance, in which | was
beginning to see the need for a critical pafspective, | seriously considered the idea

of first-person enquiry (Marshall 2004), or ssttidy action research (McNiff and
Whitehead 2006). For me, saludy action research makes moral and ethical sense,
because it enables me to see my o016 in r
company with many otheis6 a communi ty of Al 6s06 ( Mc Ni |
25). Epistemologically, setudy makessense for me because | have come to see

knowledge as something inseparable from me as a knower.

The idea of a |living theory of practice i
educational enquiry, and that all individuals are capable ofirdféheir own account

of practice, comprising their descriptions and explanations, to show how they address
the question, 6How do | i mpa),caadeso hold pr ac
themselves morally accountable for their practice. Such accountste@taad as their

living educational theories (McNiff 2007). This idea challenges traditional orthodoxies

and power structures about knowledge and knowers, and places the practitioner
researcher at the centre of the research process. Consequentlyhéangst generated

from practicebased research can now be seen to be located in the researchers

themselves as they go about their practice in workplace contexts.

McNiff (2007) sees knowledge as relational in that, while the practiti@searcher is

the centre of the enquiry, they are always in company with others. The processes of
learning, according to McNiff, have the potential to transform and evolve into new
knowledge. These ideas about the generative transformational and relational aspects of
living theory have implications for my practice as | seek ways of working that are
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inclusional, invitational and respectful of the other. Because living theory places moral
responsibility on practitioners to hold themselves accountable for their practices, the
ideas of relational knowledge and generative transformational processes have moral and
ethical connotations that weave issues of social justice through the fabric of my living

theory.
Bakhtin, as reported by Holquist, also acknowledges the existehck& o661 i vi ng |

Much as Peter Panés shadow is sewn to hi
the abstraction of language to the particularity of lived experience. And much
the same structure insures that in all aspects of life dialogue can take place
between the chaotic and particular centrifugal forces of subjectivity and the
rule-driven, generalizing centripetal forces of the exteasonal system

(Holquist 202 p.28)

Hol qui st (2002) also suggests that Bakhti
a way of |l ooking at things that always i
However, according to Holquist (op cit) Bakhtin located his workihne i dea of

i nescapable necessity of outsideness and
I woul d agree with the idea of ounfinal
continuity in evolutionary processes, | would also argue that lithegry is firmly

located in the idea of insideness. The living theory | generate is ongoing and is worked

out dialogically from within my practice through processes of communication with my

own critical reflection on action, and with others who have beéted to participate in

the process.

Reaching these understandings has enabled me to appreciate my own capacity for
personal and social transformation. | have become aware of my own transformational
power. Power is frequently construed negatively. It lsarused to control and shape
behaviour (Foucault 1980), or to gain dominance over others. Power can also be used
productively to improve the human condition (Kincheloe and Berry 2004). | now
understand how | can ugske power of my deeper critical awaress to generate
explanations for my actions, and in turn use that power to influence the education of
social formations (Whitehead 2084

Therefore, in constructing explanations for my professional practice | have found it
necessary to clarify for mysethe meanings of my ontological and epistemological

values by showing their emergence in action (Whiteheadali®89, and | have done
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this by immersing myself in the process of taking action grounded in critical self
reflection. | have found, like Mellai1998) that the methodology is the process and the

process is the methodology.

A vignette from practice

Aware, always, of the need to produce validated evidence to test and hopefully support
my claims to knowledge, now offer one vignette from my archiue illustrate how |
learned about my practice from reflection-action (Schén 1983) and from dialectical
engagement with both a piece of data (a videoed excerpt of practice), and with the

critique of others.

On 2307-04 | showed a videoed classroomcdission to a group of critical friends
from my studygroup. | hoped to show them that my students were adept talkers and
thinkers. | knew what | wanted the group to see. | thought it would be unambiguous.

However, | later wrote in my journal:

Whenthetap ended P said, OFirst off what
take this so much for grantédlittle 5 and 6 year olds discussing and

thinking and | istening. I'tds |amazi ng!
even see how ama@®RDBA3g®7-0hhat i s in itseldf

This was significant for my learning. | realized | had been so busy looking at tapes and
transcripts for specific data, that | often ignored the larger potential significance of my

practice. | wrote:

The questions that strike mewt hat | diaskingdPare:t hj nk of
ayWhys houl d the idea of I|ittlWhhatchil dr en
assumptions are being made here about theoidelaildren engaging in

dialogue?

b) Wh at is considered to be ©Hnor mal 0
practie | o o kisn géba?ma®Oz04RD 2 3

Reflecting on these issues afterwards led me to research literatures around issues of how
teacher talk can silence children, and to critical pedagogues like Apple (1979),
Kincheloe (2004), and McLaren (1986) who aim to challenge iogsstn traditional

forms of pedagogy.
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C said that she thought, and the others agreed, that even though video

can be a very powerful visual medium for demonstrating what
wr i tt en iwarial @xpresaiondobdy language, voice tinmibie
was notuntil | provided explanations for my actions that the pict
became rare complete. (RD 287-04)

the

ure

On reflection, | realised that this has implications for my methodology because an

outsider observing my practice might not have interpreted my actions t@tgu(a@his

episode had significance for my later examination of appropriate forms of

representationf my data.

M commented that | seemed to allow two children in particular a Ipt of

speaking time. She wondered if this was unfair to the other children.

| explained how both children Sh ando,Ewere struggling

academicall yéo. Whil e they were
showed this in the video, | explained that | knew from their performance

in traditional workbook activities, and from my tiyityears of classroom

experience, that when standardised test time came around they
of ail 6.

| explained how | felt that such technically rational assess
procedures were unjust because they failed to recognise the

intelligence of a child, Wile marginalising those whose learni
strengths did not match those valuedhmyassessment. (RD-R3-04)

obvi

would

ment
whole

ng

When | reflected on this episode | realised that | was beginning to develop my living

theory of practice. | had offered a description of what ha&spening, by means of a

visual narrative. Now | was offering an explanation for my practice in relation to my

decisions. However, closer reflection shows me now what | failed to see therhddat |

beenacting out of my values of justice and care arat these values may have been

embodied in my practice longer than | realizmd had not been made explicit until

now.

In another section of the video a child struggled to articulate a th
and took some time to speakdto
help him.

| replied that | felt he would get there by himself and | wanted to let
try at least.

C asked me why | felt that this was important.

| explained that | have made a conscious effort to give children tin
think. In  t he p a always Iwaitdongd en@ugh for children
answer. | have tried to improve my practice in this resgR® 2307-
04)

pught
C

him

ne to
to
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| found evidenceén the literatureso support tk view that teachers often do not wait for
children to answer (Galtoat al 1980, 199; Goodlad 1984, Walker and Adelman
1975, Wraggand Brown2001). In this way, teachers use their power as the authority

figure in the classroom to control and dominate classroom discourse. However, some

children invoke their own power and choose to use thihéo advantage (Devine

2003, Holt 1964)As reported earlierecent studies of Irish primary schools show that

di

dacticism remains sufficiently

d o mi

recommendations of th&999 Primary School Curriculum (CQovay 2000, 2002;

Murphy 2004,Government ofreland2005, 2005p. This, | maintain, is an area of my

nan

research that could have significant implications for policy and practice in lIrish

education.

When | later reflected on the process of showing the violewoytcritical friends in July

2004 | realised that the video could be described as a visual narrative of the

transformation of my learning (McNiff and Whitehead 2006). Here was visual evidence

of me embodying values of justice and care in practice, #erlthis researcibased

account to show how caring pedagogical practices can improve the quality of learning

experience for children.

| am aware, however, that the kinds of claims | am making here need to be tested

against the critical responses of athel have already recounted how | invited the

critical responses of my study group to my claims, and | have also come to see this

process of dialogicallgrounded critique as a form of knowledge creation in itself. New

learning emerged for myself and nlleagues. One subsequently wrote:

I learned a lot from the conversation regarding your video. | realise
someti mes, I donot al ways apg
doing in my practice until | hearfitr o m o tWhen wes all éngage
togethe in that validation exercise, | took a lot of notes and have ¢
looked at episodes of my own practice with new eyes. (RD email
BL 03-09-04) (Further examples of such critical responses can be f

d that

reci
d
since
from
ound

in Appendix B.3.)

ate

My living theory is explicitly rooted in my embodied values of care, freedom and

justice. Rather than excluding others or dominating others through prescriptive practices

| aim to develop a form of critical practice that is grounded in logics of inclusion and
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freedom. This, | felt, wasve | | exemplified in my respon

comment in relation to my providing space for a child to think before speaking.

C said that she felt that this was an extremely important explanation
because it provided an insight into how | wddwards including al
children democratically as active and equapedicipants with me.

The others agreed that the episode shown certainly tested my claim that
in my classroom children have freedom to speak, freedom [from
coercion, freedom to be sileahd that | provided adequate description
and explanation for my actions. (RD-23-04)

This episode is significant also besa previously | had not theadhow my actions

could be a realaion of my values. Now | could see that these values inform my
practical professional decisions. | began then to look with new critical eyes at other data
and | began t o apemphagsiothe reeed ®éheckdtlescdpiony 1 9 7 3 )
of data. | saw that it is important not only to describe episodes and stimrarivith

case study material but also to locate my arguments within my conceptual frameworks,
such as why | believed | should adopt caring and nurturing practices and the nature of

the relationships between my ideas of care and nurturing and critrdahthi

The dialectic between making sense of my practice and my growing critical awareness
meant that | began to see myself as an integral part of the practice | am studying. |
became a living participant in my own knowledge creation process (Bohm 20@s!). T

dialecticalsoenables new problemmosing forms of practice (Freire 1972).

| have come to see how dialogue plays an essential role in the development of my living
theory of education. | now understand education to be about learning how to live a
moral life and how to make choices that value the inclusion of the other. | believe too
that education is about learning to learn, and about learning to think for oneself through
dialogic processes. Because my educational values are premised upon democratic
practices and dialogue, | now understand more fully that education should be about
non-coercive practices. Thus | now have begun to see my role as a teacher much as
Freire (1972) described, as one of inviting others to share in knowledge generation
through dalogue. In this account | attempt to explain how my values have inspired and
provoked me to change the way | was working so as to become what | consider to be a
Obetterd6 teacher by employing dialogical

as | celiberately reconceptualised my identity and transformed myself into a more
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critically aware thinker, through the dialogical process of helping my children also to

become critical thinkers.

| now turn to the more practical elements of my research deaigh its

implementation.

Chapter 3 Part 2

Practical issues

Mellor (1998) speaks of the search for a methodology as a most confusing process:

I have toyed wi t h t he met aphors of a |
thingamygigdb and 6 htwhithimosi closelyembediea r k 6 , bu
the development of this undertaking, with its dead ends, confusions, shifts in
focus and occasional fruits of publication, is the unusual, but nonetheless
extremely successful growth of the banyan.tree

(Mellor 1998 p.467)

Similarly, for much of my studyl hadé no r esearch question ai
(Mell or 2001 p. 465). |l was oOowor kaofwhgat wi t hc
[I'] 6ve doned (ibid). Initially | found t
Omet hodd estwdysacttien research. |svanted definition, clear answers, and a
6righté procedure to foll ow.omllhad, bro,lasrd er e
Freire (19720.23 described, | preferred the security of conformity with [my] state of
unfreedom to the creative communion produced by and even the very pursuit of

freedom

Guidelines to the methodological process of action researahrgmxist, particularly
in the worls of McNiff and Whitehead (McNiff1988, 2002 McNiff et al. 1996
McNiff and Whitehead2006§ McNiff with Whitehead 2002put like Mellor (1998) |
hunted several oO0snarkso6 befor emypmcitej si ng

and finally understanding that the process of the methodology itself was in its practise.

The finding of the questions was itself more important than the questions
t h e ms e |l eventually cdme to accept that my struggle in the swamp was
the method, not a path to find a better metéod was struggling to find a
met hodol ogy . . . Tiwhichadid not fragmneni thel comdptexv n 6
whole of my own lived experience and my values.

(Mellor 1998 p.462)

65



© Mary Roche 2007

Mel |l orés (2001) |l ook at the o6untidy rea
gradually came to a new understanding of what theory and evidence and claims to
knowledge meant, as | struggled totermup my research account. | had to free myself
from the 6tyranny of methoddé (Thomas 199

feeling unequipped as a researcher, because | could find no clear path to enquiry.

| began to see myself as constantlyngiag and recreating my identity as | investigate
what | do. An initial focus on why | was uneasy about the dilemmas of practice now
refocused into how | could improve my practice in relation to how | might improve the

current situation for the benefit ofyself and others who sharey institutionalcontext.

| began by identifying my values. | took these as the guiding explanatory principles for

my research. The core values | identified were those of care, freedom and justice. |
wondered whether | was liwy these values in my practice. | decided that | would
gather data in relation to these values. Could | show episodes of practice that
demonstrated me living in the direction of these values, and transform those data into a
strong evidence base against ethil would test the validity of my claims to
knowledge? Because | was developing my critical capacity, | found myself asking
guestions such as, OWhy am | telling thi
What have | learned from this incident? What hlearning now as | critique it and

what can | |l earn from other critical i nci
videoed classroom discussion to note incidents of where children disagreed or agreed
with me or with peers, | saw that initiglll had been looking at superficial aspects of

practice rather than providing critical explanations.

| notice that | seem to be taking it for granted that it is significant| and
important to show that children have the freedom to agree or disdgree.
need to explainwhy it is important to me to show that a child has

disagreed with meCritical questions might include:

Who is traditionally allowed to disagree in a classrodi®/ do | feel
that the idea of a child disagreeing with a teacher is so ndtear
Why do | think that this is significant? What does this tell me apout

perhaps, inherent assumptions around power in the classroom? {RD 25
05-06)

This is a very different approach to general social science methodologies. The data

gathering methods mdpe similar, but the approach is different in that | am the one who
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interprets my practice and theorises it to generate my own living theory of practice. |
therefore ask questions of my data such as: Why do | feel that a child disagreeing with
me is notewdhy? Why do | feel that the idea of children disagreeing with a teacher is
so noteworthy?Video Link: Disagreeing with teacher)

As | researched my practice | systematically gathered data about how | gradually
deepened my own critical awareness. My data gathering techniques involved the use of
a reflective diary, audio and videotape recordings of myself in interaction with the
children, and records from, and email correspondence with critical friends and
validaion groups. | was therefore able to capture the rich complexity of the different
stages of my research. For example, | was able to reflect critically on this diary entry

drawn from early draft writing.

Choosing action research ssttidy as a methodologyithin which to
frame an enquiry into my practice emerges first of all from my
ontological stance, which is the way in which | perceive myself in the
world. This standpoint influences how | relate to others as well as
informing how my epistemological vada have evolvedRD 1501-06)

The sentence rankled with me each time | read over it. | fglistoo glib in that it did
not represent the struggle to come to an understanding of these concepts. My research

diary became a rich source of evidence.

Emai correspondence also enabled me to record my own processes of coming to know.
For example, here is an email record of correspondence with my supervisor that clearly

communicates this process of struggle and confusion.

Think about the patterns you arenumunicating here. You seem to pe
focusing on the general patterns of other people's thinking, without
acknowledging that you are a core piece of that pattern.

Where are you in this? (RD email from JaB05)

It seems that | was so deeply embedded ingsitipnal logics that | could not see for
myself where | was experiencing myself as a living contradiction (Whitehead 1989). |
tried repeatedly to articulate my ontological stance as | understood it. My reply shows
my emerging new understandiaithough Istill seem to reify the concept of critical

thinking:
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Letdés see if I 6ve made it a Iljittle cl
writing about my practice and | knew | wanted to write about critical

thinking but what was happening was that | was tryindinio them
artificiallyéeé

| now see that | ought to be writing about my practice in relation to
issues about critical thinking and | ought to be writing about critical
thinking insofar as it relates to my practiceot in isolation from each
other (RD email to J 1607-05)

Gradually 1 saw why | had been so inarticulate: methodologically, 1 had been
researching my practice as though it wére u t sephrate fed me. | had failed to

see that | was part of the situation that | was investigating.

It took a long time for me to understand that the knowledge | generate for myself is

always going to be temporary and uncertain, and even longer befomes iny

reflections, probleap 0 si ng, di fficulties and tentat
considered that wha | produced was |l ess than Okno
0theoryd. It took me several years to unc
my practice?6 |lies in the way I l'ive thr
values.

By cardully monitoring and recording my process of enquiry, | have a clear record of
my emergent understandings about the politics of knowledge, as well as my own
capadty for knowledge generation. As reported earlieaditionally, ownership of

theory residedn the academy. | can now claim ownership of my own capacity for
theory generation because | am explaining how | became competent as a researcher
who can provide a valid evidence base against which to test my emergent living
theories of practice. | can ghain the process through which | have reconceptualised my
identity as both researcher and practitioner. | have established my epistemological voice
as | realise my capacity to know my own educational development. | have also grown
into my methodological aice because | have had to adapt and innovate, as | have
created my own methodology, and because | am an active agent in the process of
enquiry into my practice. There are no 06|
of seltstudy enquiry is distinate to the unique enquirer. Each person has to work it out

for herself.

68



© Mary Roche 2007

As my research progressed, | began to use other data gathering methods such as case
study, narrative in the form of vignettes from practice, photography, video and audio
recording, trascripts of dialogues with children, research diary and field notes,
informal interviews and written validations by observers of classroom practice, critical
friends, parents, students and colleagues. When | came to generating evidence from my
data, | idetified specific criteria and standards of judgement in relation to my values,

and | showed how the values themselves transformed into those criteria and standards

of judgement.

Research design

When | speak about my research design, | mean it in the sehees | have organised

my research process to pursue a systematic enquiry. The thesis follows the form of this
research design, in that tiaariouschapters offer a narrative account of what happened
as the research process unfolded. Of special note ideh that | came to see how my
research was not just about taking action within a social situation, but also about
reflecting on the reasons and purposes of that action. | try to communicate this through

the written form of this thesis.

In Chapters 4 ah5, | offer a narrative account of the processes of action, and also show

how these processes were informed by a range of factors, including my critical

engagement wht the literatures. In Chapters 6, 7 and 8ffer a narrative account of

how I reflectel on the action, and came to see that | had organized my research in terms

of three action reflection cycles.

Therefore, although at the beginning of my research, | had a notion of how it might
develop, my reseahn process unfoldethrough taking actionral reflecting on the

action, and then using my reflections to inform new action.

However, | needed to start somewhere, so | took as my starting point the action plan
outlined in McNiff and Whitehead (2006 p.8). This action plan now acts as a
retrospectivechecklist of whether or not my research process has been systematic and
has achieved methodological rigour, for the purposes of testing the validity of my

claims to knowledge, as follows:
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9 Had I taken stock of what was going on in my practice and identifeta

concern?

Yes. | examined my context and | recognised that the education process for my students
was largely grounded in didactic pedagogies that sought to deliver propositional
knowledge into the allegedly empty heads of students. A concern emeagedildiren

were frequently being denied opportunities to demonstrate their capacity to think and
generate knowledge for themselves. The concern was to do with my emergent
understanding thaas well as denying children freedom, such an educational model
meant that social justicend care for the otheverebeing denied. My concern was that

I was colluding inthis unjust situation despite holding values that espoused a different
and more democratic kind of education for children, and that |I was therefore
experiencing myself as a living contradiction (Whitehead 3289 also began to
perceive that teachers also were often silenced by curricula and syllabi that were
prescriptive and propositional. | saw then that through doing this study | was changing
that stuation for myself and possibly for others. | came to see that the micro practice in

my classroom had potential for change at a larger macro societal level.
1 Did I identify my concerns?

Yes. | articulated my values of care, freedom and justice, and sawwias not living

in the direction of these values and how, despite rhetoric to the contrary, what was
demanded by the curriculum and syllabi of the primary school also contributed to this
denial of my values. | examined my personal context to identifgrevithese values

came from and | saw how | had been denied freedom to think and learn in ways that
were appropriate for me when | was a student. | recognised that systematising the
education process through managing and controlling it has resulted langaly
technical rational approach to the assessment of children, the inspection of teachers and
schools and the potential overcoming of educational values by industrial commercial
values Lynch 2006, McNes®t al. 2003, Whitehead 1989.3). | saw that witim
bureaucratic systems, people can become units to be controlled and managed. Learning
to think for oneself, | realised, is a key initial step towards nurturing a more open and
humane society where social systems such as education can be interrogated and

challenged.
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9 Did I try to think of a possible way forward?

Yes. Initially | decided to look for ways of introducing more opportunities for dialogue
in my classroom. | researched and implemented classroom discussion through Thinking
Time (Donnelly 1994). Idoked at what | was learning about my practice and | asked

myself, 6How do | do it better?506

1 Did I monitor the action by gathering data to show what was happening?

Yes. | kept transcripts of all discussions. | kept field notes aeflextivediary and |
recorded conversations with students, parents, colleagues and observers. | made tape
and video recordings, and | transcribed considerable amounts. These data can be found
in my appendices and data archive.

9 Did I evaluate progress by establishing procedurder making judgements
about what was happening?

Yes. After doing Thinking Time for a few years | saw that while it certainly helped to
encourage dialogue and thinking as well as engenglarsense of cohesion and trust in
my classroom, | began to developy practice by asking more critical questions and
pushing for higheorder thinking without taking away control from the children. | saw
too that | was changing my pedagogical style within the ass generally and
out si de of mé d h s ealosy fogam®re diatogical practice.

| believe that | am showing here how my enquiry was systematic and methodologically
rigorous (Winter 1989). As noted earlier, this was never a tidy process and involved
considerable anxiety and frustration. Giveatth began writing parts of my research
report in 2002, correspondence with my supervisor and early writing attempts
demonstrate that coming to a clear understanding of what my research was about took
three years. Despite having collected large amountdat#, and having sent many
thousands of words in written drafts to my supervisor, it is clear that the rigorous
process | have outlined above took time to conceptualise and take living form. At
different times | thought | was researching classroom diaJogdecational policy,
institutional change, technical rationality, issues of domination and control, and feminist
ideas. These conceptual frameworks all had relevance for my study in relation to its
values base, yet, while | had read copiously and widetlytaed to engage critically
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with what the various writers had to say, it took a long time to see where my practice
could be incorporated. It took considerable struggle to move from wabngtthese
issues ancboutmy practice. To give a flavour ofgéhstruggle, here is an episode of
email and telephone correspondence that communicates my frequent bouts of despair.

Following yet another unsuccessful attempt at theorising my practice, | received this

email from my supervisor.

| do appreciate what yoare saying and | think you are on the right

track. But, rather than talk about your practice and about crtical
thinking, can you show how you came to be a critical thinker? [(RD
email from J.1607-05)

After this exchange | spoke with a critical friend thre phone and explained how
frustrated | felt, because, while | was certain that | was offering an account of my
practice from an insider perspective, my supervisor saw that | was still adopting a

propositional stance.

Me : | snodt my pmaammémi&jrenraaefdbiregcathded i n
saying? So why is talkingboutmy practice somehow wrong?

B: |l ook at what youodre doing now in
etcéwhatés diff er ethat?? Why notf write a
Me : But doiogt eh ath €eé ® v e wrthetndwdemarnirgybout al |
|l 6ve had since | started to think mor
sound angry and pol emical!! But that 0s

hoodwinked for years | never realised any of this stuff before

B: We | | t h a is that new éearning thangidgsamy part| of
your practice?

Me : Yaes,| am more critical of the curriculum and | see how | need to
somehow encourage the children to begin to ask those questions too.
I t s notusetn oduog hT htion kjs soapvioktomerow.t hat 6

B: What isso obviou8

Me: | can show that | do things differently becausédn f f er eilnt nowéeé
ée. | am thinking more crititchat s about
what 6s different! Me !07-05( RD caonversat.i

At this point | feltl had at last begun to capture a sense of what was at the heart of my
research. However, still lacking confidence, | needed to be sure that | was correct in

thinking that | could study my growing critical awareness of what | was doing as a
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teacher in reldon with my students, as well as studying my students in relation to my

teaching. The next email exchange went as follows:

ée | woul d appreciate your advice abol
which you saw during our tutorial in UL.t 6s t he palkece wher
about teaching children to be critical thinkers as opposed to tegaching

critical thinking. (RD email 1-07-05)

OMy particular area of interejst for t
young children to do critical thinking or, more correctly, enagurg

themtobecr i ti cal thinkers. é Oteaching cr
of a transmission pedagogi cal mo d e | w
be critical thinkerso6é6 is more|in |ine

to indoctrinate but to invitehci | dren to think for t h
Throughout | show how | have now transformed my own thinking|and

have become more critical in that | have developed from being an
unquestioning follower of rules into a more critical stabdel¥ excerpt
from work emailedo J. 1707-05)

My supervisordés reply confirmed for me t

that were core to my study:

| think you are moving to the heart of the matter. Your study| has
evolved into how you have made yourself into a criticatkér, how
you have created your own identity as a critical thinker, rather than only

teach your chil dr e nYoungsiugdy istaboutdjaur s o met hi
own education, your own growth in understanding, as you contributed to

your children's education, thegrowth in understandingRD email
reply from J. 1707-05)

Given that | began my studies in 2001, it can be seen ti@t been slow in grasping
that what | was really researching was my capacity to know my own educational

development (Whitehead 198low it was becoming clearer.

Developing the capacity to articulate the potential significance of my research

One of the issues | grappled with when beginning to write this section, was justifying

why | felt that action research seludy was the mosappropriate framework to

describe and explain my personal living theory of education (Whitehead)1 S
reflection and the possible confrontatio
practice can be deeply destabilizing, as | have explainediFag t he Oexper i ¢
oneself as a | iving &oeguiresecauragetanddhanésty,(ifWhi t

one IS i mprove oneods practice. Bal abal
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treacherous aspect of teaching occurs when teachers face thenséd (i n Ayer s
p.49)

Despite being involved in education for over thirty years, | have only now come to
understand that forms of educational practice can be influenced by the forms of theory
they engage (McNiff 20GH. My form of educational practideas been influenced by

the understanding that my epistemology has been informed by my ontological stance.
However, relinquishing my dependence on the certainty of propositional forms of logic

for the more unbounded and fluid nature of dialectical logiak tourage and struggle,
because there had been security in relyi
study would have provided security in the form of clear structure. The freedom to
develop my own methodology felt destabilising for about tiyeses of my study. For

almost fifty years of life | had become used to the safety net of prescription: | had been
told what to think as a chil d anpdr oaosf 6a
manuals and pregmmes ensuretthat | had little autonognabout the syllabus of my

daily schedule. Timetables and bells order my school day. The curriculum and the
textbooks prescribe what is to be taught. However, | now recognise that#nebe
moretyranny than security in prescription. Freire (1972) dedstre s prescr i pt i
of the basic el ements of the rela# onshi
The methodology of seHtudy represents freedom in that there is no prescribed
Omet hodd or design. But f oeto grasploocelgbrate i me
that freedom.

Yet the reluctance was mainly in relation to learning how to develop an explanatory
framework for my practice, not to developing the practice itself. | paid considerable
attention to improving my capacity for awaresi@s my own critical pedagogies. To

provide data for this improvement in pedagogical practice | refer to the fact that |
frequently received letters from parents, and evaluations from observers in my

classroom, that suggest | have an invitational rattzer tbercive pedagogic style.

€ Wehae seen a huge Iismglfcoofideacsmeim t in [P
particular, and his Maths (and attitude to same) has come on in leaps and

bounds. You also opened his eyes to new areas of intefestory,

science and even pits spring to mind! (RDextract from enebf-year

card dat e dAppeddixB.8c 2006 06
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Over the years | lthoftenr e cei ved testi monies f

as

pl eased

rom pare

a person6 and 0 b rseeRaghe 200l AppendicisB8ab e st i
e.). | had never given these comments and letters much thought, other than to feel

that | had perhaps touched someon

see how these testimonies can act as strong evidence, in that tkeey thedl living

demonstration of my embodied ontological and pedagogical values.

This is the first time in five years that E. has actually been happy
to school each dayé. You br ol
person in his own righ{Extract from letter from parer25-06-05)

You share experience. During my first year out of college | learned
and gained more valuable insights into what education is all about
working in a partnership with you than | did in my four and a halfsy
in college é and the things |
book (Extract from étterfrom colleague D 282-05)

Thank you for being a very kind teacher. You are not bossy. You
school fun. I liked being in your clasé&xtract fromend-of-year card
30-06-06)

joing
Ight out

more
from

ear

|l earned

make

The data | have offered here would seem to indicate that | may have tacitly held

embodied ontological values of seeing myself in relationship with others, while not

fully understanding that | did so. | have now deliberately dgpes dialogical

pedagogies because, through researching theories of the Other (Buber 1965, Benhabib
1987, Bohm 1987, 1998, 2004; Derrida 1964, 1978; Habermas 2001), | see now that

dialogical practices are more harmonious with my ontological stakoe. example

when | relate to my students socially in ordinary conversation, which Noddings (2002)

deems as essenti al to educative

practice

believe | am engaging in a form of practice that recognises the otheeqsanas one

in-relation with me.

From my rigorous methodological processes, | am now claiming that | have developed

a deeper understanding of my practice as grounded in educative relationships. This idea
is drawn from several sourcés,g.Dewey 1934Freire 1972, McNiff 2000, 2005b), as

well as from my own reflections on practice. | view educative relationships as processes

in which people help each other to grow in terms of their own capacity for independent

thinking and personal growtland in whichthey allow each other to do the same. My

influence could be seen as being oriented towards helping myself and others, including

my students and my colleagues, to understand that each of us has the capacity for
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independence of mind and creativity of spifs such the influence that | exercise is
ultimately aimed at enabling others to be free. My practice of encouraging children to
exercise their capacity to think for themselves involves helping my students to become
free of me. An episode that illustratéss emerging freedom occurred as my Senior

I nfant c¢class was about t orarnpawvs dnd needty ftoH d to wi
had lasted for more than an hour and that had amazed me (and two observers) in its

intensity and depth.

Asheputon hic oat 5 vy e aiGuesslwhatTéacherkamil d 0

going home withustsomany questions in my head!
t hought t hat was good: afitasking| al | , 0Tl
questions and thini ng about p O s, |lsolb) teen slin s wer s . 6
@nd if you go home with a question and you get an ansgweyour
question you can awaysyuesti on t he -0O2Msfwier . 6 ( RD
transcript in AppendixC.5)

This last comment is, perhaps, the most significant piece of data in my research.
Questionig the answer has become a normal practice in my classrooms. | question
answers and the children question answers. In the course of our discussions the children

frequently disagree with me and explain why. My data excerpts (below) bear this out.

61 thhaitn kwitl | power is just somgthing th
trying to do it, so Teacher, youcouldbe ght or you |[coul d be
(P (RDf rom video of Frog26e4e). Toadds oOWil
o | di sagree with Teacherndomeoruse it r
el se: it might only |l ook funny on hi m.

o1 di sagree with TeayolHoekfunfiyendhelu se t he
Swimsuito, not At hey cwB)gRDiIfrom|| ooks f U
video of The Swimsui(Lobel 1992)22-05-06) (Video Link: | disagree
with Teacher e)

| want to return to the idea of testing my claims to knowledge, to establish their validity.
| agree with Whitehead that

Questions of validity are fundamentally important in all research wisich
concerned with the generation and testing of theory.
(Whitehead 1989p.47)

A number of writers indicate the importance of establishiveg\alidity of research
cl ai ms. Mc Ni f f and Whitehead (2006) st at

process which involves making a claim to knowledge, establishing criteria and
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standards of judgement, s el ec tAccordingthat a a
Bullough and Pinnegar (2001), increasing the quality and validity cktelyy means

paying attention to and making public the ways that one constructs representations of
research and the processes by which one aims to establish its vhodigx (199)

suggested that validity in action research is about being able to make a reasonable case
for oneds research <claims before an educ

criteria that she considers to be necessary qualities of educatiseatch (p.14):
1 Itis always tentative
1 It has an ethical dimension
1 Itis selfdeveloping
1 Itis practical
9 Itis authentic
9 Itis democratic
1 It has rigour
1 Itis holistic
1 Iltis influential

Hartog (2004) used these nine criteria as a framework for the dmexibpf standards

of judgement against which she tested her claim to knowledge {pp.84/hen
Whitehead (1988 argued the case for practitioners to study the development of their
own | earning he said that Or es ofapp@babr s ne
and the standards of judgement 1in order
he suggested that o6the wunit of appraisal
educational devel opment 6 (p.3) dhdms mor e
clarified the nature of living standards of judgement for testing the quality of practice

based research.

To test the rigour of my methodology and the validity of my claim to knowledge | have

chosen the two overarching questions below as my prinafganising framework in
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systematising the process of how | have come to know my own educational

development:

1 In relation to my claim, have | identified the standards of judgement | use to
establish what counts as evidence for my claim to knowledge amdlidol

arrive at them?

1 Inrelation to my methodology, can | demonstrate that my work is authentic, just
and trustworthy, and have | made my enquiry methods transparent and subjected

my claims to my own critique as well as to the critique of others?

Traditional normative criteria for judging the validity of research methodologies
suggest that research must, among other qualities, display replicability and
generalisablity. My study is concerned with the deepening of my understanding and the
improvement in g learning as well as in my practice: it would be impossible to try to
generalise from the particularity of my context to a wider general domain. | agree with

Lomax when she says,

Generalisation in the sense that an experiment replicated in exactly the sam
controlled conditions will have the same results a second time round seems a
nonsensical construct in the hurly burly of social interaction. However, | do
believe it important that action research projects have an application elsewhere,
and that actionasearchers are able to communicate their insights to others with
a useful result.

(Lomax 1994 p.118)

Winter (1989 also suggests that devping criteria from the research process itself

might be an appropriate strategy for assessing its quality. WhiteheadhY h9&ees the

case for a living theory approach as a form of generalisablity when he says that he
believes t hat denguareated throughahe theohsen® of yndividuals

about their own professional practice as they attempt to improve the quality of their
own and their pupilsd |l earningé (p.6) anit

work at Bath UniversityHttp://www.bath.ac.uk/~edsajythe extent to which a living

theory approach has been incorporated into the professional enquiries of many

practitioners.

To the extent that a community can be shown to be shariograof life in
their research activities | would say that the approach was generalisable.
(Whitehead 1989p.7)

78


http://www.bath.ac.uk/~edsajw/

© Mary Roche 2007

While the methodology of generating a living theof practice will be generalisable to

the extent that through making my account public all can share in the approach to
enquiry, my particular area of enquiry, which involves the deepening of my own critical
understanding of my practice, cannot be gersafale. Neither will my findings be
replicable because, from year to year | will have changed, and the children | work with
will be different. | cannot replicate exactly what | do because my actions are never
taken in isolation from others and need alwty®e understood in the context of my
relation with others. Replicability has overtones of prescription. | try not to be
prescriptive now. My research offers an invitation to others to critique and to test some
of my ideas for themselves. Thus a possibdan be created for each new practitioner

to bring something potentially new and unique to the procgssilarly my practice in
relation to Thinking Time is offered to others as a form of practice they can shape for
themselvesFor example a colleagusho was influenced by my practice now does

what he -tchaildksi ndg rteiemed wi th his cl ass:

Mary has influenced me educationally in a number of ways| but

especially t hr ovegpbsernedthinkikg timgin her me .
classroomé There wa no rigidstructureand children participate in
Of it éne n fwithhmpdoressurée o0 gi ve a rthegwere| answer
very at ease. The childbés opinion on
of the teacher é

€ The best example of free thinking | experiendedny classwas
when a child who was a cardiac bgbic] was asked who she thought

more time to live when | waslzabyd6 RD extr acttief2zdom J MO s
02-05; full letter in AppendixB.1.a)

In testing my claim against the standards of judgement | have drawn from my values, |
do not rely just on my own interpretation of what is taking place, but through relating
my practice and emerging theory to the literatures | also test my ideas #uyaiidstas

of others in the field as well as against the critique of colleagues. | therefore make these

kinds of claims:

1 | claim that | have reconceptualised my practice and come to a deeper
understanding of the processes of education in twhiey practice is

conceptualised
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T 1 claim that I now know that | cannot
develop my capacity for thinking critically so as to encourage others to think for

themselve

91 I claim that | ground this understanding and my practiceny ontological

values of care, freedom and justice

1 Iclaim that | have improved my practice and transformed my pedagogies so that

my practice is now more commensurate with my \&alue

| have generated this knowledge as | have studied my practice irtmmgrove it. It
is new knowledge and 6éis being put into
adding to the public body of knowledged |

my original and scholarly contribution to knowledge in my field.

Thisleads me to consider the nature of the standards of judgement | used to assess the
quality of my practice and my research. Included in the living standards of judgement

by which | evaluate my claims are:
1 Have | adequately articulated my values?

1 Is there gidence that | am attempting to live my articulated values in my
practice? Does my practice evidence values of freedom, care and justice in

action?

1 Is there evidence that | have improved my understanding of the educational

contexts in which my practice ligcated?

1 Have | problematised and reconceptualised my practice in line with my

ontological commitments?

1 Is there evidence of change in my logics and in my practice over the period of
the study?

1 Is there evidence of an enquiring and critical approach teeducational
problen®

1 Was my enquiry carried out systematically, in an ethical way?
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1 Does my account show originality of mind and critical engagement?
This list may well evolve as | learn more through writing my accounts of practice.

Ethical considerations: Negotiating permissions and access

| now need to explain how my research can be understood as ethically sound.

Prior to commencing my actual research process, | sought and obtained permission
from all participants to involve them in the research. ladsmy ethical statements, and

| obtained written permission from all parti€é&ppendixA.)

My research focusesn establishing whetheram improving my practice, in terms of
developing my own capacity for critical thinking, for the purposes of enabljng m
children to develop their capacity for critical thinking. The folsusn me, and involves

my children as reflectors of my practice. The children a could reflacchowcmy
practicemay have been improvin@ relation to the improvement in their owritical
capacities. Consequently, I monitored both myself and my children, and traced the

concurrent development of critical thinking in myself and in them.

The first group of children who became research participants was a Junior Infant class. |
explaned to them what | was studying and enlisted their help. | asked them to help me

to study how | could make myself a better teacher and, especially, how together we
could investigate how to make our di scu:
parents gplaining what | was doing and asked for their permission to allow their
children to be cgparticipants in the study (see below). Subsequently with older children

| negotiatedparentalpermission in writing andequested my students to be active
participarts by inviting them to critique my practice as | tried to improve classroom
dialogue. | invited them to evaluate transcripts, the methodology of Thinking Time
practice, and video recordings of discussions (the last both as a class group and in

conjunctionwith their parentsChapter 9 and\ppendixB.7.).

In requesting the consent of parents it was necessary to ensure that all parents saw the
consent form. This entailed an Oactive pe
that they were actually carring on me the right to carry out research with their child
(Appendix A4.) | consi dered but rejected as a po

parent al c et al L@DG),ta Gtrategy sometimes used in school studies where
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parents receive motice describing the research and are asked to sign and return the
form only if they objected to having their child participébe cit), since | would have

had no way of knowing if parents had actually seen the forms. Children sometimes go

to afterschml clubsortoachilini nder 6 s house and do their
might not always see letters from teachers.

| also felt that it was critical to my study that my students did not feel coerced either by
me or by their parents into participating the research so | went to some pains to
explain my processes of enquiry to each group of children and to negotiate their consent

also.

| sought and was given permission from the Principal and the Board of Management to
carry out the study in the schodlalso negotiated with my school colleagues that they

would act as critical friends, observers and evaluatampendix A6.)

| negotiated with the school authorities, the children and their parents that | would from
time to time invite observers intmy classroom. These observers would at times be
asked to evaluate my practi@&ppendices B and K but they would also be colleagues

who wanted to learn about doing classroom discussion. This latter is because | have a
special post of responsibility irelation to developing a culture of critical thinking in

the school and therefore | have to provide professional development for colleagues. The
opportunity to share and disseminate my work and the potential for influencing the
education of the social forrian of my school as well as my classroom is a welcome
one, and | have found it more commensurate with my epistemological and ontological
values to invite others to see for themselves what | do rather than provide prescriptive
lectures about my workApperdix B). | sought and was given permission by both
chil dren and parents from third cl asses
(Appendix A.12).

Because | wanted to have the opportunity to video tape our classroom discussions from
time to time, | negtiated permission from the school authorities, the children and their
parents to record the discussions and also subsequently to show the videos in teaching
situations. | promised that | would not let the videos out of my possession. This
presented probias for me subsequently at a conference when a colleague requested to

video my presentation. | had to refuse on the grounds that I had not negotiated
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permission for such a scenario from the parents of my students. | have since negotiated
new permissions wbh allow for the judicious dissemination of recordings and for CD

ROMs of classroom discussions to be included with my tilapisendiceA.4., A.11).

| have at all times promised to act responsibly and with integrity in relation to the
protection and thaghts to privacy of my students. For this reason | have not named my
institution and concealed the names of all students and colleagues by referring to them

by initials.

| have endeavoured at all stages of the study to ensure that my actions embabdty an et
of caring. | have kept others abreast with the process of the study and shared drafts of
written work with colleagues, especially where their voices or influences were included.
Where | have included conversations with others | have sought their pemtis use

their words. Likewise | have established with all those who have given written
evaluations that | have their permission to include these in my account. All written

permissions are contained in my data arci\gpendces A.1. to A12).

Conclusion

In this chapter lhave made the case for adoptisglfstudy action research as an
organising framework foenquiringinto my educational developmeas | generate my

living educational theory. In the next two chapters | offer an account of hown bega
take action to improve what | perceived as a problematic situation. | indicated earlier
that these chapters offer a narrative account of how | was beginning to develop a critical
pedagogical practice, as inspired by the literatures | was reading,hget still not
moved into a form of critical practice whereby | actively reflected on what | was doing.
The next two chapters reveal this focus on action, linked with appropriate literatures. In
Chapters 6, 7 and 8, | explain how | came to transformstaisce by theorising my
practice as cycles of actigeflection, and really began to develop the capacity for

critical reflection.
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Section 2

Explaining my conceptual and literature frameworks

Here | outlinemy early interventiongn my practice. | sh@ how | came to ground my
conceptual frameworks in my educational values and how these values led me to
researchielevantliteratures. | explain how | identified care, freedom and jusisc®re
conditions for the development of critical thinkingmy practice | explore ideas and
literatures around these values and show how | began to appreciate that mgamlues
transform into my living practices. | show how | began to deconstruct concepts and my
own mental models, and started to frame an understatithh, although | was teaching
children to think critically, |1 needed first to engage in the idea of what critique meant.

This section is organised into two chapters.
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Chapter 4

Taking action, engaging with the literature, developing
conceptual frameworks

In this chapter | outline how | began to intervene in my practice, both by taking action
in my classroom, and also by engaging with literatures that informed the development
of the conceptual frameworks of my research. | explain how | grounded roe afo
conceptual frameworks in my educational values, and how these values led me to a
range of literatures #t were relevant for my study. As reportelde tkey values |
identified as informing my practice were care, freedom and justicecognised &#m
as core conditions for the developmentpeflagogies to explore and suppmitical
thinking. | explore ideas around these values, and | show how they later led to my
further critical engagement with the literatures of critical pedagogy (Chaptndb)
with my subsequent interrogation of my propositional stance in reifying the concept of

critical thinking

| further explore what became for me an important issue, in that | began to appreciate
how values do not remain only as abstract linguistic phenayrart transform into

living practices(Raz 2001) This, | believe, is a significant understanding to emerge
from my study. | also link this understanding with a deeper appreciation of the
relationship between my values and the development of my crigdalgogies, because

| began to see how values can be reconceptualised as living practices only when critical
pedagogies themselves become real as living practices.

In this chapter, therefore, | focus on how | began to engage with the literatures that
came 6 form my main conceptual frameworks and also how these values began to

emerge as living practices through my developing capacity for critical engagement.

Values and my early practice

| think | always grounded my practice in the values of care, freedonusiicke, and
see them as intimately linked with what it means to be hwaltaough for a long time |

did not articulate this Noddings (1992) also made a somewhat similar link, when she
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drew on Heideggerods (1962) iedumans.tCarmmg car
has been described as a fundamental human capacity that translates into a coherent
pattern of behaviours in life affirming interpersonal interactions (laani 199&001,

Noddings 1992). Caring sees the creation of trusting relatmsakithe foundation for

building an effective academic and social climate for schooling (Chaskin and Rauner
1995, Erickson 1993). Lin (2001), citing Noblit, Rogers and McCadden (1995),
suggests that caring may not be visibteexplicitin an educationa nvi r on ment 0§
gui des the interactions and organization
argues throughout her work that authentic human liberation and social justice can be
achieved by O6caring peopl e i A5l Aoddingg com
(1992) also suggests that the need to be cared for is a universal human need, if we are to

grow and arrive at some level of acceptability in our culture and community.

The value of care has frequently been linked with the values of freadd justice.

Held (1995), for example, states that an ethic of care is based on af\pevsans as
interdependent. She suggetitst morality should address issues of the caring and
empathetic nature of human interrelationships. She argues agam$t R& s ( 1971
theory of justice that sees people as solitary rational agents and suggests that a possible

way of linking care and justide to

€ think of justice as setting mor al mi ni
fall, or absolute constraints withivhich we may pursue our different goals,
whereas care deals with questions of the good life or of human values over and
above the obligatory minimums of justice
(Held 1995 p.3)

At this point, however, | will discuss the values of care, freedom and justice as separate
though interlinked, for purposes of analysis. | will later synthesise them within stories

of my living practice.

My value of care

As well asarguing for the need for caring practices, Noddings also introduces the idea

of obligation (1988) as a feature of a caring practice, an idea with which | alyhge.
understanding of care them notonlyone of 01 hagsitg todtsdin dutwh i c h
towards the otherbuta | s o 0 n edinoviich dné encowntes éBuber 1965 the
humanity of the otheMNoddings (1984) goes on to say that our inclination towards

morality derives from caring.
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In caring we accept the natural impulse to act on behalfeopthsent other.
We are engrossed in the other. We have received him and feel his pain or
happiness, but we are not compelled by this impulse. We have a choice; we
may accept what we feel, or we may reject it.

(Noddings 1984, cited in Held1995 p13)

Bergman (2004) also maintains that because the self is in relation, all acts of caring are
characterised by give and take. He uses the example of a teacher suggesting a new

approach to solving a mathsoblem to a frustrated student, who entertains and tries out

the new ideas. 0The need is met, t he car
caredf or, and the caring relationship is es
2004 p.152).

Noddings further suggests that dialogue plays an important role in caring educational
context s, 6in a common search for unders
Obuilds up a substanti al knowl edge of 0

responseé® ( Noddings 1992 p. 23).

So the idea of linking variously the values of care, freedom and justice appears to be
well established in the literatures. It has been especially developed in the work of Baier
(1995, Gilligan (1982, 199% Held (1993, 199% Noddings (1984a, 1984b 1991,

1992; Ruddick(1995 etc

What 6s new, t h aeite earlyiinnmy stydiess dnd espetiallyQnspired by

the critical conversations | enjoyed with my study group, | began to question the idea of

how the dominant literatusecommunicated values as abstract linguistic phenomena
rather than sliving practices. My understanding is that values need to transform into

lived practices if they are to have meaning in the social WBdd 2001) They need to

be examined from the mepecti ve of seeing others as
1987). under st and &areafor eeal bthedsSinlariy lealate the tarsmn 6
Ojusticeb6b to concrete rather than gener al
abstract princiles so much as in embodied practices. Consequently, the form of justice

that | try to practise is a caring form in which | endeavour to see others, such as my

students, as real concrete beings with whom | am in relation.

| believe | always practised inraanner that could be described as a caring form of
justice, so that my practice becomes an embodiment of my ontological values. | offer

somevignettes from practickere to show why | believe | am justified in saying so.
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Demonstrating caring justice and freedom in practicei C6s st ory

In November 2001 | began teaching a class of 27 mixed gender Junior Infants. The

children were welbehaved, and, apart from one child, C, they sat attentively at their

tables. Generally t heys Gulewever, aegreed hotabléto 6 wr i

sit still. He appeared to hate fine motor activities and whenever they began, he would

walk about, open cupboards, and act in a mildly disruptive way.

| felt that all he needed was more time to settle down, probably &aanse of

compassion and care for the little boy who | felt was not being deliberately wilful or

naughty. | introduced the class to Thinking Time, and, following a story from Fisher
(1996) about a bonny baby contest in the jungle, | asked the childréreiiothoughts

about beauty.

Each child said beauty was something visual. C prowled about as

but was obviously listening to what the others said, because he su
sat into the <circle and said,
soundint he worl d i s6 and he proce

of a Mummyos voice i {(RR19201)1 d

usual,
ddenly
ol
reded
wer e

| was moved by what he said and by his earnestness, and | bel@wenunicatedhat

to him without making any overt vauyudgement. In Thinking Time, | try to refrain

act
t o
| os

from passing any comments that place me in too much of a teacher or authority role,

preferring to participate at the level of pergosthecircle. | felt that he knew | was

moved and that | was pleased heé f@ned the group. This episode marked a kind of

watershed for C, because after that he regularly joined in. He showed that he had

considerable verbal reasoning skills and became a consistent contributor to discussions.

Demonstrating caring justice and freedom in practicei A6 s st ory

In my next Junior Infant class (September 2002 to June 2003), | had a similar student,

A. A was also restless, but unlike C ¢tewed it in noisyand assertivevays Hetoo

seemed to hate pendittivities. He disrupted other h i | d r e cadsingthenota k

complain. | began to suspect that he had some attention disorder. As before, |

i nt
t he

which,

roduced Thinking Time. The topic,

rai n?0,an actvisy suggestesl dgralolalguage developme

nt cards,

6 Wh &

as part of the English syllabubadt he ai m of devel opi ng
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competency to usevords to describe dvetness .

beyond.

R: Your teddy might get robbed if you left it out all night.

H ohe elialague went far

A: Well anyway, Iknowhow to catch a robber. See, you dig a hple,

right? And you put a blanket over it and then put some dirt on the
bl anket and the robber wondét see it a
hol e. That way youohenyougreuldcallthexr t eddy
police and theydd take him away.

C: Yes and while the robber is down the hole the foot cutter might come

along and cut off his feet and stop him from running away!
E: The foot cutter? Dondt vyolu

C:No!' Thisisanew guy that | 6ve just
footcutter. (RD 1602-03)

mean th

i nvent

A contributed several more times to the discussion and clearly enjoyed himself. At the

end

he asked, OWhen can we do that agai

frequentlyand articulately and became fully engaged in the discussion circle. As | grew

to know him better, | realised that school regimes simply had not suited A. He was

intelligent and proud, and possibly feltsanse offailure because of his lack of fine

motor skills. His coping strategy appeared to take the form of developing avoidance

strategies. Thinking Time gave him the opportunity to demonstrate his excellence in

talking and thinking.

| deliberately developed strategies that would encourage caring sirigefaviours. |

i nt
di s
aff

roduced the children gradually
agree with X because ¢€b0. Thi s

irm him with comments suchn@&

to the

seemed
6eBD A5 tF

03), and he began to settle down even more. Meanwhile with a larger triangular pencil

and rubber grip, and plenty of opportunities to scribble, gradually higrfater skills

improved.

Cobs

and AO0s stories as refslective |l earning o

| have selected these two episodes because | believe that they were significant learning

exp

eriences for me . I n Cbs situation, I

classroom seemed to place extraordinary emphasis on conforming and compliant

beh

aviour . Children who exhibit t
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The comments left by the teacher previous to me showed that. C had been described as

Omessyod6 and disrupt i-14-@l)Iwdte: my research di

There was no ference to him being intelligent, articulate, logical, and

witty or a good | istener. € Hle exhibi
and he questioned a lot. At four and a half years of age, and the

youngest child in the class he wanted answers to sewcdtaal
questions: why we had to do homework; why children had to go to
school at all after they | earined to r
outdoor s; why we coul dndét do lharder s
long at rhymes, why everybody in the schioad to wear blue except the
grownups. If | gave him an answer that made sense to him he accepted

It if not he stared at me and said 0
disgruntled. (RD 2111-01)

| found myself questioning systemic norms even moreame of him and | found
myself critiquing my own practice. | was by now looked for pedagogies to support the
kind of enquiring mind that C had. | had a computer in the class and | found some
software that gave him an opportunity to think critically aboigreee and maths. | gave

the children opportunities to develop ways of learning through endhirgdeo clip
shows children working collaboratively in groups enjoyemgivities such as bridge
building, dressing upworking out Maths problems with consttion toys,playing with

water and with a parachutedevised strategies that had them out of their seats and out

of doors as much as possiflédeo Link: Early school activities)

Coés criti lednhe na onty® examime any teaching practice, but also to
examine how | understood my values of care, freedom and justice, in relation to the
literatures that | was now accessing. | saw that in order to prioritise these values in my
practice, relationshipsvolving trust, good cheer, equality, peace and compatibility
(Noddings 2002) mattered. Noddings (op cit) suggests that those kinds of human and
caring qualities matter in a community such as the community of a classroom. | also
began to see that | coutdt continue to conceptualise values only as abstract linguistic
phenomena, and needed to make the critical shift to seeing values as concrete practices,

conducted with concrete others.

Consequently, my living practice took a turn, for the better | tidrle of the aims of
my study was to establish a critical community of enquiry. A sense of community, |
reasoned, was buil't on trust and mutual

2004) O6spirit of dialogued. Tyhrtohuignhg sConse r|

a0
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was able to transcend my earlier prescriptive self and begin this process. | began to
differentiate the curriculum so as to give him access to a computer to work on science
software, extra nofiction reading material appropriate to hiseagnd plenty of
opportunities to display and develop his verbal reasoning abilities. His parents
confirmed that he was happy:

We really appreciate the way you have tried so hard to help C fitinj, We
are grateful that you looked beyond his prickly extesiod saw the fine
little fellow inside.(RD excerpt from letter from AR 22-05-02)

When | think about my actions, | realise that it was my regard for C and my values of
care that influenced me. | did not force him to conform: | respected him and he
responed well to that care and respect. In recognising the inevitable otherness of each
person (Derrida 1978, Levinas 1989) | put a lot of emphasis on what Noddings (2002)
calls Oreceptive attentioné, to sihgtni fy \
results in being engrossed by them. For Noddings @9®&4call to care for others

involves an act of transcendence. It means, for me, that | must transcend my own needs
for, perhaps, order and quiet, in order to meet the needs of those for whaem it car
means that | must learn to accommodate children who do not wish to speak, or who
camot participate in the circle (@pters 7 and 8): it means that | step out of myself
towards others. In the state of awmente, N o
of interest from my own realitwpidpoint he r
this displacement of seiifiterest, there is also a displacement of being. We become

6engrossedd, | arger than our ordinary sel

| receive the other into myeand | see and feel with the other. | become a
duality . . . The seeing and feeling are mine, but only partly and temporarily
mine, as on loan to me.

(Noddings B84ap.30)

Care, according to Noddings is a gift in two senses. It is something one gives to another.
Yet, in another sense, it entails something far more than this. It involves the gift of
being able to see the infinite beauty and uniqueness of theastteecomplete human

being equal to ourselves.

From reflecting on my own reconceptualisation of my values, and their transformation

into living practices, | am now able to show how | can incorporate propositional forms
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within living forms (Whitehead and Mdffl 2006), in the development of my own

inclusional practices.

My value of freedom

The value of freedom isisually presented as an abstract ephdn the dominant

literatures: |1 have now begun to apprecidt@s a living pradte that incorporates

insights from the abstract conceptualisations. My study is about how, in my classroom,

and drawing on the ideas of Berlin (1969), | try to exercise my positive freedom to

t each i

n ways that are car.i S

ng,

upportiwv

bemme critically aware. For example, | have encouraged my students to think for

themselves in regard to their aesthetic responses to art. As well as providing

opportunities for creative sedixpression through a variety of art media, | use a data

projector onnected to a computer that is linked to the internet and the children can

explore

can

the biographical facts

visit évirtual 6 gall eries. I

of

artist:

remll so ir

galleries, where they can look at and respond to art in ways that are appropriate for

themselves. | have encouraged children to respond to music through drawing, painting,

acting, dancing writing, as well as verbally (d&gure 4.1below, AppendicesE.1.i

E4).

R6s mother wanted to know whaalt t he na
that made him want to dance and roar like a mondtewasGr i € g 0 s
6Hall of thé)Mountain King

J said 6that music feels I|0Kke| it need
music she referred to weBaintSa+tns 6 O6Swané from Carn
Animals)

I pl ayed Gasparyano6s (@danddshedtheA c ool W
children to respond by drawing and writing what they felt:

A said o6this music r enbean:dhe cureeof of Pir a
the Black Pead In my head | think of the devastation and the dead

people in itéd.

CaD said it reminded her of 6)swans on
winter.0

CDsaditremindedherdgh scene after a bafttle whe

and people are going around looking for dead bédies

J said it reminded her of ostriches sweating in a very hot d€RBEX05

12-06; Appendix E1.) (Video Link: responding to music).
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3
L

Figure 4-1: Video still of J 6 sveafing ostriche® pi ct ur e

When | presented this particular Orespol
children what to think or what the music reminded meMy. s t ufetedont te 0

learn in their own way contrasts strongly with the wawas educated, when | was told

what to think, even in secondary school. WadIC o | e oOtes (e.fl968) on
Shakespeare, which analysed and interpreted the plays for us. We had a book of pieces

of prose with comprehension exercises, and the English teanbterinterpretations of

poetry for uswhich we copied and learnedff. Similarly, in Thinking Time |

encourage my students to exercise their freedom to think for themséien |

showed som@&hinking Timevideos to parents of my studeritsp father wa reminded

of his own schooldays:

| am so heartened to see my daughter thinking her way through
l iteratur e, al beit only a chi]ldrenos
do that in school: we were told the way we should think about stuff.

We had those 8py Shakespeareotes and we had to learn the stuff off
by heart. Whaa waste! (RD evaluation by P0505-06; Appendix
B.7.b)

By exercising my positive freedom and critical faculties in providing dialogical
pedagogies that support my educational vallesyderstand that my students will
benefit from their negative freedomfreedom from prescriptive pedagogies that may
close down opportunities to critiguBecause | believe that freedom of thought and
speech are among the basic goods of humanity, beedeanial of such freedom is, to

me, a denial of justice and a negation of care; and this situation again represents my
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concern about myself as a living contradiction when my values are denied in my

practice.

| believe my research to be important withie tontext of dominant forms of abstract
conceptualisations and prescriptive pedagodias. 1999 Primary School Curriculum
Introduction stges on p 15that:

The ability to think critically, to apply learning and to develop flexibility and
creativity areal so i mportant factors in the succ
curriculum places a particular emphasis on promoting these skills and abilities
so that children may cope successfully with change.
(Governmenbf Ireland 1999 Introduction p.15)

It also stateghatone of its specific aimis:

To enable children to come to an understanding of the world through the
acquisition of knowledge, concepts, skills and attitudes and the ability to think
critically.

(op citp.34)

There are several references throughout the documents to the importanceren child
thinking critically (seefor exampleSPHE documentor 5" and &' classesunder the
strand unit oOlwid showain Ghapterc8ahow noy rstddents demonstrate
their critical capacities as theycritique for examplethe hegemony of globalised fast

food industries.

[the child should be enableéd] become increasingly critical and discerning in
his/her own attitude to advertising and the techniques used to promote
products, lifestyles and ideas

(Government ofreland 19996 PHEcurriculum p.66)

Exempla 19 in the SPHE curriculum teacher guideliné®\{ernment ofreland 1999

p.83) advocates seating the children in a circle for discusstangever,| was unable

to find in the curriculum documentany recognitionof the need forteachersto be
critically aware as they seeko fulfil the aims and objectives relating to teaching
children to be criticalWhile there is no overt denial of the right to freedomhaoiught

in Irish primary shools, | believe that there is a dearth of opportunities to develop the
skills of critical engagement, and a corresponding lack of opportunities for freedom of
speech, because of an emphasis on traditional epistemologies and didactic pedagogies.
This is borne out in a range of research reports including MUg994, Greaneyand
Close(1989, and the Chi e fGovermemn eleland20@dy. FrBe por t
these studies, it would appear that whole class instruction, involving dominant teacher
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talk, is still prevalent in many Irish classrooms. There is nothing new hesggWr

(1973) observed student teachers talking for 7384% of the time in their secondary

school classrooms; Galtet al. (1980) found that in primary classrooms teachers spoke

for 60% or more of the timé three quarters of it in propositional statemeansd the

rest in followup questioning. Walker and Adelman (1975), and Edwards and Furlong
(1978) found that many classrooms follow the general rule of teachers talking for two
thirds of the time and, furthermore, that not all the pupils hear what tedues to

say. Goodlad (1984) found that not even 1% of the instruction time in American high
schools was devoted to discussion that r
reasoning or perhaps an opinion dinanom st L

degree of student passivity stands outd (
Reid (198) suggests that

Teachers not only monopolise classroom talk, they also control it in ways that
from others in school would be regarded as rude and unacceptable. They
typically ask questiont which they already have the answers and check up on
and interrogate pupils almost constantly. They consistently state and impose on
their pupils their definitions of order, discipline, knowledge, and ability.

(Reid 1978 p.112)

My practice is not like thisiow. Insteadl endeavour to realise my values as my living
practice, as illustrated irigures4.2, 43 below.

J

-~
— =

o] T

o
-/IA‘KL"I.I e

Figure 4-2: Photo of student in didogue with self
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Figure 4-3: Photos of students in dialogue with others

By providing my students with opportunities to engage others in dialogue or to stand in
dialogue with themselves as they ponder, for example, which colours to put into a
picture (asin Figure 4.2 above), | believe | am providing them with whabn
Glasersfeld (196) said was the means to undermine a part of the traditional view of the
world. He maintained that our knowledge can never be interpreted as a representation of
that real wad, but only as a key that unlocks possible paths for us. Von Glasdgield

cit) believed that individual knowledge is in a state of constasvatuation through

adapting and evolving. To me this is a closer match to what | am trying to do in my
class o o m. oUnl ocki ng p terrsfairbrand maoeacéringsfam of s t o
education than |l ecturing students about

lecture with repetition and consolidation.

My value of justice

| outline how | believeystice also needs to be understood as a living practice, and |
relate my understanding to the contexts of Irish education.

The focus on propositional forms has led to some interesting contradictions. Although

the language of the 1971 and 1999 Irish Pnym&chool curricular documents
(Government ofreland1971, 1999) stress a chiteéntred and hermeneutic approach to
education, reports such as Eivetsal (2005) express concernr
pedagogiesd and recommenduadge eatter vietmpes
Dominant didacticism igot only inconsistent with the principles of the curriculum, but

isal so unj ust in that it i's a deni al of ¢
negation of their right to express themselves. Tight is enshrined in the United
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Nations Charter of Childrendéds Rights and
(Ireland2000). Article 12 of the United Nations Convention on the Rights of the Child
(cited in National C Bovérranent ofii@land 2600 mp.80),e gy d
emphasisethat

State Parties shall assure to the child who is capable of forming his or her own
views the right to express those views freely in all matters affecting the child,
the views of the child being given due watign accordance with the age and
maturity of the child

(Government ofreland2000 p.30)

The document al so states that a o6national

(opcit p.29) and continues:

Giving children a voice means: Encouraging them to express their views and
demonstrating a willingness to take those views seriously
(op cit p.30)

I suggest t hat much of what passes for
decoration(Hart 1992) There is no evidence indh Nat i on al Chofahyd r e n 6 s
research that shows the livimacticeof giving children avoice. Instead there are

propositional statements such as o6chil dr
stretch their capabilities andGoeemmdnt e t h
of Ireland2000p . 30) or r het or i ¢ owrutikahgivingschildrenxap er i €
voice helps to protect them from abused (

The National Childrenbés Strategy documen
what Benhabib (1987) holds as the concept of generalising others. | do not adopt this
stance. My pactice is located in the reality of my relations with concrete othils,

real children like A and C and E (see below). It is easy to advocate theorediwally
aspirationallyfor justice for generalised others; it is more problematic when there are
realconcrete others involved in real concr e
values are called upon in order to decide how to act. This is why | have sought to
provide opportunitiesor my studentdo engage in dialogue and to learn in ways that

a e appropriate for different | earnersodo s
several pictures and a CD of videoed discussions and classroom episodes with this
document. |did so in order to allow something ofdbecretenesas nd O r adthd nes s 0

individual children to shine through.
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There is no question but that the values
(Government ofireland 2000) are based in an acceptance of the rights of children;
however, there is less urgency to implemtrgse rights, | believe, when they are
founded on rights for children as abstract generalised others. My values of freedom and
justice are centred on my concern that an education that denies the capacity of children
such asA and C in Junior Infants (s&ghapter6), Er in Senior Infants (seeh@pter 7),

and E in & class (see apter 9), to think for themselves and to demonstrate their
abundant gifts and abilities, is unjust and uncang. el ement of 61 oug
1984) is present therefor®&ecaise | am their teacher, with what | believe is a moral
obligation to try to provide the children with the best education possible, then | have a
moral responsibility to examine my values keenly and seek to live towards them. Thus

my practice of providing idlogical learning opportunities for my students, such as |

recount in this thesis, is informed by my values.

Furthermore, | believe that, by transforming my values into my living practices, | have
succeeded in rendering the incommensurable commenswasalBerlin has maintained

(Berlin 1969,Gray 1996). Berlin regarded values as human creations (see Cherniss and
Hardy 2005) and, from his explorations of the idea of value pluralism, he saw that
within values as well as between values there could be dsnflor even
incommensurables. Gray (1996) states that what Berlin meant by value pluralism was
that ultimately human values are object
conflicting and often uncombinable, and that sometimes when they come ifitct con
with one another they are incommensur abl e
as justice and freedom are not necessarily mutually exclusive within the context of my
efforts to establish Bving practice of gust and caring critical commuwgiof enquiry in

my classroom and institution.

Thus | show that, when I intervened in my practice of teaching Junior Infants in order to
develop opportunities for children like A and C to demonstrate their innate capacities
for critique, | understand thatwas living to my value of care and justice. | do not see
care, freedom and justice as separate substantive issues, but as integrated within a
caring practice that focuses on enabling all to be freely involved in their own learning.
When | provided opptunities for creative learning experiences fajsee Chapter 9)

understand my practice as showing care. When | facilitate weekly classroom
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discussions where my students are encouraged to think critically and creatively and
dialogue with their peers | anpening up possibilities for children to be more than they
are. | said earlier that the notion of obligation as outlined in the work of Noddings
(1984) is linked with my idea of caring. B
response to my conceabout the dearth of opportunities for children to exercise their
voice and their capacity for original thought, | am placing a value on the obligation |
feel to help my students. When | made changes to my classroom management and to
my teaching to accommatk the different styles of learning and conforming for
children like A and C, | believe that | demonstrated that | was trying to meet the
emotional as well as the academic needs of my students and that they responded well in
turn to feeling cared for. ldve evidence for this claim, both in my own research journal

and also in the form of letters froobserversandfromh e chi | drends pare

You greet each child and have a word with each mother. |How
democratic! RD 09-06-03 comment by RHrisiting educaibnalis)

You speak very kindly to the |children
them feel that what they have to say matt@R® 0211-05: comment
by CO 6 following the viewing of videoed classroom discussion

In such seemingly simple and everyday actsasfng, says Bergmar2Q04 p.152),

much is at stake besides the immediate need being addiessede c ar er 6 s s ¢
herself as a caring person, the cdredr 6 s sense of trust I n
reliable place, and of herself as a centre of valaghy to be cared for. In the act of

giving and receiving care, the self of each person is confirmed.

Teacher, youbor elAemmentrbyRR1i2-h2D6) wo ma n

Thank you for a wonder ful day] (CTb6s ¢
each day Segbec 2006)

I drew this picture for you Dblecause |
(KT and 1 in convesation about his picturefigure 4.4 below and
Video Link: )W epdatki ng wit hé
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Figure 4-4: Video still KT showsme his picture

Selves are not born, Noddings argues (2002 p.98); they are continuously being
constructed through encounters of all kinds. It wasuijh care and respect that | saw

that C and A needed a different kind of syllabus. Ultimately, it was thrdisjogue

that thechildrenwere able to demonstrate their capacity for independent thireiabjt

was through what Fine and Weis (2003) <cal

know the children

Other teachers have also attested to thiscsy classroom discussion. On-0D206 a
colleague from another school who does classroom discussions weekly veitiskarf

11 and 12 year old girls told me of how she felt that, because of her discussions with her
students not only did shelearn tosee them as individualbut they also began to

recogni se and d&mwmecounterd her. She

The empathy engendered by Marlybés ver s
permeates the childrenés way |of bei ncgc
inter-personal relationships alass and wholschool levele | feel the
girls learn selrespect and respect for others, and learn to see me¢ as a

human bei ng, capabl e of feelilngs, as
excerptfromwriene al uat i o n-1GB0g ApEndB.2.0 2

INnCbs case | felt | got taduallgknnoemv éh i wh asth etnh eh
beautiful sound in the world is and proceeded to tell me that it was

€ when o6youdbre alll alone in the deep
around and sldenly youheara oi ce G&a i Mgmmy: (I 6m over
heréé . That 6s the most béRDIMM2A0L)I | sound ir
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I n AO0s <case it wa $eorwdf eatching eobbers (semdtert6g d hi s
When Sh explained what he t hane@ltotit thé ¢ o mme
O6smel |l &6 of the Il adybirds in his garden a
webs for 6a bit of nourishmenté atld E to
me that when you get an answer you darags question the answetl{ager 7), | got

to know these children as the warm lovable caring people with whom | love working.

Noddings (1998) suggests that care theorists agree with Socrates that education must

encourage students to explore their own lives and investigate théngmean questions

that human beings have al ways asked. She
theorists,® she says, Owoul d -cradtl efdo riced es
guestionso. R a t duah conversatiow and allow stutkeko icddieect

the |line of investigationd (1998 p.191).

children what to think. They edirect the line of enquiry. My research archared this

document contaigubstantial amounts of evidence againstivko test this view.

My understanding of caring is one that is grounded in the intersubjective nature of my
relationships with my students, a relationship that allows them to be free active social
players with a voice rather than passive recipientsamd.d draw here on the ideas of
Tronto (1993, 1995) who also advocated the activity of cartng practiceather than

asa set of abstract principles to be followed. When | say | care about my students, |
think again of A and C rather than of abstraatlents, and this sense of relationship
strengthens my resolve to show how | hold myself accountable for my work. Like
Jaggar (1995), | can see that reasoning about care encouraged my personal

accountability and my individual resistance to oppressivetates:

I now wish to depart from a discussion about the need to critique dominant
conceptualisations of values orientations in the literature, and to return to a main
conceptual framework, as a synthesis of the values of care, freedom and justice, which

is to do with allowing the individual create themselves, as they wish themselves to be.

Letting the other O0bebd

Derrida (cited in Noddings 1998 p. 194)
understand as respecting the other as other. It doeseaot mere cexistence. Some

of the implications for me as a teacher mean living my practice in a way that honours
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the children as unique human beings who can learn rather than as objects who need to
be taughtAcknowledging the uniqueness of learnisralso one of the principles of the
curriculum (see IntroductigrGovernment ofreland1999 p8) 6 Let t i ng be 6 d
mean 1 gnoring, however, nor does it 1invol
from 1 nt er vent neitheréntak ipdodri®adoh throughthe coercion of
reward and puni shment, nor the |impositi
recognising the other as a 0ge rDeriidgim, uni
Noddings 1998 p. 194and engaging that other in dialegg | am not convinced that

these issues have been fully explored by the compilers of the principles of the
curriculum. Research into classroom practices such as already cited (Murphy 2004,
Eiverset al 2005, Government ofireland 2005%) would seem to beahis out. To

achieve a situation in which relationships can develop involves exercising educative

influence through affirming and dialogical relationships.

| realised early in my studies that | needed to develop a clearer understanding of the
nature ofd i al ogue, and | found Bohmdés (1998)
develop appropriate pedagogies.
The object of a dialogué is to suspend your opinions and to look at the
opinionsit o | i sten to everybodydés opa nions, t

it all means.
(Bohm 1998 p.6)

The qualities outlined by Bohm here were evident in my circle discussions and the
children also clearly recognised thispact of their dialogue themselvesgidéo

discussion on Thinking Time 23#4-06). In the video the children can be seen speaking

to each other and to the group, | isteni ng
agreeing and disagreeing with equmarty and delight. A child called W had made what

the group seems to consider the content.i
for wasting school ti meo. Al t hough most
humour antdaknion gébs iokteh an g & mpt ket ®6 opi ni on.

says, Ol need to say something.6 The micr

I kind of disagree with mysel|f now Oc¢c
there and we alrwee®ne wasitn q0gd6)t mene( RD ~
(Video link: | disagree with myself)
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An examination of the video shows children smiling at each other and at me, listening
intently, making eye contact and engaging with ideas. It can be seen that then childre
display no inhibitions about expressing opinions with which | may disagree, which
seems to demonstrate that they feel a sense of safety and trust in the circle. | can be seen
at the end ensuring that W has not felt pressured into changing his minoul\dinitie
vulnerability he may be feeling in the f
stance, I expressly tell him to 6dmake su
evidence of the realisation of my embodied values of care and résipta other, not

only to let them be, but also to encourage them to be in their own way.

Letting the other be silent

Learning to 6let the other bed has al so
traditional didactic classrooms, silence icoft | i nk e-dnowwit hg®@notf a
asked a direct question and remains silent, one might assume that the child does not
know the answer, or is being defiant or heedless. When children remain silent in our
discussions, | understand their silencén&ve a range of meanings. Perhaps they are

taking the opportunity for creative daydreaming; perhaps that they are thinking deeply.

H and R, quiet reflective children, frequentlyjdsehen it 1 s their tur |
back to me; | O/ideo 4ibki Rekpectind silenkefrhis gvide®d is an

amalgam of two video clips: in both children can be seen forgetting what they wanted
to say; choosing to remain silent, passing and later asking for the miceophde
returned.| t is usual for children to 6épasséb
grappling with a thought. Sometimes, too, they lose their train of thought and trail off
into silence. This does not worry them or me: they know that they canuipit if they

remember.

Respecting silence in this way contrasts starkly with my own terror of silence as a child,
particularly when asked to recite from memory, often using language | did not
under stand. I spent hour s pesteringimygpdrentsi@r e c i 1
caskdé6 me my work. The worry about forgett
that my mind would go blank when asked in school, and | would feel the cold fear that
preceded a punishment. It is one of the reasons why | nenser & child to speak if

they chose to remain silent. | will never subject a child to the same kind of emotional
harassment that | endured as a child.
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When | was at school, we were silent for much of the getywere expected to speak

promptly in responst a direct question. Jaworski (1993 p.169) explains how children

can be O0socialised into silenced but that
grow up. His use of the word 6éliberated i
as a cofinement from which children free themselves. This may have been true in an

era when children were expected to be seen and not heard, such as when | was a child,
but in my current classroom contexts, silence and speech are equally respected, as can

be seern the videos | include here as part of my evidential base.

| have also had to reflect on the importance of my own silence in classroom discussions.
Fiumara (1990) speaks about the silence
(p.4). From being @eacher who relied heavily on verbal skills in a largely didactic
practice, | have learned to take a back seat as regards speaking in classroom discussion.
Macdnald (1995, cited in Whiteheahd McNiff 2006p.91) referred to the need for

the teachertoneet t hei r s-to-pedsennrotsstatdsgpeerr sscoasddnald M

opci) , and speaks of school settingapenas o0p)]
t he worl d f comalda cic Byistayihg silgntvhaciassroom discussions as

much agpossible, | can use my silence to hold doors open for my students to find their

voices and think and speak for themselves.

My capacity for silence

The data presented in my videos show that | rarely speak except at the beginning of the
discussion period. OB6-02-03, A, a Spanish teacher in our school sat in on one of the

discussions and later wrote an evaluation, in which he said:

The teacher had also a very ijmportant
carefully without speaking for a long tim@&D excerpt fom evaluation
by A. 1202-03, AppendixH.6.)

A also stated that he was astounded by how articulate the children were. He posited that
this was not a 6énormal 6 | esson. I n a Ono
sil ent 0 n(@®-66). ®thefoRoDs e er s have also refer

during classroom discussions, as in the following comment.
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ltds quite amazing watching ope of 't h.
like you disappear into the background and the children run the

discussiona n d I t hink t hey of t en even for
conversation with SH 120-06)

Buber (1965) also spoke about attentive silence. He believed that in an educational
encounter it is important to enter into the spirit of a dialogue through an attitude of
respectful attentiveness. This, he suggested, could often be achieved through silence,
not a hostile silence, but a respectful hdifped, pregnant silence, in which participants

are prepared to give the other their full and undivided attention.

The capcity for empathetic silence, however, has to be considered within contexts of

institutional power that often serve to enforce silence, rather than nurture dialogue.

Enforced silence, care and dialogue

There is a considerable body of literature arounddmeept of enforced silendeiercy

(1971) for examplewr ot e about OUn| Matn (199 gncouragedn ot s
me to question how women have been marginalised and excluded from educational
discourses and led me to research writers such as $pérfiR), 1982, 1983).
Spenderés work also made me understand hc
male perspective and made me sensitive to how | use language and how | encourage
children to do sol read Held (1993, 199%vhose ideas on justice @eare encouraged

me to rethink what | understood about caring. Through engaging with the literatures, |
began to see that teaching in a caring way involved relationship and dialogue.

Buber (1965) explains that O0tlaéogaekati@n
Dialogue, for Bubermeant not only speaking and listening, but also receiving each

other 1 n silence. He referred to it as 0O
achievement of the relati omdaemsteadud aBuler
of the word o6dialogued as a form of comm
gestures, a smile, a sense of being respected and valued can also be understood as

6di al ogueb.

Maxi ne Greenebds influence

My study hasalsobeendeeplyinfluenced by the ideas of Maxine Greene. When | first
read her work (Greene 1978) 2002,1 was instantly enthralled by her belief in the
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potential of each person and in the need to educate so as to encourage the development

of thiscapacityand hec éndapas slOABp.2).\Géeeng &gues ¢hat e

Talk of participation in policymaking by those affected is heard less and less
often. Technological expertise has taken over; things are tdqrepple orfor
them; apathy and passivity increase.ctitical, frequently bored, individuals
become evermore susceptible to mystification.

(Greene 1978 p.1, emphasis in original)

She argued that unless educators engaged in their own guestafungnthey would
be unlikely to be able to influence or encourage others to do so. This made sense to me.
So also does her statement that teachers must-geimmm questioners and, through

guestioning, learners.

The more fully engaged we are in this gues meaning, the more we can look
through othersd eyes, the more richly ind
(Greene 1978 p.3)

| can see a strong connection between Gaeers | deas here with wh
wrote about respecting the otherness of the other and letting the other be. Greene (1988)
led me to try to come to an understanding for myself of what an education for freedom
entailed. Educating for freedom mearw, ine, that | must do what | can to encourage
myself (alongside, and in relation with, my students) to come to an awareness of the
many points of view there can be, and the multiple ways that exist for interpreting our
worlds. To be free, | believe, is be able to think and speak for oneself; to be able to
engage the world in an ongoing conversation; and to value the power and meaning that
new points of view bring to the collective search for fulfilment. | was enabled by
Greene (1978, 1988) to understahat freedom requires a refusal to accede to the
given, that it entails a reaching for new possibilities and potentials and a resistance to

the objectification of peopl e. I drew co
ideas about a probleppsingbr m of education (1972), Der
the other to be (1964), and Deweyds i de:

enabled me to see the need for such connections:

The activities that compose learning not only engage us in our oestsyfor
answers and for meanings; they also serve to initiate us into the communities of
scholarship and (if our perspectives widen sufficiently) into the human
community, in its | argest and richest S €
passive, and ungsgoning cannot make such initiations possible for those
around. Nor can teachers who take the social reality surrounding them for
granted and simply accede to them.

(Greene 1978 p.3)
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Greeneds work |l ed me to revisit Dewey (
passivity and O6complete uniformityd the
p.272). Greene, like Dewey, advocates that education should betiagstieuraging
Owi-adleakenessd (Greene 1988 p.125) rather
Anaesthetic education, she argues, numbs people and prevents them from reaching out
and enquiring.

| am suggesting that there may be an integral relatipristiveen reaching out

to learn [how] to |l earn and the 6searchd
(Greene 1988 p.124)

Learningtolearnd unl ear ni a6 t o ltcegaastionsip geach out, and to
draw relationships between my values and my practice, has become a key focus of my
research and informs my conceptual frameworks. In Chaptartitulated some of my
values about life and freedom, and alibetkind of education | want to be involved in.
Throughout my research | have set about transforming my values into practice, and |
have also come to understand how those values have transformed into the living
standards of judgement whereby | evaluate practice to see if it is commensurate

with my values.

| value others as unique human beings who have an infinite capacity for development. |
value this quality in myself. This is wh
recognised in her work and reading about her life that she appeared to be operating
from a perspective less grounded in propositional logics than many other educational
philosophers. Her work inspired me to make the relationship between my values and
my practice more explicit fomyself. Through the work of McNiff (1993, 2000, 2004,
2005a, 2005b); McNifet al. (1992), | was given the language to organise my ideas
more elegantly. Through the work of Whitehead and McNiff (2006) | came to
understand more fully the philosophy underpng the generation of living theory
through which | was able to make explicit the links between my values, the action |
took to improve my practice and the standards of judgement | employed to test my

claims to be realising my values.

Linking values, action and standards of judgement

| have tried to depict the link between values, action and standards of judgement in a

diagram (Figure &):
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2 Reflection 3 Action
| ask myslf questions | provide my student:
the sort: How do | with opportunities to
improve my practice ¢ question and to exerc
as to live to this value their capacity to geneti
knowledge for
themselves

4. Further reflection
Standard of judgemer
Is there evidercin my
practice that shows tt
| have provided my
students wittways to
l earn thrc

1. Reflection on Value
I value enquiry learnii

Figure 4-5: A diagram of my understanding of the link between values, action and stamadds of
judgement

Making this link also enables me to appreciate the transformational relationships
between dialogue and dialogical ways of knowing. The transformative cycle in that case

takes the following form:
1 I value dialogic pedagogies

1 laskmysefgesti ons of the kind, OHow do

provide opportunities for dialogue?66

1 I find ways of improving my practice: for example | now patrticipate with my

students in classroom dialogues.

1 The questions | ask about my research tdoéshathe validity of my knowledge

claims develop into my |iving standar
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practice of me living in the direction of my values about dialogue and dialogical

ways of knowing?6

Cultural influences

To clarify these idearther, | would like to digress briefly into an account of my early
schooldays, and show how the -cultural influences of that time informed the
development of the values that informed my decision to pursue this research. Like
Noddings (1997) who suggestisat her professional and academic life developed

|l argely as a result of 6various accident
research also involved some | ess than he

opportunities.

The educational valueshich led me to research how | might teach in ways that honour
the capacity and right of all for independent thinking were influease@ported earlier

by my early schooldays which were dominated by a culture of didactic pedagogies. It

was schoolingin | | i c 8) $emse ¢f thd®word.
Schooling é the production é the marketi
into the trap of thinking that knowledge is hygienic, pure, respectable,
deodori zed, produced by human heads and
schooled to believe é that l earning is a

that can be amassed and measured.
(lllich 1976, cited in Gajardo 1994 p.715)

When | was a schoolchild the teacheragaily talked at us. | sat and absorbed and tried

to work out what the teacher wanted so that I could give it to her. Failure to do so would
result in verbal or physical punishment and humiliation. | also knew | would have to
regurgitate wlhed gaecdg uiinm ealx @dmksn.o Thi s pedagoa
on controlling behaviours. My behaviour was less about trying to please and more about
trying not to displease. Such schooling did not feel just: it appeared to have more to do
with the power of the seheri and the powerlessness of the child to control her own
learning environment in any wadythan with education, as | understand the concept

now.

My experience was symptomatic of Irish education in the 1950s and 1960s, which can
be characterised largeas a culture of control and subjugation. | have engaged with
literatures explaining the values basklrish education during that perio&.(Farren
1995, T. Brown 2004, Drudy and Lynch 1993) and literatures of power (Daredtedr
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2000, Foucault 198(Reters 2002). As a result, | now understand that while issues of
control and subjugation influenced my student life, they also often influenced the lives
of those who appeared to hold power, such as teachers, who were themselves often
controlled, accoraig to T. Brown (2004 p.236), by the hegemonic practices of a
dominant and controlling churedtate collaboration.

At t he hear't of the system was the Nat
controlled by the Department of Education, these teachers were often

the msel ves é a source of that wubiquitous |
to be found in the carefully regulated relationship between church, state and

National Teacher.

(T. Brown 2004 pp.23§G)

The patriarchal and authoritarian culture that existed in Ireland at that timd.(see

Brown 2004, Drudy and Lynch 1983) found it easy to silence teachers, the majority of
whom were female. This helps to explain to me why, eventeacaer, | remained an
uncritical receiver of othersdé knowl edge.
have been systematically silenced or ow
academic world (Spender 1982, 1992, 1993; Martin 1985, 1994).

Martin (1994) explains how a literature has now developed which documents the ways

in which the intellectual disciplines (history, psychology, literature, the fine arts,
sociology and biology) are gender biased. The criticism contained in this new body of
literature, she says, reveals that historically women have typically been excluded from
the O6conversation6é (see Martin 1985) that
thought, and that the disciplines fall short of the ideal of epistemologicalitggu

including the representation and treatment of women in academic knowledge itself.

Furthermore, she adds, the disciplines exclude women from their subject matter:

They distort the female according to the male image of her; and they deny the
feminineby f orcing women into a masculine mo
both as the subjects and objects of educational thought from the standard texts
and anthologies: as subjects.

(Martin 1994 p.35)

When Martin talks about women being excl
phil osophi cal wor ks on education are ighn
objects of educati onal rdebasedydatorsof hdryeungp o s i t

are Ol argely neglectedd (ibid).
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This has a threefold significance for my study:

1 it provides a deeper understanding of my ontological stance: why
I am how | am; why my schooling and training were run on the
patriarchal athoritarian lines that they were; and why (if
Gilligan (1982) is to be believed), traditionally, male
propositional logics have come to dominate over more dialectical

or dialogical logics.

§ it has significance for my methodology which redresses the
traditonal practice/theory divide and is grounded in dialectical

logics.

§ it has significance for my pedagogies, in that | wish to contribute
to the kind of education of my students that encourages them to
critique takerfor-granted assumptions about the wahat

mean that issues such as gendered bias often go unchallenged.

| believe that my work, in encouraging children to think, to question and to enter into a
conversation with each other and with their world, may have the potential to change
normative edaational cultures. | can see some of this potential realised already, as in
this excerpt about the nature of courage:

appearance and was not synonymous with size or physical strength,
illustrated his point by suggesting that

6you could see this big strong guy
somet hing bigger comes along and th
screaming |(RDk G8-04-@66) (gviirdle.o6 Li nk: erun
screaming like a girl...)

In the video clip, one can hear a shocked intake of breath followed by laughter from the
other children. Subsequently, the dialogue turns towards discussing whether girls are as

courageous as boys.

CM: Well men probably have a teeny bit more courage than women but
only because they can get them to do things. Girls are treated like [things
i they stick them in their umdiwear [in ads] and throw themn ¢he
bonnet ofa car- justto sellthe a r ! 63-04-G®)D
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The excerpt demonstrates, | believe, critical awareness of the fact that the children
understood intuitively that CY6s stat eme

demonstrated an awareness of how women can be objectified in marketing strategie
By exploring these issues | came to new understandings of the concept of hegemony.

The concept of hegemony

T.Brown (2004) referred to the Ohegemonic
churchst at e col |l aborati ono6 (cgptoRhedemanybecasen i nt
| feel it has relevance for my study at two levels: first, examining the concept helps me
to understand my own background; second, | want to become more critically aware so

as to assist my students also to develop critical awarenes

The Italian political theorisGramsci(1971)considered hegemony to be the process by
which dominant powewielders maintain and hold their powdihe key dimension of
hegemony is the manipulation of public opinion in order to gain public consensus,
according to Kincheloe (2004).

When hegemony works best, the public begins to look at dominant ways of
seeing the world as simply common sense.
(Kincheloe 2004 p5)

Through a coalition of coercion and moral and intellectual leadership, dominant groups
are usually in a position to maintain their influence over other grdagaard Bernays
(18911995) nephew of Sigmund Freud and considered by many to be the tme of
most influential public relations propagandistf the 2" century, recognised the
power of manufacturing consent through the hegemony of propagandatated in

1928 that

The conscious and intelligent manipulation of the organized habits and

opinions of the masses is an important element in democratic society. Those

who manipulate this unseen mechanism of society constitute an invisible

government which is the true ruling power
(Bernays 1928 p.1)

If we understand the mechanism and motives of the group mind, is it not
possible to control and regiment the masses according to our will without their
knowing about it? The recent practicé propaganda has proved that it is
possibleé .

(op citp.71)
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Mani pul ating and controlling O0the masses
Thonpson (2005argues that hegemony involves a symbiosis between intellectuals, the
state, and people themselves, in which intellectuals educate the people, and high culture
informs popular culture, so that subordinate groups consent to those who are dominant
(p.189).

€ coercion has been me t in equal measur
acquiescence to the moral and intellectual leadership of the various hegemonic
groups in the constellation of the chil d¢
the church at st at e. majorityh af childeers tseducated into

compliance with the values inscribed in these institutions both formally in the

school system and in extracurricular con

conformist and tractable.
(Shine Thompson 2005 pp.12)

As | reflected on how hegemonic public practices influenced my childhood and my
early education two things happened. First | began to critique how | haveeaatitly

been led to think in terms of the dominant forms of propositional logic. Second, as |
became aware of how | have been shaped by these propositional logics into passive
uncritical acceptance of the status quo, | resolved to improve my practicengbtas
contribute to an education in which children would be educated into compliance with

uncritiqued values.

| am determined not to let the same powerlessness and silencing as | had experienced
befall my students. | encourage them to be dwelavedbut not at the expense of

being critical (Russell 1932). | resolved to encourage my students to question and
challenge anything that they did not understand. My work could therefore be seen as
counterhegemonic (Freire and Macedo8I®

I will show in Chapter 7 (Action Reflection Cycle 2) how, when my five year olds
began to challenge the status quo by ask
about straight l i nes any waeoynéeded tonkerrofadeu nd m
someassumptionsWhen a four old child challenged the wearing of a uniform one day
(RD1601-020 by asking, o6How come we all have
meant that the children and | began to problematise concepts of uniformity, and whether

or not it wasa contributing factor to equality. | found myself defending the idea of
uniforms at first, because they are part of our institutional status quo. However, later |

found myself questioning my stance, as | filled in my journal.

11¢



© Mary Roche 2007

There are several reasons fehy wearing school uniforms could be
seen as desirable: uniforms make everyone look the samepse rwan
avail of the social capital of having more expensive clothes; a mandatory
uniform speeds ughe process ofetting dressedor school (from my,
ownexperience of being a parent).

But in the military, uniforms play a role in training personnel to obey so
blindly that in battle situations they will even rush uncritically into
deat héSo wearing a uniform cajln al so

Later on again, when my%Xlass discussed issues from the story of Gandhi, | had to

revise my thinking once agaichapter 7).

My research into the literatures about seustorical influencesn education in Ireland

in the 1950s informed developing insights into my ontological and epistemological
stance and provided an impetus for me to delve more deeply into literatures that
challenged dominant epistemologies (including Beleakyl. 1986, Glligan 1982,

1995; Held 1995, Martin 1994), radical pedagogy literatures (such as hooks 1994, 2003;
Kozol 1992, Shod992,1998, 2002), and critical pedagogy literatures (such as Darder
et al. 2003, Kincheloe 2004, Leistyret al 1996). As | read, my coo®usness was
heightened and | began to see instances of injustice in my world that | had hitherto
allowed to go uncritiqued. | vowed then to use my educative influence to encourage my

students to be autonomous thinkers.

Through my research | have beconveaee of how power is embedded in education
(see also Foucault99], Devine 2003, Lynch and Lodge 2002). | have found also that
issues of power permeate and influence the story of my learning journey. For example,
when my students began to challenge nomts@actices of my institution, | began to
examine for the first time the nature of the power relationships within my classroom,
my institution and within education generally. With my newfound critical awareness |

have begun to try to make sense of sontaadge power issues.

Some power issues and paradoxes

Developing the capacity to critique, however, always needs to be understood as taking
place within a social context, which can be problematic. Leistyna (2002) says that a
major role of critical reseandinterpretation should be to expose and transform
inequities of power (p.72). Kincheloe and Steinberg (1996, in Leistyna et al. 1996),

state that the great paradox of contemporary schooling and teacher education is that
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while educators speak of empowermnenas a centr al goal t hey
power operates to subvert the empetaler ment
1996 p.191). The paradox of seeking ways of empowering my students, while at the
same time often feeling disempowered gifby the education system of which | am a

part, and by the prescriptive curriculum which decides what knowledge may be taught

and when, has been one of the dilemmas that | have had to try to work around as |
taught my students to learn to think for thetass. As this account shows, | have also

had to negotiate it for myself as I, too, tried to learn to think critically.

A. Mcintyre (n Mcintyre and Dunn€002) identifies a somewhat similar paradox in
education when he states that the main purposesiuzfagon are the formation of

citizens while encouraging pdepto think for themselvesVcintyre and Dunne 2002,

Dunne and Hogan 2004). As | tried to engage critically with that paradox, | have had to
grapple with questions wwaddhmyaepistemaodean | \
val ues within a prescriptive curricul um?¢
do not have a great deal of latitude about deciding what subject matter is taught, | do
have autonomy about how | teach.

| must also asknyself if my students are to be free from my imposing my way of
working on them and how | will know whether, by encouraging others to think for
themselves, | am imposing my valy@égpendix B. In Chapter 1, | stated that | believe

in freedom for all fromthe imposition of the constraints on their right to think for
themselves. When | stated, in a recent seminar with my study group in March 2006, that
one of the core concepts of my study was freedom, my supervisor asked me if | had
examined my stance in ation to imposing freedom on others (RD-@306). This

led me to revisit the work of Berlin.

Berlin (2002) critiqued the work of six philosophers who were prominent just before
and after the French Revolution and whose work, he said, all had sonteesguali

common, one of which was that

é they all di scussed the problem of humar
were in favour of iti indeed some of them passionately pleaded for it and
regarded themselves as the truest champions of what they traidiberty

(Berlin 2002p.5)
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However, Berlin then added

€ yet it is a peculiar fact that in the
normally mant, at any rate, by individual likgr or political liberty. (ibid)

I n other words they were in a sense al/|l
endeavoured to impose freedom on others, not recognising that what they were doing
was a daial of the very form of freedom they supported. | wondered if | could see

myself reflected here.

A similar dilemma of practice presented itself as | interacted with my colleagues.
Because of experiencing silencing in my early teaching life, | have spEmt years

trying to ensure that | am affirming and-operative with teaching colleagu&is is
relevant for my study because as, | will show in Chapter 5, | hapesition of
responsibility in relation to younger colleaguasthat| have been chardgewith the

task of developing pedagogies gupport a spirit of critical thinking thatill inform

school policy. My practice is not then confined to my own classrodks. | attempt to
establish and develop a caring critical community of enquiry in agcaommunity of
practice (Wenger 1998) with my colleaguas well as with my studentstry to ensure

that | use my educative relationships to encourage people to be critical thinkers, rather
than coerce people to do critical thinking. Wenger (op cidakp of the power of
communities of practice for mutual empowerment and personal and professional
development through educative relationships. In arguing that learning is not just an
individual activity, he places the focus of learning on participationthed an

i ndividual 6s | earning can contribute to
had to consider how | can contribute to such learning by sharing the experiences of
studying my practice. Like Whitehead (2004 have come to ask how | might
contribute to the education of social formations, in my case, the social formation of the

school staff of which | am a part.

The contribution 1 wish to make,isvhile living to my stated values of care, freedom
and justiceto develop myself as a critidglaware thinker, and encouragelleagues
through my educative influende recognisetheir own potentials for critical thinking,
andfor us allto encourage this capacity also in the childsgh whom we work In this
way, | believe, we caoollaboratively nurturea culture of democratic critical enquiry

our schoal | am aware, however, through my studies, of the difficulties of influencing
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normative cultures that do not embrace the idea of enquiry. Russell (1932) explains,
reminiscent of the Irelanof the 1950s and 196@swhich | grew up how there is often

0too great a love for conformity both in
p. 144) . Russell saw these two factors as
by pol icitp.1d43. bnow ungerstand education to be a deeply political concept,
rather than a neutral enterprise, as | had believed before my study. My wish to influence

the nature of work practices that are in harmony with values of democratic enquiry is
political insofaras a population of educated independent thinkers, passionate about
what Bohm (1998 p.2) <called o6a spirit of
hostilityd i n a7),dasobtentiakesghiftance foy an Opgemp and

democraticsociety, as Bohm explains:

éa genuine culture could arise in which
defended incoherently. And that kind of culture is necessary for the society to
work and ultimately for the society to survive.

(Bohm 1998 p.7)

These ideas find resonance in many other literatures about democratic practices. Young
(2000) contrasts deliberative democracy with activist democracy. Delilgerativ
democracy, she argues, relies on reasonableness and discussion while activists take
political matters into their own hands by the use of such techniques as boycotts and
protests. In activist democratic situations all citizens are actively involved, iwtiiie
deliberative model citizens elect representatives to speak on their behalf. Said (2004)

suggests that active or critical democr
stabilityé (p. 137). Referri nl§75thesagshe r ep
€ the argument is that too much democrac

that supply of passivity which makes it easier for oligarchies of technical or
policy experts to push people into line. So if one is endlessly lectured by
certifiede xperts ¢é there is very little incli
anything like individual or even collective demands.
(Said 2004 p.137)

Chomsky also &s pursued such arguments through his systematic critique of US
foreign policy(Chomsky 1995, 1992000, 2002). Like Said, Chomsky and Young, |

too believe that all people should have access to participative democratic practices, and
it has become one dhe reasons why | place such importance on encouraging full
participation in classroom dialogue and in developing a culture of critical enquiry

throughout the school.
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This can be an uphill struggle because, in my experience, and in relation to tha ideas i

this chapter, schools are rarely modelled on participative democratic principles.
Teachers seldom have autonomy over what to teach, and students appear to have even
lessautonomyover their learning environments. | am not alone in this opinion: McNess

etal. (2003) point out how in the UK the 0
i mproved per f or mthendckee y6 oSuttacgoenseds 6o fi neduc at
dominate the oO0affectived (in terms of th
Likewise Bonal (2003), and Robertson, Bonal and Dale (2002) examine hdullthe
responsibility for educatiomnd for accountability in educational practidess been
transferred by the state to teachers and schools, while the state simultaneously retains

contol of education at a more central level:

Neoliberal political rationality, however, develops mechanisms through which
the state can manage to reduce its presence as well as its legitimation burden,
while at the same time uses new modes of governanceexvene in the

affairs of individuals and communities. (
are formally free, but new forms of governance are able to shape that
behaviour.

(Robertson, Bonal and Dale 2002 p.469)

As reported earliereducational policyn the Ireland of the 1950s virtually ensured a

form of compliant nosparticipative democracyhen | was in primary school. | believe

that | internalised my experience of oppressinodels of education, to the extent that
speaking out, questioning, or thinking critically were never an issue for me, mainly
because | did not know that they were po
i nto silenced ( Jaexmenesck tothds®d @her.resdarchersihthed e t
literatures (see Hartog 2004; Church2004y. st udy has enabl ed me
speakd ( Pineorrespondéngednith several colleagues and friends in Ireland

and in many other Englisspeakig countries, | have learned that my experiences of
school were similar to people of different ages from differeducational and

geographicontexts (Appendicess.1. to G7.)

| am now able to articulate my desire to offer a form of codmbgemony by
exercising my voice as a researcher, and by presenting the voices of my students as
researchers. Through the generation of my own living educational theory, | challenge
the traditional epistemological g&teeping role of the academy by claiming to know

my owvn educational development (Whitehead 1#)8Bwish to exercise my capacity to
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influence my colleagues to do the same. It is a relatively new departure for a hitherto

silenced teacher population to be in a position to claim theory generation.

| believethis to be the nature of my original scholarbntribution: | am now able to
generate my own living theory for how | have come to understand and improve my
practice, and to encourage my colleagues also to do so. | have done this initially through
my engag@ment with the literatussof critical pedagogy, and with the literatures around

the conceptual frameworks of my studjhe next chapter focuses on contextual issues
and | will engagewith literatures aroundhe contexts otritical thinking, the Irish
primary school curriculum and research contéxterder toshow how | critique these
contextsandtest my claim to have developed pedagaqgdresine with my valuesthat
encourage critical awareneszhapters 6, 7 and 8 will describe how | introduced such
critical pedagogies into my classroom practice, and Chapter 9 speaks further about the
potential significance of my research for the education of the social formation of my

school.
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Chapter 5

Becoming Critical: Engaging with the literatures of critical
thinking, policy and research contexts

In this chapter | continue my theme of how I took action in my context, withdustat
critically reflecting on what | was dog or why | was taking actiofowever, a | have
already shownsome newunderstandig began to emergeas | engage with the
literatures of critical theory and critical pedago@yis toobecamea form of action
becausereadingcritical literatures(such asApple 1979 Bartolomé1992 Chomsky
2000, Freire1972 Kincheloe2004) raised morejuestions for me than answering them.
| often found the process quite destabilising as faith in the hitherto unshakable
foundationsof the education system of which | was a plaai] begn to crumble.Now

| began to look with new eyes at education guéstion many of the assumptions
around current educational policiesor Examplein this chapter | begito deconstruct
the notion of astandardisecturriculum the breaking up of knowledge into discrete
curricular areas, the dominance of didactic gedésand standardisedssessment
processes and tlemsuingabelling of childrenlt will be seen that #seunderstanding
permeateahis document.Now, with raised critical consciousndssegan to look again
at what | understood by intelligence anterrogatehow | had made assumptions about
children in the past. | also began to question my own lodicsvas only thenas|
began to deconstruct concepts and my own membakels that began to realise that,
although Ithought Iwas teaching childreto think critically, | needed first to engage in
the idea of what critique meann order to do so first needed to examine the
contextual frameworks of my study critical thinking, the Irish pmary school

curriculum and the research conteatsundteaching children to think critically

The starting point for my critique, as | undertook my action enquiry, was to consider the
idea of experiencing myself as a living contradiction when my values were denied in
my practice. Early in my studies | was abte drticulate my values, but it took
considerable critical engagement with my own learning to see that | needed to transform

those values into a living practice. Developing such an understanding came about
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through reading, talking with critical friendseflecting on practiceand eventually
coming to the point where | was activelleto critique. | explore these issues in this
chapter, and now engage with the literatumesund my contexts of curriculum and
critical thinking | also examine some researantextsin the field of critical thinking
Moreover, | demonstrate how | have come to think critically by engaging critically with

the literatures whose content | am now critiquing.

| begin by offering an account of the early stages of my research,ardghrience of

myself as a living contradiction.

Experiencing myself as a living contradiction

Throughout my teaching career | have consistently sought ways of including children as
active participants in their learning processes and in dialogogever, my emergent
capacity to articulate my values, and to consider the extent to which | was living in the
direction of my values, gavene cause for concern, especially in relation to an
expectation that | would conform to normative school regimes, andaclky of
resistance in doing s&:rom my reading of critical and radical pedagogues such as
Ayers (1995), Greene (1995), H¢lt964) hooks (1994), Shor (200Rnow saw that

along with setting aside time for discrete weekly discussiamseded todevelopa

wider range of dialogic pedagogiés order to live more closely to my valuésee
Chapter 7) Howeverl was frequently frustrated becauseng to these valuemeant

that | often foundny s el f unabl eiretamge af cumiculararéasotHhueh e n t
of my teaching life | had neglected to ask wthig should be sol understand now that
didacticism is premised on propositional logidsereas my epistemological values are
grounded in more dialectical forms of logic. | can nese thadidactic lesens are

rei fiabl e c@amhibnegs@p ltahnante d 6, Oexecutedbd a
timeframe especially if the only voice is that of the teacher and the chpdesively

follow her plans Such a lesson could be considered a produdialogic lessonis a
process: it is abowtpportunity,conversationflow, engagemenbeing the processan

be glannedford but there can be no guarantees arobnd ut ¢ o me s whato r ab
happens when children and teachers explore and create new knowledger.togethe
Dialogic pedagogiesould be seen asquare pegs thaiesistbeing pounded to the

round holes of timetableand schedules Evaluating such activities can also be

problematic as | will demonstrate below.

121



© Mary Roche 2007

For much of my teaching career, life had bestmple. | had allowed myself to be

dictated to by the demands of the school system of bells and timetables, and a
curriculum which presnts the different subjectss discreteareas tobe timetabled
accordingly [ntroduction,Government ofreland 1999 p70). As reported] had not
guestioned this state of affairs although | had often felt uncomfortable about my
practice, because for much of my life | did not realise the status quo was questionable.
Now with increasing critical awareness | found thderruptions such abells and
timetables make dialogic practice difficalbd thatl needed to deconstruct for myself

the concept of knowl edge being a o6thing
0t hi n g subjectqfar kexarapte seeigure5.1 belav).

Figure 5-1: Table: Suggested minimum weekly time framework

Suggested minimum weekly time framework

Full day Short day
[infant classes]
Curriculum areas One week One week
Hours Minutes Hours Minutes

Secular instruction
Language

t! 4 00 3 00

L2 3 30 2 30
Mathematics < 00 2 15
SESE =3 00 2 15
SPHE o 30 o 30
PE 1 00 1 00
Arts education 3 00 2 30
Discretionary curriculum time 2 00 1 00
Total secular instruction 20 00 15 00
Religi;us education (typically) 2 30 2 30
Assembly time 1 40 1 40
Roll call o 50 o 50
Breaks o 50 o 50
Recreation (typically) 2 30 2 30
Total 28 20 23 20

Note: Some modification of this framework may be necessary in the context of the
outcome of the pilot project on modern languages.

(Curriculum IntroductionGovernment ofreland1999 p.70)

For a long time, tbugh in spite of appreciaig my values as the guiding princiglef

my practice, | complied with what was expected of sneasto try to deliver the
curriculuma Although | had not the language initially to articulate my feelings of
dissonance at the contradiction between the kind of teacher | wanted to be, and the k
| actually was, | now see that at hetliere wa an inherent tension betweeny
dialectically informedepistemological valuesndthe propositional forrs of logic that
underpintechnical rationatimetablesthe separation of subjects into discretetents,

and the prescription @éacher manuals
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As my studies progressed, and | began to develop more dialogical pedagogies, | was
frequently stymied byhe technical rationalonstraints of the school dafzor example,
in my current institution | mteevery fortnightfor shortterm planning with two other
teachers. We seamth ourtextbooks and resources to devise intereséagdns in each
subject area ansbught appropriate assessment strategies. When | introduced ideas for
more dialogical forms opractice, my colleagues were supportive, Wwat found that
dialogical pedagogied o n ot  tb iwenbyfivé mimuie ltingeslotsl could see

thecompeting epistemological stanadsarly for the first time

The concept of timeslots and dialogical ways of knowing

Drawingagainon the work of Capra (1997), the concept of curriculum as a sequence of
timeslots can be understood as grounded in a technical rational managerial approach to
education and in positivist ways of knowing that hark back toe€iart epistemological
values(see Chapter 3 this documeridescartes understood mind and body as separate
entities. He saw the wuniverse as a mech
through analysing it in terl@ésHedeleloped s s ma
form of thinking that 6consi sts of br ea

understand the behaviour of the whole fro

Dialogical pedagogies, on the other hand, involve what Bohm (I@#8)entering into
0t he ¢shpdiraltogpued (p.2), in which knowl edg
involving wholeness (Bohm 2004). Bohm states that fragmentation originates in how

we think and suggests thag apbd (p.fLbBdpught

Every division we make is a result of how we think. In actuality the whole

world is shades merging into one. But we select certain things and separate

them fromothersf or convenience at first €
(Bohm 2004 p.10)

It can be seen immediately how the concepts of fragmentation and flow are in tension.
The artificial division of knowlede into separate categories is indicativie an
education systerthat perceives educatioss something to be controlled and managed.
Foucault (1980) would gigest that it is indicativef a public discourse that sees people

as things to be controlled and managed also. McDermott and Richardson (2@05), cit
Freud statenentthat6é e d u c adt inhibi, fonbid and suppre8s ( pl3vérk in a
schoolthat is collegiate and supportive of innovative practic@ar mission statement,

which |, asone of the first four members of stdfitlped to generate in association with
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agroup of parents, states that we endeavo
to question and encouraged to think. & Neyv
influence policy. These systemic norms involwelles, routines, administratiorg
standardised curricutln with discrete subject areasndlarge classes of 30 or more
childrenwith scarce resources unless they are provided by fundraising on the part of
parents and staff. As | struggled to implement dialogiealagogiesl now sawsuch

norms especially the breaking up of éwledge into discrete subjects a prime

example of the fragmentation of which Bohm (2004) spoke. Trying to adhere to
timetables is frequently frustrating when | am involved with my children in a creative
processand a bell goes which tells us it is now time to go to Drama class, and we are

already immersed in a flow of creativity, such as poetry composition or art.

| did not, however, abandon my wish to develop a creative, dialogical experience for
my students ah myself, and | persevered in my efforts to devise interesauging
activitiest h a t spoke to the childrends experi ¢
planning. | addressed the demands of the curriculum, and wrote uprimightly
schemes accordinglyHowever, | found it impossible to stick rigidly to schemehen

a subject was interesting and when the children were creative and involved, joirould
with theirsense of delight, and, providing the children were not obliged to go to another
area ofthe school for lessons, | saw no problem with allowing the activity to run on
until, together, we felt we had fully explored the subject. This got me into several kinds
of difficulty: initially | risked alienating the goodwill of other teachers, such as th
learning support and language support teachers who proviass support and who

expect me to be doing what it says on the timetable. An entry in my diary reads:

When D came in for Maths today, the children were experimenting|with
constructing bridgesthat would support an increasing weight | of
materials. It was noisy, fun and exciting.

She was very supportive and got involved, but interestingly, the children

she usually supports didndét ajppear to
Their difficulty appeas to be with abstract, conceptual mathematics
(RD 30-03-06)

Children who need helpith learninghave a right to every possible resource that the
system can offerThe learning support teachehetlanguagesupport teacheand the
resource teachéwho ako hato come to my class), aobligedto adhere to timetables

in order to fulfiltheir obligations to the children who neteemin various classrooms: |
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have to try to teach in ways that support my values. There are compghitsgyand
valuesystems bre,andeach of us has the best imsts of the children at healtthas

taken cooperation and collegiality to come up with creative and just solutions whereby

the rights of the childrem need of support are metHowever, to return to the data

extrad, the fact that the students did not néeel assistance of the learnisigpport that

day bears out thihinking of several educators (Gardid®83 Dewey1910, 1929von
Glasersfeld1995, 1999wh o ar gue that <children need e
problems, as much as with abstract conceptual mathematfies. learning support

teacher and | were then able to use this knowledge to demelapge of alternative

waysof scaffoldinglearning

The issue of evaluation and assessment remaiAethe end of each month, | would

submit my planning schemés my principalas monthly progress reports, with each
area duly ticked off as 6édoned or o6énot d
what exactly had been ¢dsanetinesincludngGlxs ar ou
of discussionsor photos of children working individually and collaboratively, as
illustrated inFigures5.2 and 5.Delow.

Figure 5-2: Photos of my students researching together
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Figure 5-3: Photo of E presenting herfindin gs ofher researchon dinosaurs

From reading critical petjogues, such as Ayers (1995hor (1992)and othersl

began to question again the didactic practices which had been so much part of my
teaching repertoire. | began to look for ways to incaafgomore dialogue, and more
enquiry learning methodologies into my practice and seek ways of devolving more
autonomy to my students. | gathered data from some of tinegerye methodologies

that showmy studentengagingwith a variety of learningpportwities. However, the

learning involved wouldoften be difficult to assess by any kind of standardised

met hodol ogy. Factual knowl edge coul d be

learning is probably immeasurable.

Figures 5.2 and 5.8emonstrateone such activity in which the childrenresearchd
dinosaursin teans (3 class November 06). Thg and 9 year olcchildren took
responsibility for the whole activityt involved the interpersonal skills of negotiation
and management in deciding who Wwbulo what,in terms of who would get the
material and document the data, who would compile it, and who would report to the
class what the team had found out. | stepped out of the activity other than to direct
individual children towards resourcedn this way the children negotiated a complex
range of new learning. One such wilas discovery of how to use the index in reference

books, a source of surprise to J who said:

You mean | could have just looked there in that list and found the|right
page! sltovsepejnu ages going thrjough the
handy! (RD 2411-06)

My students researched palaeontologists on the internet, drew and made models of

dinosaurs, looked up whether their dinosaur was a carnivore or an herbivore, brought in
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models for ésplay, composed poetry, learned a song about dinosaurs and wrote up their
findings, and finally presented their work publicly. The learning involved multiple
intelligences (Gardned983) and coverage of different areas of the curriculum.

However little ofthis learning could be assessed by technical measurement.

Other examples of enquiry learning that were difficult to assess in technical rational
ways, include investigating seeds, making butter, sowing potatoes, examining prisms,
looking at fingerprintsma ki ng rai sins O0danced Iin fizzy
projects, as illustrated iRigures5.4 t05.6 below. Children who performed well in

these activities were often the same children who did not encosateess in

standardised tests.

Figure 5-5: Photos ofacid/alkali indicator and exploring soundsexperiments
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Figure 5-6: Photos of studentavorking together on measurementand prisms

As well as working dialgically together in the area bfstory, geography, maths and

science, | also arranged opportunities for my students to meet with artists and
craftspeople who visitedur classroom to demonstrate their work, and to talk with the
children. The children werhelped to learn to knit in collaboration with a team of local
women. Thiswas a very successful projebgcause, as well as learning the craft, the
children and knitting experts were soon exchanging ideas about colours, textures, styles

of knitted gacmet s and stories from the knitter st
Figure 57 (below) and which alsshows a video still of a group of children in a

dnitting and chattingcircle, whichsomeboys, in particularseemed to enjofsee also

vi deodilalnokg ube mChhptek®i tti ngo

Figure 5-7: Video still and photo of dialogue and knitting
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But again the learning was of the sort that cannot easily be assessed by technical
rati onal met hods. When | tri edmytprogressi c k t

reports, | found it difficult tarticulatewh at had been 6doned.

We also visited several art exhibitiond€lphysical act of going theosuld be ticked

of f as 6édonebéd, but to try to assews, or
not so easy. It is not possible to measure the kind of learning that happens when a child
is in rapt communion with a piece of art. It may not be even possible for the child to

articulate her response in any other way, except through smiles, orhttd@awing or

through engaging in silent dialogical engagement with thieseeFigure5.8 below.

Figure 5-8: Photos of studentsn a gallery

Neither is it possible to gauge what is happening when a child is in conversation with a
visiting knitting volin t e e r . |l can say, 606X |l earned how
perhaps X also learned about life in school when the knitting volunteer was young, or
perhaps X was exposed to a new methodology for holding knitting needles if one is left
handed, or expgenced an aesthetic response to the textuthe colourof thewool. It

is not possible to quantify empirically, for example, what kind of relational knowledge

was generated or what development of interpersonal or intrapersonal intelligence
(Gardnerl983) occurred while in a dialogue with the visitdhen activities ran over

their allotted time, something else had to be dropped. This meant that | often looked in

di smay at my progress records and ticked

For example,n Novenber 2004 my father visited my class to talk to the children about
his passion for woodcarvind-igure 5.9 below). The visit was scheduled to last for
forty minutes. Instead it lastemler two hours. The children listened, questioned, and
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engagechim in didogue. They experimented witbols; they felt and smelt the wood

and rubbed the wax; they had a science lesson about how bog oak is formed; and a
history lesson about what life was like eshmy father attendecclsool more than

seventy years ago. Afterwardoarents came to thank me for what appeared to be one of
the O6cool estd (according to one child) sc

in my diary:

A week after the woodcarving presentation M told me that she and her
child had gone to the spping centre. They passed a display of woaden

carvings. C touched several piieces anda
tools and rubbed wax on it to|l shine i°
(RD 1611-04)

Thaispedin s @ chuid dirtisf ddinn

ddinn conas @ gheineonn $€
ht as adhmaid.

Mhinigh sé
snoidéireac

Figure 5-9: Display of photos fromthh e woodcarverds visit

| have offered these stories to show that | was consistently experiencing myself as a
living contradiction, because the values that inspired my everyday practices were often
denied by the technical rationality of the wider educati@tesn of which | was a part,

and with which | was expected to conform. The realisation that | was a living
contradiction (Whitehead 1989came about slowly. | believe that | have always been a
reflective practitioner (Schon 1983) and have always trigéaoh with integrity, but

now | realise that reflection alone is insufficient for bringing about methodological
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change in onedbds practice. I n my case, a

more critically aware.

One of my tasks in becoming morétical was to try to see things not just as they were

and are, but also how they might be otherwise. Greene (1995) suggests that each
personds reality must be understood as I
interpretation depends on his or hignaion and location in the world. It depends as

well, she says, on the number of vantage points a person is able or enabled to take: the
number of perspectives that wil!/ 6di scl o
exi st ent ) Daacticlteaadhingfostlyiivelyes one perspectiviethat of the

didacti either the teacher or the textboblsought pedagogies that embody my values

of care, freedom and justiGdepedagogies that would allow my students to think for

themselvesandgobeyonch e commonpl ace and gl i mpse wh

It is to see beyond what the i maginer ha:
to carve out new orders in experience. Doing so, a person may become freed to
glimpse what might be, to form notions of what shdagd and what is not yet.
And the same person may, at the same time, remain in touch with what
presumably is.

(Greene 1995 p.17)

I have referred to how yncritical awareness emeidj@rhen | started reseairioly sone
critical pedagogy literatures looked again at my practice and my context to try to
develop my ability to envisage possibilities | had not hitherto imagined. For example, |

suddenly became aware of thereasing prescription in textbooks and teacher manuals.

The Religious Education programme and the Irish Language
programmes ar e particul arly prescripf
activities, the questions | should ask, the answers | should solidit@nd
tasks | should set the children: nothing is left to chance. They are |being
mar ket ed -mrso ooftodeone gedms noosee the irony there
(RD 22-01-02 andAppendixF.1.)

I understand prescription as ywidigcamdny i ng
make choices, and that it can close down critical thinking. For Freire (1972),

prescription has connotations of the oppressor:

One of the basic elements of the relationship between oppressor and oppressed
iS prescription.
(Freire 1972 p.2B
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| had never challenged prescription before, because | had never noticed it. Critical

awareness developed only gradually. For example | wrote:

R, S and | spak today about thgradual systematic erosion of teacher
professional autonomy.explained my concerns about the Irish and |RE
programmesS commented thahe RE manualwas so prescriptive that
if given to the postman he could probatiBacldthe lessondt specifies
what to sayin discussiongnd when; what questions to ask and when;

what artwork should be done and how: there are even some questions
and answers to be memorised! (RDG2203)

My capacity for critique came from talking with critical fr@srand engagement with

the literatures, and it is to these literatures that | now turn.

As an organising framework for this section, | draw on the ideas of Foucault (1982) that
discourses are made up of discursive practices. Foucault describes thesaveiscu

practices as a body of anonymous, historical rules (p. 45) and he held that power
relations are embedded in the discursive practices of institutions such as schools.

According to McLaren (20G8 such discursive practices refer to the rules which

€ ayern what is said and what must remain unsaid, who can speak with

authority and who must listén [these are] not simply words but [are]

embodied in the practice of institutions, the patterns of behaviour, and in forms

of pedagogy.

(McLaren 2003 p.83)

| explained in the previous chapter how | thought about what might be the discursive
practices embedded in my classroom and institution, and researched literatures
pertaining to Irish contexts (LyncB001, 2004, 20052006 Lynch and Lodge 2002,

Devine 2003, Drudy and Lynch 1993). | came to see that teachers as well as children

are sometimes powerless. Although I knew
class unt il recentl y | did not reali se tha
l i stenéd. Whi | e verbally domi nant within

institutional and education systems teachers are often encouraged to ask only procedural
or opeational questions in relation ®ystemic or institutional normsnaking them
simultaneously powerful and powerless (Lynch 2005). | realised too that the power
differentials in education seem to have remained more or less the same since | was in
school. lynch (2005) states that

€ power inequalities are not just a prob
power differentials both horizontally and vertically, in terms of school
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management and colleagues respectively
externalbodies and by the authority of those in superordinate positions within
their own institution. They are simultaneously both powerful and powerless.

(Lynch, in Lyons and Waldron, 2005 p.155)

When | lked at my own practice, | saw that, although | can challenge pedagogical
issues in relation to the curriculum, | cannot unilaterally decide to jettison any part of
the curriculum, or decide, for example, that the concepts of division or fractions should
be left until fourth class rather than be taught in third class. To do so would have to
involve whole school policy and negotiation with the inspectorate. Similarly, | could
not challengewith any authority,issues such as proposed performance related
assesment of teachers and children, standardised testing of children, or the publication
of i nspect orschdolson the intarnetsall af wlach appear to me to be at
odds with the rhetoric of the 1999 Curriculu@oivernment ofireland 1999), which

emphasiseshild-centredearning and democratic practices.

| could, however, change my pedagogy, and so challenge pedagogical norms by
introducing new forms of pedagogy that seemed to carry more hope for the realisation
of my values than traditional didéc pedagogies. This is what | decided to doow

offer a critique ofthe contexts in which myritical pedagogieare locatedand in my

next three chapters | explain how | put them into action hamd| also began critically

to reflect on and geneminsights about what | was doing. | began to move from
description to explanation.

| startby offering an overview of the contexts of Philosophy for Children (PC4), and
Thinking Time, and their relevance for thinkiagd teaching with critical awareness

and | test my ideas against them

An overview of the contexts of Philosophy for Children (P4C), Thinking Time,
the Critical Thinking movement

In the 1990s, as noted earlier, | introduced a programme called Thinking Time into my
practice. This programmeas adapted from the ideas of Matthew Lipman (1982, 1984,
1985, 1988, 1991, 1993, 1996; Lipman et al. 1980; Lipman and Sharp 1994) who

é

devised a programme so that teachers, eq

manuals, could introduce philosophiadialogue in their classrooms. The teachers
would then aim to draw out responses

methodological guidelined-or many years | accepted the underpinning assumptions of

13¢
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Li pmandés wor k. Now, t hawaremass arising from meading a s e d

critical pedagogy literatures | began to ask some questions.

Forexample,wi | e | agree with many of Lipmanos
seems to me to be unduly prescriptive, and rests on an underlying assuthmgttion

wi t hout Li pmands manual s, teachers woul ¢
knowl edge through dial ogue. foLuse mananys i de

countries ywww.icpic.org and training courses have besat up to ensure that teachers

know what to do. A critical appraisal of the materials, however, would reveal that
children are being O6taught to thinkd in ¢
thinkingd. Vansi el e g hdgsthat(th2 Bhidsophy forf Ghildrene x a mg

(P4C) movement appearstobe aroalh ot hi ng Opackageb6:

€ there is reason for scepticism ... Sinc
to subscribe to the basic assumptions of Philosophy for Children, we seem to
hawe tied ourselves to the whole package, as it were, without reservation

(Vansieleghem 2005 p.20)

| also find disquieting some of the claims of the PAC movement in #rat dppears to

be an assumption that a general consensus will be reached though guided discussion.
This makes me anxious, because it appear
children will achieve, given enough time and guidance by the teakhevideos show

that n classroondiscussions wittmy students, | position myself as-partiagpant and

remain largely silentspeaking only when it is my turn or when | feel that the children

are unable to move the discussion along. Several observenehmarked on this:

€ the children just keep talking and
(comment by YOO6F after observiing sever
RD 0612-04)

What 6s surprising to me is how lIittle
(comment byparentDMcC following a viewing of videoed dialogues

22-05-06)

Lipman believes, however, that the teacher should intervene frequently and drive the

di alogue through a specific agenda, so t
teacher towardswhae e ms t o me t he Ocorr éeeBBECTghi | os
1990).
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Furthermore, the Lipman programme appears unduly deterministic, although the
avowed aim is to create democratic citizens for the future. This view is not
commenarable with my own valued.ike Russell (1932), | believe that it is better to
produce freghinking individuals than conformist citizens. Hence my decision to
generate my living theory of practice, which, while it incorporates insights from

Li pmandés wor k, i msofjcreatingddneocratic and fdir comditionsia | i t
my everyday work, and in the evidence | produce to show how | am creating those
conditions. The reasons for adopting this perspective appear to be shared by

Vansieleghem (2005), who says:

€ t hi nki logye as aodceivkd &y Philosophy for Children cannot be a
basis for democracy and freedom simply because it is determined in advance
by a specific kind of thinking and acting in accordance with roles that we are
expected to fulfill: namely, being autonomey critical, creative and
communicative citizens. Other possibilities are excluded.

(Vansieleghem 2005 p.20)

Long (2005) al so critiques ngbopnoandoshidnlp
philosophers by learning the skills of argument, maintaining that philosophy therefore
becomes an end rather than thinking for its own sake. | agree with Long, albeit from a
different perspective. | want my students to learn to beawitigal thinkers notnerely

to learn toacquire debating skills. To that end | provide opportunities in which to

discuss and dialogtienot training sessions.
I al so agree with Reed and Johnsondés Vview

The asamption behind philosophy for children is that if you can get children to
tal k well € you are wel/l on your way to
person who can think well for herself or himself.

(Reed and Johnson 2000 p. 206)

Like Reed and Johnson (ibitljjuestion the inherent assumptions underlying the notion
of 6gettingdé the children to o6talk well d
phrases are redolent of praptive practice and propositional logics. To achieve the
situation in which children do talk and think well, |1 adopt the following strategies for
classroom discussionBirst | provide the starting points for formal dialogue by making
plenty of time availale. | arrange a circle seating arrangement by moving the

classroom furniture with my children (sEegure5.10 and sometimes by taking them

13t
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to an empty clagsom where chairs are already made available in a circle, although this

latter latemproved to beroblematic (see [@apter 8).

Figure 5.10 Video still of children preparing the room for a circle

I sit in the circle at the childrenods | e
introducing a picture or poemoraich d s question as a start
responsibility for the discussion over to the children and become one with them in the
circle. | sit, listening, thinking, remaining silent, or speaking when it is my turn (see
Figures5.11).

Figure 5-11: Video stills of my participati on in discussion

Inmyvideosit can be seen that the chillwvofen o6r u
dialogue goingthey listen to each other attentively and with respect; they engage with
each ot h e rbsild@ onithéne; shey exhibiddelight in the use of words. They

fulfil many criteria thatBohm (1998) suggests are essential for dialogue: ttey

13€
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maintain eye contact through the circle arrangement; there is no set agenda other than
an open discussion aliowhat the storyr topic meant to them, and there is an open

forum, with no scoring of points.

During discussions like this, | have found myself drawn in by the richness of the
dialogue and amazed at having my own ideas challenged both by myself #rel by
children. It is clear, | believe, fromy videos (see accompanying CD), that my students
have demonstrated their capability to think for themselves in critical and creative ways.
My deep learning from my research is not that | have taught them uhisgtber that |

have learned how to think critically myself alongside them so as to recognise the
importance of what is happening.

Despite my reservations about his methodologies, however, | found much to be admired
about Lipmanbds woadk.elle nhenvtakrasandelemepimafaan 6 s

other different thinking programmes into my practice.

For exampl e, Donnel |l yos (19 %dded selettmraof of T
topics and affords opportunities to pursue these topics in a wiggywvair directions. In

this model the teacher seeks to be a member of the discussion circle rather than an overt
authority figure. However, | will show later that as | became more critically aware
myself, | saw that this approach, if it is isolated fromi@er dialogical practice, fails to

fully realise my value of teaching children to be creative autonomous critical thinkers.

The dangerous reification of critical thinking

| have been influenced by the large body of literature relating to critical nigir{kbr
example Ennis 198Tipman 1984, 1987, 198®aul 1993Paul and Elder 2001, Paul

et al 1995,Quinn 1997, Siegel 198&plitter and Sharp 1999 hayerBacon 2000).
However, these literaturetargely view critical thinking from a propositional
pergective, as a reifiedsomething that o n e  Ofdlloneng ¢he acquisition of
specific skills. The aim is to produeeproduct calledd b et t er cri ti cal t
an analysis of skills, dispositions and knowledger examplePaul and Elder (2001
p.84) list eight universal elements of reasoning that are present in all reasoning of all
subjects in all cultures for all tim&heir ideas appear to b@mly grounded in
propositioral thinking Paul et al (1995) suggest that teachers should develop
thenselves into critical thinkers. | agredth this stanceput | disagree with their
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suggestiorthat teachers should do so by learramgl using the princips and skills of

critical thinking. Again this approachs alsopremised on the view that knowledige

reified, andthat critical thinkingisdt hi ng é t h a set of skitsdhatpnbe at e s
@oth Splitter and Sharp (1995) advocate promoting a culture of critical thinking in a
classroom, an approach with which | agree, baythlso adopt a proptional

methodologyfor doing so

Siegel (1988) articulates a view of critical thinking that comes close to my own when he
says that a critical thinker possesses both skills and character traits. He refers to these
traits as a critical spirit (p.39). Hmgues that a person must not only be able to think
critically, but that critical thinkers must be willing or otherwise disposed to doirtgeso.

does still, however, tend to reify critical thinkihg and f avour the Oha

discrete skills

| believe my research goes beyond propositional theories, although it incorporates

elements from many ahem. When | sit with my students and take a-diniactic role

in the discussion | amnoot 6vbsacakdiynggceri
ng t her am | studying my students. I don¢
6goodd discussion. I donot prepare a |e

thinking. Instead | Isten to what is being saidrigure 5.12 and | engage with my

children as a cahinker, cetalker, and ceparticipant in the conversation.

Figure 5-12: Video still of me listening as a child speaks

| find much to relate to in the work of Burbules (1993)ovwthr i t i ci ses odant i
instructional practices, particulp the initiationresponseevaluation type of
guestioning which he says, serve to O6mai-r
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ma i

ntaining the teacher s desire

commitment to truly opeendeda d expl oratory di al

is honest and tentative:

Unl

el would recommend a pragmati c,

prepared as well for its peible failure and breakdown

for act L

ogue (p.

cont extt
regards the possibilities of dialogue with persistence and hope, while being

(Burbules 1993 p.160)

i ke the Lipman methodol ogy an

d f ocus

discussions with children are apended processeshére is no artifice, no prglanned

agenda to the discussions. Once we are seated in a circle, discussion tends to happen

organically. In my research diary on-08-06 | wrote

| have beenidcussingt hi s st ory ( 6Dr algl®9k

with different classesnow for about 6 years antl am amazed

and Gi

continually by children finding newaspects of the story that | have neyer

considered.

AG6s comment today about there
way of | oo ki nveryimepestingb Doasuhées aneaw that y
can see fear in a person but not courage? Where does this K
| earning come from? | <certainl

J6s analytical enumer ation of
interesting. One can sdes logical scientific mind at work. It was
stimulating discussion. It was interesting how the topic of cou
segued into physical strength
strength and courage as synonymous. (RED9G6)

being 6
ou
ind of

y did no
al | t he
a
rage

itéds a:

| can see that imy reflections | am shifting from a position of observer and teacher

into one of participant and learner. This is as it should be, | believe: my researcher

voice, learning voice and teaching voice are interwoven with my ordinary human

participative voice.

The next piece of data is drawn from a discussion on freedom following the reading of
Anne Fr aPé&léand Batrett 2095) froour history syllabusNeither |

nor the

children set out withthe agenda of discussing freedom. €Th ¢ h i tothmentsob s

what they understood by freedom came about organicalthegsresponded to the

story. It shows me the high level of criticalvarenesthat some children can reach.
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K: People deserve freedom: everybody is human, so in that| way

everybody isthesamd.t 6 s not fair i f one person
do something they donodt want to do. I
anyone elsé

C: | agree with T that freedom is being able to do whatever you jwant
but you shouldndét haveyoheshoeledoomt t oe
able to take over the world and kill peopgle

Jk: | just thought of this when CY was talking about slaves. | think
freedom i snot somet hing you c¢an give
slave owner: because the slave might have freedom alieatie
themsel ves and y ou mi ght be only gi
permi ssion or somet hi regnthePamethings si on dc
as freedom.. (RD 07-02-06)

One child who was new to the school spoke about the need for people to be left alone

while they grieved.

DH: | think freedom is something you need all the time but sometimes
you need it more than other t)] mes, [ i |
sad you need freedom to bera... (RD 07#02-06)

This student has experienced difficult sitoas in his personal life: it was poignant that
it took a classroom discussion on freedom to release some of this emotion in words. |

later wrote:

| came to think more deeply about freedom through this discuSgien.
liveliness and energy of the childreves almost palpable. ey were
engaged compl etely ¢é

€ the conversation continued as they walked out to yard break atlunch
time. | was really surprised that DH spoke about grief. This is a major
step for him and took a lot of courage. | must make surgetesome
extra attention. (RD 002-06)

The entries in my diary differ considerably from the kind of rhetoric in the mainstream
literatures of critical thinking.l am living and working with real people. We shar
human experiences, and our discussiomslWe us ina genuine sharing of ideas a

constant flow as Bohm (1998) described.

I now move to a brief discussion of policy contexts to which research about critical

thinking may be relevant.
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Policy contexts

The main policy documents that are relévian my research context a@uraclam na
Bunscoile(Government ofireland 1971) and the 199®rimary School Curriculum

(Government ofreland1999). | give a brief outline of both documents.

The 1971 Curriculum

It is important to realise that the domindheoretical approach in Irish educational
sociology up to the 1970s was functionalist (Drudy andchy1993 [29). Such an
approach promotes an O6equal opportuniti es
that promotes a view of success in educadiot industry as based on ability and effort

and not on sociaultural factors such as social position, background, race, gender and

place of residence.

€ it is the task of education to make sul
it were, an equal chaacto be unequal and can move according to skill and
effort into the social position most appropriate to their talents.

(Drudy and Lynch 1993 p.31)

It could be argued that thdfering of a broad base of curricular subjects at primary
level seems to imply less emphasis on meritocratic ideals and thus less danger of
selectively screening children for future employment as happens in the secondary
system. However, this is not theseain reality. In the primary education system
pedagogi cal practice i s still heavily r
di sciplines of 60the 3 R6s6 (see Murphy
multiple intelligences (Gardndr9&3), the lish primary school assessment system still
relies heavily on empirical standardised norm referenced assessment. Tests such as
Micra T (Wall and Burke2004 and Sigma T (Wall and Burke2007) are used
extensively in Irish schools and are seen as reliabldvadst of determining the
cognitive abilities of students. Spirituality, interpersonal and intrapersonal abilities,

spatial awareness, or an aesthetic sense are often ignored as indicators of future success.

They are not 0 me as ur and kheréfore mgt valuedt(sedsm a | st
Apple 200Db).
Studies such as the 1lrish National Teac|

(1995) showed there were high levels of support for the principles of the curriculum but
at the same time (according to anTl survey cited in Drudy and Lynch 1993 p.103),
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60% of teachers expressed a preference for traditional didactic approaches. INTO
(1986) and Hall (1995) show that, in the majority of schools, practice was teacher
centred, and that there was divergence batwapproval of the curriculum and its

implementation.

The 1971 Curriculum claimed to favour enquiry learning and an emphasis on oral work.
However, according to Hall (1995), implementation of the 1971 Curriculum
recommendations was mainly limited to théam classrooms where a constructivist
approach grounded largely in Piagetian theory was favoured. Middle and senior classes,
on the other hand, seemed to be guided by a constructivist theory but implemented a
behaviourist practice. This situation was cadictory, in that constructivism provides
descriptions of how individuals learn rather than prescriptions for how they should
learn. A survey byINTO (1986 pp. 1819) suggested that twhirds of teachers
reported spending more than half their time in Mubass teaching using didactic

pedagogies, which would appear contrary to the 1971 Curriculum guidelines.

The 1999 curriculum

The introduction of the 1999 revised New CurriculuBoyernment ofreland 1999)

was preceded by s eveReaWws op ldapomal Policies fore OE (
Education(Government ofireland 1999); Education for a Changing World: Green

Paper on EducationNGovernment oflreland 1992), andCharting our Education

Future: White Paper on EducatioiGovernment ofireland 1995). The WhitePaper

built upon the consultative processes following the National Education Convention in
October1993 (Government ofreland 1995 pl). The opening sentence on the section

entitled 6Education and the Stated (p. 6)

The Stateds r odsas parhofits dwerallaconceonnto aghieves
economic prosperity, social wdleing and a good quality of life within a
democratically structured society

(Government ofreland1995p.6)

OEconomic prosperity6 and Oinvestmento ar

Economic activity is increasingly dependent on the knowledge and skills of
people and their capacity to |l earn é Thu
concern of the State tokfrance | rel andbés capacity to coc
rapidly changing international environment.

(op cit1995 p.7)
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A functionalist ideology appears to remas an underlying principle of the philosophy

of the 1999 curriculum.

| have already referred to how critical thinking is referred to in the Introdyétistory

and SPHE documenénd how the idea of a teacher using her own critical awareness to
prorot e her student so6 cr it iFuthérmoreweithowgm e s s
references appear about the need for discussion and for-bigleerthinking skills in
several places in the Curriculum handbooks and teacher guidedipees, from the
already @ed SPHE exemplar 19 (SPHE Teacher guideliGesernment ofireland

1999 p.83) referring to seating children in a circle for discussibare is no clear
provision of contexts as to how these can be linked and implemented so as to allow
children to engag in dialogue in conjunction with the fostering of critical awareness.
The aims of the English/literacy document are specific in relation to language
development and to cognition, but nowhere in the curricular documents can | find an

acknowledgementoftrehi | dds capacity as an aut onomo

I n Social, Environment al and Scientific
scientifically (predicting, hypot hesi sing
i's referred tsoc.uske foenrbe noccecsurt oo no dsit rands o
sections. While this awareness of the linking of higireler thinking and language is to

be welcomed, | believe it stops short of addressing what | consider to be the real
purpose of thinking in a assroom context: learning to think for oneself. | suggest that

in our classroom discussions my students and | place a greater emphasis on learning
how to think than what to think. We engage in wwlent and nofudgemental

argument; we respect the righisf ot hers and dar thansahswern an:
guest Chaptes ©. We learn to view knowledge as something that we ean co

create: we learn to learn, and to make good judgements.

Research contexts

| now turn to a brief discussion of the extermasearch contexts in which critical

thinking and philosophy for children is placed.

Studies into philosophical enquiry with children include the following:
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T

In the USA: studies on philosophy for children and the community of enquiry
movement have been cadliout primarily by the Institute for the Advancement
of Philosophy for Children (IAPC), Montclair State University, New Jersey see
for examplehttp://cehs.montclair.edu/academic/iapsfarch.shtml

In England: Robert Fisher in Brunel College, London; the Society for the
Advancement of Philosophical Enquiry and reflection in Education (SAPERE)
whose research can be accessétitat/sapersrg.uk/research/

In Wales: Karin Murris and Joanna Haynes have been the principal researchers

into Philosophy for Children.

In the University of Dundee, Scotland: Keith Topping evaluated the Thinking
Through Philosophy programme (see Trickey and Trap(004). The results

of the Clackmannanshire Study (se&w.audeeduca.co.uk/others.htinwere

widely reported in the medfttp://sapere.org.ukategory/news/

(see alsohttp://education.guardian.co.uk/schools/story/0,,2006734,00.html

In Australia, studies conducted by Laurence Splitter of The Centre of
Philooophy for Children and the Australian Council for Educational Research

have been carried out into Philosophy For Children.

In Ireland there are two completed PhD studies into Thinking Time (Donnelly
2005 and Russell.2005) and several members of the Asstion of Teachers

of Philosophy with Children (ATPC) have carried out research that led to the
awarding of Masters Degrees (including my own MA study Rochel000

Studies have also been carried out in several European, South American and
Asian countriegsee Splitter and Sharp 1995 pp. 11%64).

The accumulated findings of the studies listed above attest to several phenomena in

common:

T

T

Improvement in performance in other curricular areas

Improvement in ratio of pupil : teacher talk
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=

Improvementinteaeghr s 6 | ev el -erwdéd questionind i n open
1 Improvement in children supporting opinion with evidence

1 Improvement in moral reasoning

1 Improvement in discipline and behaviour

1 Improvement in interpersonal skills

1 Improvement in selésteem

1 Improvement ingacher/pupil relationships

1 Improvement in the skills of dialogue

1 Improvement in metacognitive abilities

f Statistical I mpr ov e me n t-\vwrbal and quantita¢iie s o f
reasoning (see Clackmannanshire studyaty.audeeduca.co.uk/others.hjm

Il question t h ¢inkihgha the quanttaiivie bssesséntha I€arning
from dialogue. The improvements measured above seem to rely on what Hymer (2002

p.7) calbswatbBbfraakiong and measuring.

However, although the many researchers have attested to the improvements in
childrends thinking, nowher e haVhanking f oun
Time, or Philosophy for Childrenn which the researcher exaras themprovemenof

her own practiceor the development of her own critical awareness, or of her own living
theory of practiceas sheengages intransforming herself from being a propositional

thinker into a more critical thinker through develophegdialogical pedagogies

This is where | feel that my study will fill a lacuna in the research area, and will qualify
my research as making an original and significant contribution to knowledge of my
field.
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Conclusion

| have told in this chapter how kEfgan to take action in my classroom to improve an
unsatisfactory situation, which was to do with how my children were being silbgced

my didacticism and how | had also learned to &silentand uncriticaldeliverer of a
curriculum 1 took action byinforming myself critically through reseainl critical
pedagogy literatures and literatures pertaining to the area of critical thinking. |
developegrogrammes and pedagogies that would encourage critical thinking. | had not
yet, however, begun to reflemitically on what | was doing as research. | still tended to
see it as practice. Over time, however, and through critical engagement with my study
group, | began to perceive my practice as a form of research, and developed an acute
understanding of the ed to offer explanations for practice, as much as descriptions of
practice. This becomes the focus of the next three chapters. | saw how my practice had
actually constituted three distinct though interrelated acgfiaction cycles, and the
accounts | na offer show how | am able to speak about the action | took, and also offer

critical reflections on the significance of the actions themselves.
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Section 3

Chaos into order

In this section | show how | am now able to theorise my practice, in the sehkartha

able to offer coherent explanations for what, at the time, | understood only as practical
action. Having reflected on the experience of being immersed in a confusing experience
of trying to live in relation to my values, while not being clear aldt was going on,

both in myself and in the wider context, | am now able to see that | was in fact engaged
in a systematic process of action reflection, and that there were distinct phases in the
focus of my actions and the learning arising from thoserect| therefore organise my
account as three chapters, each of which is the story of reflection on the actions | have
recounted. Each chapter therefore constitutes an action reflection cycle. | aim to show
how one cycle emerged out of the learning frbm pprevious one, and transformed into
new practices and new learnirig.a sense then these next three chapters represent my

metareflections on my actioneflection.
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Chapter 6

Reflecting on Action: Action Reflection Cycle 171 identity
Issues and beginning my research

This chapter coverthe period2001 2002, the beginning years of my research. That
period was characterised by considerable confusion and anxiety, as | tried to make
sense of who | was and what | was supposed to be doing. | can see hosfieas on

my practice, that | was struggling with issues of how | had been influenced by a range
of factors, including dominant theories and normative assumptions, as communicated
through the literatures, and how these had come to form mgl smelersindings and

my values This was also atimewhen i nspired perhaps by my
yearning f or -Hoilmann 1P@96p.21)I Rnap warking out a new
professional identity (Sachs 1999). Sachs citing Kondo (1990) argues that identity is

often context dependent:

I'n times of rapid change identity cannot
negotiated, open, shifting, ambiguous, the result of culturally available
meanings and the opemded poweladen enactment of those meanings in
everydaysituations.

(Kondo, 1990, p.24 i®achs 1999¢.5)

This was my experience, as | struggled with moving from a practice of obedience, by
trying to fit my practice into a predetermined framewssekt by others, to a critical
practice, where | saw my practice as emergent and in relation to my own articulated

educational values.

I can also |l ocate my wunderstanding agai
profound connection between identity gmat act i c e : 6Devel oping a
formation of a community whose members can engage with one another and thus
acknowledge each other as participantsdo |
acknowledge that my students and | formexmunity of practice and | failed to ask

critical questions of my context and my practice. This understanding is borne out by the
evidence thia my questions from this first d&ion Reflection cycle are mainly

procedural and operational, and, were shapety\earlier identity as a conforming
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thinker. However, through my ongoing engagement with critical literatures;tiased
earlier, | had come to question the idea of universal or transparent truth. Now after five
years of my study, | hold my knowledggHily, and | have begun to recognise the

uncertainty in the temporary and tentative nature even of my new knowledge.

Identity issues

My story begins therefore with my reflections on my identity as | began my studies, and
how this identity might have infenced why | stayed for so long at the procedural and
operational stage of questioning. Some literatures of teacher identity suggest that past
ideas of self can significantly influence present identity (Cooper and Olson 1996
Coldron and Smith 1999 This has relevance for my slow emergence as a critical
thinker and my initial reluctance to challenge normative practices, including my own.
Propositional knowledge prioritises objective know that and know how (Ryle 1949). |
found it a comforting, if somewhatad e d, wor | d. expert®far answers.] o o k
Now, | have come to the point where | incorporate the propositional into more
dialectical forms of logic, in which there is a constant open interplay between questions
and answers. This form of logic restes more fully with the epistemological values

that underpin my methodology and my pedagogies. | have developed a practice that
integrates propositional and dialectical forms within a living inclusional form of logic
(Whitehead and McNiff, 2006 p.39).

These understandings are new to me. They have emerged through my reflection

action and reflectioin-action Schon 198), and are emerging even now, as | write this
account , t hrough-r evihlae c tl i acradorréflenfions)oarbett eac t |«
the whole process of enquiry.

| have recounted above how the impetus for developing my capacity for critical
thinking came from the two main influences of working with my study group, and
changing schools. Here | frame the experience of the change ofl safoa

reconceptualisation of my identity.

New school, new identity

In 2001, at around the same éms | began this studytdok up a position teaching
Junior Infants in a new mixegkender school located in a midalkass suburb of Cork

city. My study @ philosophising with children (Roche 2@)Mhad been an influential
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factor in my appointment (conversation with principal: research diaty1211). My

principal had expressed an interest in and support for the idg¢assfoom discussion

and advisedme hat he wanted it Oto be one of tF
p ol itevgsthyresponsibilitydbt o get all the teachers doi
possi bl ed ( RI®8ly awas df codrse pleaged.1 1

€ | am now going to work in ackool where not only are my ideas
about classroom discussion and critical thinking welcome, but they|even
seem to be crucial to the development of the school ethos and policy.
(RD 11-11-01)

In my previous school apart from two supportive colleagues, mly et been largely
met with derisionln my new institutional context, | fethat at last was in a position to

influence the ethos of my institution.

It was suggested at my interview in 2001 that, in time, | would be invited to help
colleaguestogetmyver si oné of c¢classroom discussi o
While this was pleasing, however, the responsibility of putting a culture of classroom
discussion formally into practice throughout a developing school eventually became a
huge pressurel f el t an enor mous sense of respon
one of the founder members of the school. This meant that | did not try to look critically

at my practice in the early stages of the study. The case was quite the opposite, becaus
asi t was my responsibility to Oput criti
defensive about my practice of Thinking Time, and | certainly did not want to make any

changes to a model that | felt o6worked we

By November 2001, when | began inymew school, | had already started on the
literature research of my study programme without any clear idea as to what | was
studying. | had an idea that | wished to carry on from my MA research, so | set out to

0i nvestigat e -oddervirenkigmpistkg | hs gher chil dr ené6.
behind my proposal for the University of Limeri¢Roche 2008 |, see also O
requesting permi ssi on cesé.2caadrArdy. | decdedtor e s e a |
begin my field work within my own classroomakeep transcripts and detailed notes

of all my weekly Thinking Time discussions. My aim initially was to develop as a

reflective practitioner, as | investigated how | was teaching children to think critically.
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The idea of 0t he srwellfektablished in ¢he lteratuie.t Amplé oner
advice exists about what a reflective practitioner is and how to be one. Here is a typical

quotation.

Reflective practitioners think about their experiences in practice and view them
as opportunities to learn. & examine their definitions of knowledge, seek to
develop broad and multifaceted types of knowledge, and recognise that their
knowledge is never complete. Reflective practitioners are concerned about the
contexts of their practices and the implications &stion. They reflect on
themselves, including their assumptions and their theories of practice, and take
action grounded in self awareness. Finally, reflective practitioners recognise
and seek to act from a place of praxis, a balanced coming togethetiayf
and reflection

(Kinsella 2001, in Procee 2006 p.237)

However, | quickly began to appreciate that being a reflective practitioner involves
more than reading words and applying themptactice. It involves a reaorld

practice of becoming critical, and this practice is ongoing. As evidence of this position,

I can say that my reflections now, at th
by a greater critical awareness ttveere my reflections during phase one of my study.

In a sense | will always be reflecting on reflectmmaction (my idea of meta
reflection).

| am therefore using this thesis as a living example of what it means to become critical.
For that purpose, wheravthe document needs it, | will use two voices: Reflections 1
(reflections | made during the data gathering period) Reftections 2(my current or

metareflections upon the older reflections).

Reflections 2

Even as | write this, | am struck by theade t hat , i n speakiing ab
was making the assumption that tlhe con
Per haps I am working 8) oundenstanding Wati t e h e a

inclusional logics include propositional logics (reflective jouraDZ-06).

| can appreciate Proceebs (2006) proposit

...[there are] different levels of reflectiera technical, problersolving level; a

hermeneutic level focused on interpreting different views; and an epistemi

critical level that emphasizes analyzing fundamental points of reference.
(Procee 2006 p.239)
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However, says Procee, the concept of reflection is ambiguous:

The concept remains elusive, is open to multiple interpretations, and is applied
in a myriad of ways in edudahal and practice environments.
(op cit p239)

I now believe that | went througteveraldifferent formsof reflection during my three
Action Reflection cycles. In Action &lection cycle 1, my reflectionsould be said to
be at a firstorder technical, problersolving level when | focused on offang
descriptions of practice. loycle 2, | began to ask more hermeneutic secoddr
guestions, and began to offer explanations of practice. In cycle 3, | began to ask critical
higherorder questions, and also began to integrate descriptions and &gpkirato
the communication of my living theory of inclusional and democratic pracflites
last type of critical reflection will be evident in my metdlective voice throughout
thesethreecycles of action and reflection.

Some significant understamgjs came about for me through collaborative reflection
with critical friends, in agreement with
defend against 6hasty misjudgementsdé (p.

between the research paipiEnts is necessary:

It is in the research communication, conversation and discourse that
interpretations are developed and confirmed through sharing of evidence,
perceptions and ideas. Interpretative reflection can only emerge through
dialogue. It needscommunities of discursive practitioners to engage in
dialogue on the crucial issues of inclusive practice.

(O6Hanl on 2003 p. 1:

Whil e | agr ee wietatibn h&é ddauntHe anpditanceiofrcoll@borative
reflection and discursive communities of practitioners, and | agree that interpretative
reflection can emerge through dialogue, which includes dialogues with the self, as it
emerges as a process of raefidection, | have found that through reflecting on my
reflections over a period of time, | have created new understanding for myself. When |
present this new understanding as a written text, further opportunities for reflection

emerge which can then leadrtew understanding.
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Processes and analyses of Action Reflection Cycle One

| wish to develop this idea of how reflecting on an experience, and analysing the
reflection, can lead to improved insights about oneself and others. | bring this procedure

to a decription and analysis of the processes of undertaking Action Reflection Cycle 1.

Given that I began by accepting uncritic.
good t hi ngo,e fromyActohra Relectianr Cydtei Oneonsists of written
trangripts of sixtyseven Thinking Time discussions on various topics, along with
video and audio tapes of discussions with my students, my field notes and research
diary, interviews and informal conversations with children and parents, interviews and
informal conversations with colleagues and with critical friends, and email
conversations with my supervisor. Data are also drawn from early attempts at writing
my research account, from correspondence and from critical feedback of presentations
in the wider teadhg community(see appendices Bnd C).

The data from classroom discussions were collected mainly in my written transcriptions
of what the children said. | also made several audio recordings and some video
recordings of Thinking Time sessions and tcaibed them later. Data are also provided

in the form of observations of others who witnessed classroom discuasmsgveral

examples are included in my appendi@g&spendix H)

The research questions | presented initially seem to be concerned oathlymal and

operational issues. This shows me two things:

1 I did not fully understand my ontological stance in relation to the

methodological assumptions of insider research andtself;

1 1did not appear to have an understanding of the ideas abapigemological

base of living theory

However, | began my research assuming that | was doingtadlf, and, having
negotiated permissions, | set about monitoring the weekly Thinking Time discussions in

what was, effectively, an outsider researcher mode.

The first few weeks were spent helping the children to get used to the idea of arranging

their chairs in a circle. This was not without difficulties, and in my diary | wrote:
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How can | do this better? Making space for a circldifscult in the
prefab The children put their tables to the sides of the room. I lift half

of the heavy tables upside down on top of those on the floor, to create
space for the circle. The whole process is repeated in reverse aftefwards.
| am often hot and bothered by the ginbegin the session. The children
make quite a racketearrangingthe furniture. There is only a thin
partition between my classroom and next door... | am conceitmmat
the noise(RD 20-11-01)

| tried preparing the ftywrkingoufi ng yar
The children are rarely finished their lunches in time before going to
yard.

| also realise that | want the children to help get the room ready because
I feel t hat i tdéds an 1 mp o rthemant part 0
organising roleand some ownership of the process. (REL2®1)

Reflection 2

A critical question now might be why all the fuss about making a circle. Why did I{feel
that a circle was an appropriate format for discussion? What is the underlying
epistemological premiseff a circle? | realise now that because | had been trained |n the
philosophy with children method of Thinking Time, | had accepteidcle format
unquestioningly. itially, perhaps| acted out ofome subonsciousense that
resonated with my values oiclusionbut | now understand that the circle allows for
equality of position and facilitates eye contact and ip&gsonal relationships and
dialogue. | now realise that | probably had absorbed this knowledge and embodied it

without articulating it exptitly for myself.

It could be arguedhen, that it was personal knowledge that influenced me when |

pl aced such emphasis on making space for
why | felt that a circle was appropriate other than an intugveen s e t hat it 0
when Donnelly (1994 recommended it.Polanyi (1958 suggests that personal
knowl edge is developed through experienc

problemsolving approaches. Looking again at the journal entry abalso Isee that it
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tacitly acknowledges my embodied values around children as active participants,
whereas the rest of the entries from that time seem concerned with management and
control. This demonstrates that | was not fully sure of my ontological gxiep and

that while | had a tacit understanding of myself in relation with the children, this would

frequentlyslip in favour of my more uncertain identity as a newcomer in the school.

Involving the children in preparing the room was a significant paithe process.

Dunne (1995) speaks about the importance of engaging children in the decsioig
processes of the c¢classroom and refers to
ways in which it constructs the role ggupi | 6 ( Dun n 20051pA 4% ) i n
believe that | was conscious of a need to give my children the opportunity to be active

participants in classroom decistamaking processes.

When | spoke about the hassle of getting the circle ready a colleague
asked why | lyow tooléhaveadtlassdiscBasiongithoyt
al | that fuss? Leave them in their or
format by expl aini ng,nbrmahad probablf hei r o6r

already been formehly the children and &round classroom discas,
such as certain children always domingtand others always stag
silent. | said that | felt e circle interrupted norms of classroom culture
and wasa moredemocratic form. (RD cwversation wittD 13-12-01)

| believe that | had a foundation adilues of freedom, care and justice for my practice,

but my appreciation of these values was often muddied by more mundane identity
issuesBecause | was determined that my Thinking Time discussions would go well, |

did not dream when writing my diary thatvould ever6 ma k e my angst publ
2001 p.479) However, by the time | came to writing up this document, | realised that

in order to be truthful, and to avoidy reportbeing considereda victory narrative

(Stronach and Ma.ure 1997)l would needto show how often my research almost
foundered. felt too that perhaps my struggle would be helpful to other practitioners.
cannow el ate to Mell ords (2001) wunderstandi

e it i s refreshing to find thoughttf ul \
intellectual and emotional struggles that researchers face when they are truly
concerned about truth value and ethical behaviour in their work although it is
rare that authors share their angst publicly.
(Mellor 2001 p.479)

In spite of organisational problemspersevered with Thinking Time in my own

classroom but the difficulty of influencing others to try the practice of Thinking Time

15¢



© Mary Roche 2007

remained. | was concernaslith for example,that, until we moved into spacious
permanent classrooms, my colleagues might well reject the whole idea of Thinking
Time because of the tedium of moving furniture around. dntzred thatby
enthusiastically sharing stories of practice witHeagjues and encouraging them to take
their children out of their regular school places and form a circle. My concerns about

my possible ogr-enthusiasm were allayed wharolleague said:

€ after listening to your stories, | really wanted to try Thigkifime
out for myself. | could see how much you believed in it and were
getting so much from.i{fResearch diary: conversation with R 1@&05,
Appendix B1.1.)

Coldron and Smith (1999) say that sharin

repertares.

At a time when there seems less space for choice by teachers and the personal
dimension is diminished by competence models, it is especially important to
affirm the significance of each teacher 6:
be able to plotheir paths between creativity and control

(Coldron and Smith 1999 p.723)

McDermott and Richardson (2005) refer to how thoughtful conversation between
teachers o6wdl kcrbathkh aatrehl ahy of teachin
and encourage a conscious shaping of future teaching situations in line with the best
experi ences o fThistidhlornepoatselsevhere,pfor 8@mple in Clark

(2001). Clark suggest$ ta t authentic conversation 1is
articulating our own experiences, implicit theories, hopes, and fears, in the intellectual
and emotional company of others whom we
heart of conversationatlar ni ng for teachers is about o
group, in the best of circumstances becomes a social context for doing the work of
reflective practiced (p.180). I real i se
accounts of practe rather than prescriptively lecturing them about the idea of doing
classroom discussion, | was living out one of my vaiutst of the importance of care

in relations with otherswhile recognising the essential role of dialogue in forming

caring relaimnships and developing communityhis aspect has some relevance, |

believe, for my claim to be contributing to the education of the social formation of my
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institution through my educative influence (Roche 2005), although | had not articulated

it for mysef during the early stages of my research.

Bourdieu (1990), among others, presents the idea of social formations as people coming
together in different social contexts. Whitehead (2001, 2003, ap0G{pkaks of the

education of social formations when he reféo people in groupings come to
understand their own processes of working together. McNiff and Whitehead (2006)
mai ntain that the process of the educat
participant | earning to er exctolgenrid e( g.h3Ed)s.e |
that | now believe that | have contributed to the education of the social formation of my
school, | am referring to my understanding of the way in which | perceive myself as one

in relation with all the others in my classroondan my institution, and to whom | am

yet another O6othero. Given this understal
believe | have contributed to the learning of others in my institution and their
understanding that | have helped them to leameghing. In return, | have learned from

their comments and suggestions and this has added to the improvement of my practice.

One of the key aspects is that working together is far from
unproblematic: it involves negotiating meanings and working through
the conflict of respecting that other people think in different ways|and
have different valuegRD email from J March 2005)

In my practice both with my colleagues and with my students | now understand the
education of social formations to be about howhaee learned from one another, and
how we bring that learning to our work in other contexts. ddte(below)demonstrate

that although initially my motives for sharing my accounts with colleagues were part of
a policy agenda, | have realised the capaiiipdividual practitioners to influence their

own practices, with the potential of influencing organisational structures.

I was amazed by what my infanits knew!
years and | suppose | just never let them talk enough befoeesthff
they said about their soulsé famazing!
that! (RDextract fromconversation with ML 0&3-05, AppendixB.1.

f.)
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Mary introduced me to the concept of Thinking Time in a casual
conversation. | was immediately intsted: children thinking laterally
and creatively, speaking in turn and listening to each other: | wanted to

know mor e! e | |l i stened to Mary talk
she facilitated the setting up of the circle etc. Through these discussions

| picked up many ideas that | later tried out in my own classrgeb,
email from R. 06-03-05, Appendix B1.1.)

(These data are representativehifteen similar comments from my data archi8ee

also AppendiesB.1.a. to B.1m.).

Creating new rules and norms

McNiff and Whitehead2006)comment on how social situations are manufactbsed

the people who inhabit them:

A social context is not a fregtanding entity, but comprises people who make
decisions about how they should think and act. Sometimes tleessiods
become solidified into accepted rules and structures, and sometimes the rules
and structures take on a life of their own, and rise above the heads of the people
who made them in the first place (Habermas 1987). People come to serve the
rules, ratler than have the rules serve them, and see the rules no longer as
temporary answers, which were appropriate for a particular situation at a
particular time, but as fixed norms.

(McNiff and Whitehead 2006 p.168)

| believe my work is significant for enabling others to revision their identities, as | have
done, and to use their knowledge to create new forms of rules and practices that show
how they can live their values in their practice. Geinool was unusual because it had
started f-frioenl chd ogirteweant i on, and therefore
revisioning. We wereendeavouring to puh place structures that had the potential to

initiate traditions, practices and discowses a foundational ethos as the norms of our
community. | wanted to contribute to a culture of openness and critique. This gave rise
to my early intent to oOperfect my model 6

colleagues. | saw nothing problemateré

Here is my subsequent reflection on my-gddintity and positioning of that time.

Reflection 2

This shows me now that | had little understanding of the asymmetrical nature of
the power structures | was creating. Although | had negotiated wittago#e
that | would include them in my research process as collaborators, | think now
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that | really had not understood how this would involve negotiating the balance of

voices raised (O6Hanlon 2003) in my rese¢

When | decided to share my praetiwith colleagues, | was sharingy model of
practice. Al t hough (@1994hmethoddodyatp sug chy Do nn e |
practice (Roche 20@), | was not conscious of the need to allow my colleagues

to developtheir own style of doing Thinking Time: Ifett her e was |a or i g/l
and | Oknewd it and would o6transmito i

contradiction of my values on several fronts.

My data showthat initially | was concerned more with the facilitation of discussion
circles than with gtiquing my practice in relation to my values. My solusdiocused

on prescriperongands 6®hown in this data e

| 6m struggling to 6perfectdé my model (
monitoring wh o spoke and W IsiD di dnoét
with/opposite whom. | feel sorry about breaking up a little clique of

boys who insist on sitting together and distract each other. | discovered

that | could not allow R to sit opposite T because they make each| other

collapse with giggles.

€ T h e n paiition means that if the class next door begin singing or
doing any other loud activityny children get distractedl .often have to
abandon the Thinking Time and reassemble the classroom furniture
again.

Howevermostinitial sessions went really Weand | transcribed all th
discussions and gathered lots of data in relation to them. (RI2 @)

11}

Over the years of doing Thinking Time | have learned to write quickly in a type of
personally developed shorthand so | wrote down what the childusaityped it up
as soon as possible afterwardswubiorecorded sveralsessions and made plams f

videoing some P, a norteaching member of staff, was availabledoord the first one

The episode was a nightmare: | was so tense, some childeehugacfor

the cameravaving andmessingé c hi | dren f ai Ths to spe.
was not supposed to happen! This was not how | had planned the
session.
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| felt inadequate in front of Who looked bemused by the process. My
feelings were compounded llye fact that her son was in my class
There were also several interruptions: milk arrived, children from
another c¢class came | ooking fo
session shortRD 2002-02)

Reflection 2:

From those data excerpts itdeear me now that at that time | saw myself 3
teacher who should have a well managed and quiet classroom. If my clas
Sy I t
suspect. Despite my years of experiencallleen persuaded to think that a qu

noi or inattentive fel gui |t

some

al

s a
S were
y
liet

t |

i ono

class was a good cladsfelt the same fear od a d v e r s e(withoaitaanyt

grounds for it) that | used to feel in my previous school.

It would appear from my data thatvas more concerned with appearances |and

syoerficial aspects of classroom discussion than with the discussions themselves.

The critical questions | did not think to ask myself include:

0 c dniled tb épeakiio the firatadaty ¢ h i

here?)

Why di d | merely

excerp? (and why do lusetheter 6 f ai | ed 6

Why did I feel it was relevant thpat

What does this tell me now about my attitude to silence in a child?

Reading the diary extracts now from a distance of four years, | am conscious that there
appearsd be a tension between the ontological and pedagogical perspectives in my

t hat breaki

|t

statement 61 feel sorry about

A

di each ot her 0. E
epistemolgical commitment to a more inclusive dialogical form of knowledge, while
t he

being not quite fair about that action. | cared about thelve@tig of my students and |

together and stract

phrase 01 feel sorry aboutd appears |

wanted them to enjoy their discussions. Howewasr| asserted my control over them
trying to manage the classroahscussion times too preciselysee that | ran the risk of

achieving the opposite. | wanted my children to have the freetwinthe spaceot
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dialogue;l wanted to bring about a more just and equitable teastbdent relationship,

yet now, on reflection, | see that despite trying to bring about an improvement in my
practice | was still a living contradiction (Whitehead 1889just did notseem able to

trust in my practice sufficiently to let the children be free to be themselves rather than
some image of themselves that | had constructed for them. In the episode where | tried
to have the discussion videoed | believe | was taking on too toocguickly: | was

new, the children were still not completely at ease with me, they had had two teachers
before me in their first 10 weeks of school. | should have relaxed and enjoyed talking
with the children, maybe not even being concerned aboutdptare, just enjoying the

i nterpersonal relationship and all owing t

| encountered several difficulties, not least my own lack of confidence around my
practice. | was conscious that in my new institutional contextthmee cieagueshad

high standards of professionalisrat times| lost confidence and became fearful that |
had been mistaken in consideringy discrete classroom discussion circlas
innovative practice and th&cilitating themwas in fact causing disruptioklowever,|

did perseveravith Thinking Time,andgradually my confidence in the programme as a

means of establishing a culture of dialogue in my classkeasrestored

| learned two important lessons from reflecting on the data above: the first is yiow m
identity was bound up with doing Thinking Time and the second is howatiegah |

had been into dominant ideas around what
that making noise, or requesting the next door class to schedule a quiet activiey for
duration of my Thinking Time sessions would not have been a problem: there was such
goodwill and collegiality among the staff that every effort would have been made to
accommodate me. With hindsight, | believe that my previous years in-eotlegiae
context negatively influenced my selbnfidence. | was also conscious at that time that

| wanted my colleagues to view Thinking Time in a positive light. | completely and
uncritically believed in Thinking Time as a method of classroom dssmusAs part of

my identityit had become means of presenting myself and my work to ot(idedlor

1999 p.170). Now | felt that if | were to complain about any aspect of it | might
influence my colleagues to view it negatively, and this upset me. | wrote tothiards

end of my first year:
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| desperately want to make Thinking Time a success. In a way | wish |
could be left alone to carry on with it in my own classroom and not have
to be responsible for putting it formally into school policy. | would

much rather gradally and informally invite teachers who think like | do,
to share in the practice and not have to be prescriptive. (RI3-22)

Reflection 2

The seeds o critical stance against propositional thinking and prescription are
demonstrated here. At the tirheid not perceive it as such. | now believe that |
was drawing on an intuitive recognition that being invitational about sharing my
practice was more commensurate with my values. As time went on | also became
aware of the paradox of wanting to presemyg Thinking Time methodology
while simultaneously becoming fearful of creating norms and rules which would

be difficult to change in light of future sedfvaluation. However, my outsider

researcher stance is al so calseaarnl ygietvdi.der

The value of care that | articulated in previous chapters is a value that links care to
justice. | care about my students as people and so | want them to experience an
educative experience that is inclusive and democratic. Perhaps | wagmsipgrivhat
Carr (2005), drawing on Van Manen (199®uggests is a betrayal of caring
responsibility

It seems that we constantly betray the call of caring responsibility in our efforts

to be caring in the general theprimae of duty

reason to remain open to the ethical demand. Also important is that caring in
this deeper sense is the source for every other kind of caring.

(Carr 2005 pp.228)

In the data excerpts above, | can see that | was demonstrating a value of care. However,

it was a seHfocused care about my practice and how it looked to others: | cared about

my identity as a 6gooddé actkachaemd Ilgat aeed
data; | carechbout how | appeared to observers rather than abewteltbeing of the

students; | care@dbout not upsetting other teachers by making noise. In short, my

6caringé priorities were in disarray.
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The next extractlso seems to emphasise that | was situating my value of caring justice

in a secondary position to that of caring about my own identity.

| can clearly see [from research journal entries] that | am extregmely
vulnerable in relation to my personal identityrigebound up with that
of my teacher identity to the extent that if my class make noise, | worry
that | will be judged and found wanting. | seem to be vesting a Ipt of
personal identity into my practice. This is interesting. Why can | not de

centre from mywork and see it professionally? Why am | so vulnerable

in relation to how | am perceived by colleagues? Is this a legacy|from
my previous workplace conditioning? (RD-@3-02)

Reflecting on these early journal entries, | was tempted to dismiss themings be
irrelevant but, reading Mellor (1998),uhderstood hat o6t he fuzziness
the real wor |l d, and my attempts to find

help to clarify the research process:

| hope later to explore how far the natithat honesty, in the sense of exposing

confusions, sidéracks etc. may add to the credibility of a report, following

At kinson et al 1991. €The question is, (o
bringing these front stage? Measor and Woods (1991) argtieutbh accounts

are important in that they offer the rez:

interpretthestudgp (p. 79)
(Mellor 1998 footnote 6 p.468)

Like Mellor (1999) | begarto wish | were doing an inquiry which would allow me to
interrogate my practice of Thinking Time as my method of developing classroom

di scussion, but not necessarily change it
undertakingd ( Bsavifas beindtBe8ril offiving tb By value of

providing my students with time for talking and thinking in my practiceaw no irony

in the fact that it was a kernel of dialogic practice surrounded by a hard shell of didactic
practice. In factas | will later show (Chapter 7) | felt it someh@eounteracteany

other didactic practices.

From the start I was a very committed Ob

this was not simply a belief of the kind where | might believe a particular piece

of information to be true. This was a vital aspect of my work, an aspect which

gave me purpose. € it was part of how | v
(Mellor 1999 ppl71-2)

| could identify closely with Mellor. His faith in his particular working method had also

become bound up with his identity. Mel | o
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articulate my ideas about how my identities as a new researcher acohmawn my
school had influenced the first action r e
i n a met hodd, in my case the method of T

best in my students in discussions.

Reflection 2

The phr asoeutdbtrhiengbiensgt i n my students in
being problematic. What did | mean by it? | think that what | meant | was

somet hing to do with having my students

Again it appears that my ontological and epistenmioblgcommitments were in
transition. |seemtobeaspedt or of my stiyingdoenake spdatafitd i on s
hypothesis. Bourdieu (1990) speaks about how reality is often modelled in a way that
makes the model more real than the lived reality. &t was trying to make my

model of the reality of doing classroom dialogue become a reality while at the same
time being fearful that the reality of my model waseit becoming another reality.
Perhaps toohtat is why | was reluctant to prescribe tdleamgues. | could not say why |

knew this was inappropriate at the time. | thought it was a fear of being overly
prescriptivel want ed a 0 p eand levanted others tb khare iobiytd g y

di dndét want t o | e ciisteade invibetthere to serahemseltes | w:
h ow 06 p ecoufd beanddnaybe try it out in their own contextkwever, from my

regular critical encounters with my colleagues in the University study group, and my
reading around issues of critical pedagogyswalso slowly coming toraalisation that

more than a formula for facilitation was needed, that had to do with the idea of being a
thinker rather than having a set of thinking skills. In other words, the seeds of my living
theory were here except | didtrecognise them then.

I n light of Mel | or s (1998, 2001) explan
fore, | read over my notes and wondered if my early journal ramblings had any
significance. I resear chednandSmaith 2089T.r e s 0 |
Day 2005,C. Day et al. 2006, MacLure 1993, Nias 1989, Sachs 1999) to see if | could
find further clarity around my confusion.
Tea
tr

cher especially ébeginning ¢é, may m
adi ti

s
on. é delhestéem is ploselyf conmectedowithathe skills
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of class management and control. Similarly, the confidence of the most

experienced and successful teacher can be sapped by a class that proves

unmanageable. They feardédthat they have 0l
(Coldron and Smith 1999 p.722)

The issue of identity proved compl ex: I
Smithds sense (above), unl e s soulthhe vippeds | t 1 0|
as the beginning of a new identity as both a researcher and as a teacher. In many

|l iteratures of t eacher s 6 CilDheebal 2006, Biass ( Co |l
1989) identity is considered to be socially and biographically situatetiMaclure

(1993) suggests that teacligssrceptions of the context and community in which they

work can become central to their professional identity (pp631¥acLure (op cit) also

contends that identity should not be seen as a stable entityethgaie thave but as
something that they use to make sense of themselves in relation to other people, and to
the contexts in which they operate (p.312). Also, because my research was action
research, it was central to my life; it was bound up with the natigrotential and a

moral commitment to improvement in a socially just sense and this too influenced my
feelings about the research process and my practice of doing classroom discussion.
Mellor (1999) suggests that the identity of being a professional aeskarcher is not
simply an abstract noti on, or a qualifioc

experience of working |ifed (p.17).

My identity in 2001 then, was enmeshed in ideals of trying to improve the quality of
social justice inmyschdo, and attempting to i mprove m
school experience more participative, while trying simultaneously to prove | was
worthy of hire despite being 6an ol der t e
for the first two yearsas | searched for a research question, | spent an inordinate
amount of time justifying the methods and procedures of Thinking Time to myself and
others, but not critiquing it objectively and honestly. | had been deeply affected by the
experience of workinfpr many years in a context where my practice of doing Thinking

Time had been largely ignored, and even disparaged by some colleagues. My
confidence as an experienced and success
that proved unmarmge a b | e @ ar{d Smith d999.722) but by my experiences in

an institutional context which resulted in what Andy Hargreaves (1994 p.171) called the
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A

6cul t of individuali smé to which, +he say

collegiate contexts.

Coldron andSmith (1999) also assert that a new teacher in the process of establishing
himself or herself in a school makes choices and works hard to achieve what an outsider
might describe as socialisation into the school culture (p.724). | concur with this
analysis In my case | made a deliberate choice to try to demonstrate that | was worthy

of the trust that | had something to offer the school in terms of my learning about
classroom dial ogue. | did not stop to as}i

whatl was achieving in terms of improved understanding of my practice.

Encountering dilemmas

C.Dayetal.( 2006) suggest that teachersodé profe
During different | i fe and car eecan bepi sod
fragmented in the continuing struggle to achieve stability. They suggest that the
professional has been described as Oomobi
response to shifting contextsd (pse®dfl3) wi
personal agency on the structures of the relationships between power and status. The
interaction between these influences how teachers see their personal and professional
identities C. Day et al. 2006 p.613). These ideas are relevant for my studguse,

without the confidence of my sense of agency, | was unable to be objective enough to

be a seHcritical critical thinker. FurthermoreC. Day et al. (op cit) argue that
Oprofessionalism is bound up in tng® di sc
address or redress the dil emmas of the |

with this analysis and found it to be the case in my early practice.

A

The first of these 6dil emmas of the jobd

My principal wants th@rofessional development in relation to Thinking

Time put on a more formal footing. | believe he thinks | am too casual in

wanting toshae accounts of practice informally with colleagues. He

wants me to start providing-imouse ins er vi ce t o andjget t hem
running: kick start the process so that everyone will begin doing il |R D

20-03-02)

| was hesitant about adopting prescriptive practices, despite the fact that initially | too

wanted everybody doing Thinking Tilme 06 m
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experienced tension between deli¢hiat my ideas were accepted to the extent | was
asked to disseminate them institutionpiynd concern (abouthe potential impact on

interpersonal relationships by my being positioned as instjuctor

My overarchnpunease however, was to do with the
coll eagues and the risk of assuming O0expe
in a practice which had taken me many years to understand, and about which | was still
learning.l also felt considerable reticence about presenting publicly to a gfqugers

| was concerned to maintain cooperative relationships with colleagues who were co

researchers:

Because | have already negotiated permission from colleagues |about
their coopeation in my study, | fear thahey will misunderstand my
motives in providing irservice and perceive me to jostfeathering my
own professional nest at their exper(&D 26-03-04)

After reflecting for a long time, | began to see the duelling tengibresent in that data
excerpt: | was concerned both with how | would be viewed by colleagues and about
how my values were being challenged. Increasingly my resistance to being prescriptive

arose as | began to articulate my values explicitly.

In an earler draft of this thesis (Roche 2@9)4l worked through and arrived at an
articulation of my value of respecting others as individuals who have the capacity and
the right to think for themselves. Honesty is important to me and | felt uncomfortable
with theidea ofcompellingcolleaguedo adopt a practice just because my principal and

|l believed in it. Mellords (1999) work ag

An important aspecé would beé honesty about Ami st akeso

deadends et c. As Dever dookkme(mbr@ éhan)three e scr i be
decades to fight my way through the tangle of my own preconceptions,
anxieties and blind spot s, to whatever t
He discusses these blind spots openly and has the courage to celebrate them

it hei sadimton of oneds human -Hegradinglaut i ons i s
actually wuseful .o

(Mellor 1999 p.42)

| suggested to my principal that | felntight be nore effective to have
an invitational style. | posited the idea that if teachers feel coerced into a
practice into which they have not fully bought or do not fully
understand, then the whole idea might backfire. | also felt thatdtion
of beingcompeledto do critical thinkingwas paradoxicalRD 2603-
04)
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From my reflections on my diary entries it is clear that in those first two years | was
concerned withwantingto developan affirming and relational model of professional
developmenin my new ingtution that, unlike my previous schoalould encourage
educational di scourse that wa@Bowle 1998, r e or
cited in McDermott and Richardson 2005 p.31). Yet | was apprehensive about
appearing to 0 pu sehatocolleaguesinwad eohfusingt At fimeslc t i ¢

was living to my values while simultaneously denying them.

A significant and ongoing part of being a teacher, then, is the experiencing and
management of strong emotionts. the emotional climate of the schoaidca

classroom will affect attitudes to and practices of teachimgd | e dahisni n g é
dimension of identity has been given relatively little attention in much of the
research.

(C.Day et al. 2006 p.612)

I had to remind myself of what | knew about educative relationships as characterised by
care and the capacity to recognise the individuality and originality of mind and spirit of

the other (McNiff 2002 p.7and my commitmentot living my value of freedom in
respecting the rights of others to think for themselves, including those who disagree
with me. I reminded myself about how o6t &
educative relationships can sometimes present achglle f or educati on,
(McNiff 2002 p.7). Initially, 1 perceived my dilemma in terms of a binary dualism:

either | was right or my principal wakthought. | reasoned thethat by default one of

us had to be wrong.failed to see itas acontestf t wo ri ght s: my pr i
leader of the staff group to direct our school in accordance with his @oeéshe
expectation that, las one ofhisdstaff members wuld comply), and my right to work

in a way that was appropriate for me and cansurable with my values. In feeling
miserable about the apparent clash of epistemologies in our respective stances, | failed

to see its positive aspeicthat we were both trying to achieve the same vision, but by
different methodologies, as these wereougided in dissimilar ontological and

epistemological standpoints.

Early Thinking Time episodes: successes and non-successes

Despite these organisational worries, | was encouraged by the responsiveness of the
childrenin Thinking Time(see selection of anscripts in Appendes Cl1.to C9.). |

also began to experience feedback that was encouraging:
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Parents have started to comment about
that he looks forward to Thinking Time each week.

KR6s mother saag ehel é6bhr kensgtihos fMwer
asked to see some of the transcripts.
grand father in Bangalore, in India.

So the children(and their parents3eem tobe enthusiastic and | also
look forward to the veekly sessions. (RD6-05-02)

Before beginning philosophy with children | haéten asked questions in class but
mostly from a position of establishing whether or not the children were paying
attention.| had beerfrequently beemuilty of relying onthe nonologicaltechnique of
Initiation-Responsdévaluation (Cazden 1988 a techniquel now understand as
located in logics of control.Now, | began to ask more op@&mded questions and
encouraged the children to challenge some of the assumptions in their rhymes and
folktales | now see this change in practice as evidence for my transformation to a more

didogical form of logic.

For example, instead of askimgy fouryearolds how many colours were in Humpty
Dumptyds trousers or how ma niyitelthe thidems wer
to explore why he was up on the wall at all. With such egretedness all the answers
hazarded by the children had the potenti

forward.

D: Maybe he had short lrithewdle I|egs and
E: Maybe his Dad lifted him up

Me: Do you think he knew he was an egg?

R: He might have been trying to see what was making all the noise
S: Itdéds actually very stupid flor an eg

D: Yeah well, how do you know? 8y b elikel tedadhessaid, maybe he
di dnét know he -0262 an egg. (RD 07

At this time | began to compile a resource bank of materials for use by all staff
membersThe topics for our classroom discussions were waahging and came from
different sources suclas poems, picture books, photographs, questions asked by

children in the course of curricular work. Sometimes | would read a story, such as The
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Little Red Hen (1601-02), and we would discuss any aspect of it that captured the

childrenébés attenti on.

I will now use that particular story as a representational device for many similar
transcribed discussions. Following my reading of the story the children did not suggest
an idea with which to begin, so | opened
whyt he Little Red Hendé® fnimpdresetaseld do:

0the children took the question very seri

R:Wellmay be they werenodét friends, | not rea

H: 1 wonder did they have a fightb e f o r e tniagbe they odlajé
big fight and now theyo6re not |talking

C: Yeahthe Chicken might be too bossy.

CY: Maybe they donoét know hagw to do
scared of doing it bad ¢é
KH: Il think maybe the man in fhe épl a

and he wald cut off their heasl snip snap with a carving knife and they
were scared

The discussion continued with each child adding his or her reasgn for
Little Red Hends dil emma and: tthen it c

Me : |l wonder €& wlantnywhg?’es friendship m
C: See, if someone lets you play withthetmh at 6 s your |[fri end.
CY: Or if someone |ikes youé. |he i s yoc
T: Friends are kids that your Mum lets you play with.
RA: You arené6ét scared of friends é but

M:Meand my friends share and someti mes
playing for a little bit -Bl02) t heydre s

In my diary | also wrote:

Nearly all the children spoke. They seemed interested in the topic and

di dndét wassidn totstbpevhed thestne was Kp. st i | | Opasses
each time: today he looked as though he might be going to speak and

then passedRD 1601-02)

I include this excerpt for a number of reasons:

First, it is representative of my data gathering arouadscbom discussiondgain, |

thought all 1 had to do was set aside discrete time for discussion, sit the children in a
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circle, choose a topic that interested them and a discussion would start. | would note in
my journal who s p ok e jscussidnampessseadl ime pndtwbo i n't
Opassedo. Looking at the dat @anseesevefar om t
aspects which show a lack of critiqaelack of care, a lack of awareness of injustice on

my part and a denial of the freedom of the cleihdr

For example, despite being aware that the
| see now that | ignored their wishes in favour of my management priorisagrio

problemin stopping the children from carrying on with a discussion thay twere

enjoying: my organisational self decided time was upveititbut negotiatiort used my

teacher power to decide what we would do next. | was certainly not livinghput

values of justice and caie my anxiety to get the next timetabled item undsrw

| can see now too that there was little reflection on what was happening, just record
keeping. | did not challenge myself as to why | felt i@y of thediscussiordatawas

worthy of recording, or why | felt that merely providing some time fordié&lren to

talk was enough. | felt that by assiduously adopting the methodology of Thinking Time

| did not have to think very much about the procedure because it was already
established as a methodol ogy and Iy had 6
earlier MA study (Roche 200

Now as | analyse my data from the first research cycle, | notice the discrepancies
between my espousal of insider research and an enquiry approach to knowledge
creation, while at the same time propositionally acceptioggtae mp | at ed f or
programme and O6applyingd it to my pract.i
were being informed by a form of logic in which | saw Thinking Time as a reified
0thingdé that | woul d appl ypective of theirideas.da s sr o
saw it as a O0solutionbé to a problem rath

could help me to live more in harmony with my values.

Second, my data show no explicit effort to establish whether | was living to myvalue
of care, freedom and justice, except perhaps to the idea of allotting some discrete time
for classroom discussion. | now believe that had | critiqued my practice and tested it
against some living standards of judgement | might have recognised thaualyact

overcoming organisational and confidence issues and persisting with doing the
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discussions, | was (albeit tacitly) attempting to live to values of care, freedom and
justice in emploing pedagogieshat | felt were inclusive and democratic. However,

during this data gathering stage, once the children were talking and seemed to be what |
had previously referred b} lovasoarly satsfied with s o p h i
what was happening.

Thedata excerpt shows that the children were certéirlyh i nki ng wel | tog
some of the criteria | employed in my Mifilssertation (Roche 206(@.64)and thinking

critically. 1 saw that my students were hypothesising, reflecting through using the terms
Operhapsd and 61 wo npastexgeriench (knowledgehtg malken t h

judgements and new knowledge, and so | was content.

| can seanow with the benefit of hindsight and a more critical reflectdnility thatour

discussions were open, fair and democratic, in that | did not forcéitdesa to speak

and did not criticise those who chose not to speak. | waited my turn to take part and
tried to be as nejudgemental as possible, in that | tried not to infer from my body

| anguage or facial expr es siooaoveranbtiet. But f av c
until 1 identified my standards of judgement, it took me several more years before |

could explicitly recognise that some values were embodied in my practice even then.

Third, when | asked mysel fdadwh a&tx cairgtI? 61 e
can | i mprove future practice by examini
years that | did not learn much more than the evident aspects of my practice. | saw, for
example, that the children were adept at providing reafw their answers. | saw that

there was evidence of morahd critical reasoning in that discussion and in other
discussions. It was evidetdo, that while some of the children had a grasp of what
friendship involved, others had little understandinghaf concept. They showed that

t hey under st ood how friendship can be
misunderstanding. However, while my learning from the dialogue was significant for

my practice, it did not build much onto what | had already learnethgdmy MA

study.

| failed to see many of the significant aspects of my practice with those Junior Infants,
including the fact that they were four and a half years old, yet were able confidently to

create knowledge and meaning together. They were adireipants in dialogue,
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learning to listen as well @@ s p e a k . I'n my diary | not ed
catching robbers; 6 that o0Kés first words
first time after sevenkK nonst hgsr aonfd deal de citni vBe
being sent transcripts of the dialogues b
described his granddaughter as O6very | yri
grandfather was a poet; that C had impressedalieer with her calm reasoning skills

and her wuse of 061 di sagr ee, Dad becauseeé
Ti me about bread becaMysdata archivevwecengine¥drg/o i nt

instances ofuchremarkable occurrences.

| am also awre now, but took for granted at the tint@at | did not tell the children
what to think or try to influence what they said. My influence was in encouraging them
to think for themselves by critiquing the story of the Little Red Hen and by providing a
conext within the school day for doing so. Despite my focus on classroom organisation
and my uncertain identity, | see now that | was actually embodying some of my values
in my practice, as demonstrated in the following journal excerpt about a discussion on
rainbows (2805-02).

When | later typedup thetranscript of this discussion anéflected on what had
transpired began to wonder about what the children said, not just in this discussion but

in all our discussions. For instartbés excerpt from a disegion on rainbows

A: A rainbowbdbs got only happy |[colour s.

Clknow the answertbdte Basupseeraklidownl s mi
know that yu can see it the right way up in Australia because my auntie

lives there.l think the sky is smiling because thanras gone.And |
thinkd ouds hate being grey because itods

B: I di sagree. Clouds and the| sky don
rain has washed the sky and the sun lets us see lots of bright colours.
(RD 2505-02)

When | looked at my leanng from that episode | saw some of its potential implications

for future action. | wrote:

C is, as usual, quite dogmatic; B seems to have the beginnings of
scientific thinking that sunlight and rain are both involved in making

rainbows.| have a better ehof what kind of a thinker B id can use
that knowledge to try to make science more interesting for her. | need to
encourage C to haore diplomatic useful forS PHE &
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| have a germ of an idea about how Thinking Time can support the
curriculumrathet h an b eonéd26-0502) d d

That danededm | at er ttheaates foraatwedldng summer irservice
couse for teachers (see Appendix8A. | also began to recognisiee significance of
the episodefor my own learning. For examplesflecting in 2004 on my journal entries

from this first cycle of the study | wrote:

Reflections 1

Where do these ideas originate | wonder? Did | influence them? Did I
communicate them to the childreN®, | just providea context in which
to voice thei ideas. Id o nell them what to say or what to think. These
ideas are all their own: th&ameto this knowledge themselves.

Al l |l 6ve done is to open up @A space
stories and display their knowledge and make new knowledgher.
€ they seem to build on what each other say and learn togethef: that
bears out Vygot skyos (1962) i dea of
knowl edge and his theory of the O6zone
the articulate children seem to scaffolé tess able children who learn
from themand acknowledg that they share a similar thought without

having to articulate it #9%04)saying 0b6Yea

However,| did notimmediatelys e e t he signi fi cance in the
open up a space to let them tell each other their stories and display their knowledge and
make new knowledge togetherdé for my own
educational practice and even for the greater social good of having childrerothink
themselves and generate their own knowledde.also took some time for my
realisation thatThinking Time couldsupport the curriculum rather than be an-add

di screte aread6 to filter through my consc

aspect of my living theory of practice.
A critical episode

A transcript on beauty encouraged further reflection on how classroom discussion can

open up opportunities for developing the affective domain of learning.

M: I t hink |1 k n o w maylbeattmeabsetlangs thpt me ans ¢
look nice.

A: Beautiful is when something smells really good. Grass smells
beauti ful when itdés all <crinkled up.
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S: My golf set is my favourite thing in thehwale worldT it is so
beautiful (His Mum later told me itwasanoldboken t oy| 6i n f |
but that he did love it)

C: Teacher, actuallyknow what the most beautiful sound in the warld
is. E x ¢ e r p BeautytransarippRD 1402-02)

Cbs st aabcaigknnto wdé Iwh a't the most beauti f ul
presented many learning opportunities for me. | explained earlier about how | had
trusted my innate judgement, against advice from colleagues at times, and allowed C to
walk about, from an intuition that he was not being wilful or naughty, and would
eventudly settle down. During the course of the discussion on beauty he was as usual
walking aroundbut thenhe suddenlgame into the circle to higacant chair, sat down

and said:

| actuallyknow what the most beautiful sound in the world ig: wihen
Oyoeball alone in the deep dartr
sddenl vy you hear C: @bk vMummy:sal
heréé . That 6s t he most béayg RN

forest
mg ofier
ou [

(N T

When | met COs eyes |ILevina (199) speks @gbounis hisv e n e s

work on caring responsibility.
In the words of Van Manen (2000),

[H]ere is this child in front of me, and | look this child in the face. Before | can

even think about it I already have expe

this child calls upomme It is undeniable: | have experienced the appeal. And

this experience is a form of knowing. | am called. | am being addréssetb

use a Levinassian phrase: 61 am the one v
(Van Manen 2000, cited in Carr 2005 p.224)

I have tried to write about the incident with C many times and always ended up
floundering in words and unable to descrihe intensity of the emotiohfelt at the

time. | believe that the incident was one of the most profound and moving experiences

of my entire teaching careeyet for a long time | failed to find adequate ways of
theorising it. When | read Van Manenods (

He goes orto say:

The point is that in everyday | ife the e
always contingent and particular. It can happen to anyone of us, anywhere,
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anytime. Every situation like that is always contingent. | can only be here and
now. In thishome. In this classroom. In this street. Thus it is the singularity of
this person, this child who addresses me in my singularity

(Van Manen 2000, cited in Carr 2005 p.227)

Reflecting on this incidentof almost five years | realised C had addressed me in his
singularity: he had O6burst on my worl do
and Van Manen spoke. He had madda@rcon me: | had experienced amotional
response t o t hnaanifested itsaelf ihsa capaere ohydichl avay. Tears
came into my eyes as | looked into his. Without the practice of classroom discussion, C
might not have felt free enough to speak like this and | would not have had what | now

believe was what Buber (196&ferred to as encounter.

Buber defined relationships in terms of ¢
it signified a relationship of reciproci
unequals, who are detached from each otkgr.ontological stance is that | am one
among other equal o616s6, and this is why
to indicate that an outsider reseatoch st a
subject r el atiitdcn sdheinp tvelste-obpee Eaticmship.u b j e c t

Encounter is an event or a situation in which relation occurs. We can only grow

and develop, according to Buber, once we have learned to live in relation with

others, to recognise the possibilities of #§pace between us. The fundamental

means is dialogue.
(Smith 1999 n/p)

Reflecting on the encounter with C was perhaps the moment when | realised that my

practce was grounded in an ethic of caring justice.

Had | been strict and authoritarian with this vulnerable child I might
have done irrevocable harm. Had | forced him to comply with classroom
6normsd | might have |l ost his|respect

Something in e demeanour stopped me and encouraged me to let him
take his own time to settle down. When he finally joined in |the

discussion circle | felt that my trust was vindicated and that| our
relationship was on a new footing.

Since then | have confirmation fronishparents and Grandmother that
he now felt secure and safe in schobbegan to look at Thinking Tim
with new eyes and recognised |[the powe
(Buber1947). (RD 0308-04)

D
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When | began to analyse my data and select what | wamtesle for this account, |
wrote to my supervisor regarding the incident with C. | explained that the episode had
made me reflect on how | felt that C was representative of all children who are forced to

conform to school norms. | wrote:

| recognise the gtential for these discussions to affect our relationships

is tremendous. | genuinely feel that C is a metaphor for all those |other
children whose behaviour does not 'fit' what society, the institution and
the curriculum seem to demand of fey@arolds.

| believe that this has profound implications for how | teach and how |
try to see the children as individual people with huge vulnerability in
relation to the power systems inherent within society, institution| and
curriculum. (RD email to J 088-04)

My decision to allow C to wander around, while reflective of my values of care,
freedom and justice, was an unarticulated aspect of living my values in my practice.
Intuitively | knew that the child deserved space to come to demonstrate his capacity for

knowing and his intelligence in his own way.

Reflection 2

| see that | should have asked more critical questions about my practige. For
example, as well as asking O6how can | d«
the kind:

- What pedagogies can | develtapput more dialogical learning opportunities|in

my classroom?

- How can | help students like C to feel free to express their singularity and

unigueness?

- How can | encourage all my students to express this uniqueness by thinking

more critically for therselves?
- Is simply supplying my students with a weekly discussion time enough?

- How did | act following reflections on my data?

- How is my research shaping me as a person, as a teacher and as a collea‘gue?
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However,as | will showin Chapter 7 my learning from the incidentvould later
trandate into a more examined and reflective respoimseelation toquestioning my
pedagogical values foanother child, Erfor whom sitting in the circle was also
problematic.

Stopping in my tracks: A second critical episode

Sometimes | started classroom discussions with a poem or a picture; sometimes the
children suggested a topic and sometimes | chose a concept for discussion. In this way,
during their first yar in school, my Junior Infant studerisd | disussedseveral
conceptsncludingfriendship, beauty, courage, loyalty and fear. | wrote in my diary:

The children amaze me with the variety of their responses and the
seriousness with which they address the questiowas proud of doing
Thinking Timeand | shared some anecdotes of what had happened in
somediscusgns withBL, a colleague from my study group. | expected

her to share my delight.

When | had finished my anecdote she s
are saying is pretty amazing for foure ar ol d s : but I canot
that is all a bit too serious for small kids. | mearhy are you doing
this? What are you teaching them this
are older? Why not just | et them be ki

| was stopped in my trackyb t hi s question. I respect
In my heart | felt | was doing something worthwhile, but now in|the
light of her commentswas less sure. (RD 308-02)

B6s question took me by surprise. lh refl e
as, OBecause | believe it is a good thin
talking; 6 or o1t wildl help their | earning

of my inputi it balances out if | give the children some spaceteps ent t hei r vi

| can see now that my values about education are implicit in those
responses but | have not clearly articulated or tested theme\&theuld
| start? (RD 3603-02)

I looked over some transcripts. | read:

KR - Colours dance when theye drawing a happy picture. They hop
around. (Colours 131-02)

H-Youdre free when you I|lie in| your be
whatever you like(Freedom 1612-02)
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Cn - | think the giant was right to be mad cos Jack robbed all his|stuff

A

and hetodkBs and he ran of f. That 6ls bol d.
the hero. (Is Jack a hero?-@3-03)

The colleague who had asked the question is not a teacher. | asked hef edown
childrenbeen full of questions at that age; e not been besiegedi t h samth y 6
whatifs? She said, 6Yes, but | waited for the

sapPK o6t 6saastki maretsda i ons nowo.

| began to think that perhaps my entire study somehow was dependent on my response

to the question, why aryou doing this? Suddenly | understood that it was not enough

then to replythat I believe lam teaching children to think for themselaesl that it is a
goodthingtodo Thi s would be rather | ike sayi ng
addition sumsbecause itisuseful6 Thi nki ng and doing addi
themselves, but as a teacher | am positioned as a person of influence in an institution

that has a certain purpose within a given society. | wrote in my diary:

Reflection 1

| need to lookat what are the purposes of education in my society and
compare it with what | understand are my purposes of education. | need
to look at my Curriculum document and examine what purpose of
education is presented.

| need to look at the literatures anddfiout what other theorists consider
to be the purposes of education, and reflect on whether | agree or
disagree with them.

The purpose of education in the current postustrialised world
education seemt be focused on creating people who will be good
consumers and obedient servants.

Intuitively | feel that what | am doing hasgreatersocial purpose. |
believe that the purpose of education is to help us make sense |of our
lives and live them as best we can in ways that areafifiening for
others.

By encouraging my Junior Infants to think and talk and listen n a
democratic setting such as a circle, where all take their turn, including
me and where they are free to speak or not, | believe that what we are
doing is almost likgolaying withthe basic hilding blocksi the ABC-
of philosophising and thinking well together.

Dewey (1897) stated as part of his pedagogic creed that he believed that
education is a process of living and not a preparation for future ljving
and that education must be a contins reconstruction of experience.
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What is oOmy pedagogic creedd? | Why am |
situation? What do | hope to achieve in practical terms, for children, for
colleagues, for wider systems? Why am | trying to influence colleagues?

| have a vision of what might be. But t 6general philosoph of
education and what mi ght be g | need
philosophies into a practical philosophy of practice, to show how | am

working at the level of interactions and systemic comnaiivie action.
(RD extract from some early writing 413-03)

| also wrote:

| need to examine what purpose | hope to achieve by encouraging
children to think critically.

Why do | feel compelled to provide space in my busy schedule for
Thinking Time?

B6sesqgtui on rankl es: Why not o6jujst | et t

What does it mean to let them be kids What normative view is
implied here? RD 183-03

Reflection 2

This seems to be one of the first times | have asked what | now consider to be a
critical question. Athe time | did not recognised the importance of this question

in terms of my own development as well as its importance for my.studgw
see that it was the kind of question that | needed to ask about my practice so that |
could begin to theorise whatvas doingi that is to reflect on my practice and
then to provide explanations as well as descriptions for my actions.

When | questioned B as to what she had me
she said:
o1 donot knowGbraaubg: || jubt nkeet t he

young for all this thinking and maybe they need to just get on |with
ordinary childish things like playing without being forced to datab
thinking3@) (RD 30

| decided to ask the children what they thougttold them that | had a friend who
t hought that they shouldnét be doing Thi
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thought it was a bit too serious and that maybe they should wait until they were older.

My diary shows what happened

C said,l ikButi tweand itdés not tojo hard. o
R said, ¢6ltés not too hard fon me. 0 S
D (a very active and restless| boy) sa
boringgs omet i mes | don®t really I|like it at
RW said, oI |l i kdombdt nki kg Wamei bgt my t
sometimes | forget my thi-@33)ée | what | v

Reflection 1

| had thought thaall children had seemed happy when | announced it

was ThinkingTimei | i tt 1l e sda$d lanul dykres sksear d. \
that perhaps that | was choosing to ignore the dilemma posed by

admitting that some children dislike sitting in the circle. | am not sure

how to deal with this dilemm&RD 11-03-03)

Reflection 2

| still did not begin to give serious consideration togbssibilitythat therecouldbe
children like D in every classdid not yet seem tfieel that | wouldneed to address thg
fact that not all children will like doing Thinking Timédowever, by the middle of

action reflection cycle two this issue redsshead again and will get a more measured

and appropriate reflectioiChapter 7)

I can see now that in searching for O6ans\
now understand to be modernist ways of thinking. | wanted to eliminate doubt and
provide a perfect reason for why | was doing what | was doing. thfattherewasa

Ori ght 6 thanhifd eoeld findatrstte would be satisfied with my explanation. |

was frustrated when instead of answers | seemed to come up with even moragjuestio

| also can see that | did not want to deal with any notion of the methodology not suiting
some children. In aesse | was still being didactidronically about a dialogic process.

| wantedo my 6 cl assroom ditscubei @an pimditf-delcld® |60g

instructional recipéReyesl1992).

181



© Mary Roche 2007

When writing this account later, it occurred to me that as | now retrospectively examine

the nature of what | was doing in those early years of my stushgdrstand nowhat|
amworking with critical postmodernist ideas. | realise now that there is no right answer

to BO6s question. My answer i s that I hol
believe that should hold myself accountable fory practicewhich should reflect my

values.| hold mysel accountable by offering my theorisation of my practice up for
public scrutiny through this accour@ne way in which | can honouny values is to

provide my children with ways of being in class that provide them with space and
opportunity to think. | aslopenendedq u e s t i o naways drovide @amswets. |
encourage the children to provide possible answers and to ask more questions. They can
choose to speak or to be silent. As reported earlier silence in this context is not
Ssynonymo u sknowingtéh. dmottraditi onal di dactic
teacher asks a question and a child responds with silence, the assumption made could be
that the child does not know. I n our dis
61 6 m | i By waoticenof respecting talk and silence equally as elements of
dialogue seems to be an exception to general practice in classrooms which demands

silence as teachstalk at students.

Through reflection with my data and engagement with literataresnd diéogue, |

began to see sonwf the poteral significance of my practiceBurbules (1993¥or
examplesuggests that dialogue, ounfortunatel
and fortuitous exception to the ral@.150) and adds:

One of the most strilkg facts about schoals is that even as educators hold forth

model s of dialogue éwe tolerate institut
that make dialogue unlikely for most teachers and most students most of the
time.

(Burbules 1993 p.151)

Likewise, RichardBer nst ein (1983) asks Owhat i's t
much of humanity has been systematically excluded and prevented from participating in
dialogical @mmunities®(p.226)

Conclusion

As | have statedjuring this first action reflection phasevas initially concerned with
procedural and operational matters: what the children did and said, how frequently they

spoke or did not speak, how well the disios worked or did not work, and my
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reflections on these. Although | clearly had values about teaching children in a way that
respected them as knowers and that encouraged them to think and talk, |1 had not
adequately articulated the reasons and purposethéostudy to myself nor had |
examined my ontological stance in relation to doing the reseafdthough | was
beginning to see the potential relevance of my wslaw it from the vantage point of

standing outside the action, looking on.

Writing thisaccount is part of the enquiry process in that the -mefection of which |
spoke earlienow affords me the opportunities to sew practice with the benefit of
hindsight and an increased critical awareness. | realise that échtedsk further
quesions of the practice of Thinking Tingich as

1 How do I live to my values of care and justice regarding children like D who
dondot | i ke doing Thinking Time? Do I
(in Chapter 7)

1 How dol live to my values of care drfreedom and justice taclude children
in dialoguewho are challenged cognitively or linguistically e.g. children whose

first language is not Englist{ih Chapter 8)

I now turn to a consideration of the action and reflection of Action Reflection Cycle 2
where | began to develop new insights and new practices.
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Chapter 7

Action Reflection Cycle 2

This chapter relates to the school year 2P034. During this period, my enquiry
moved into a more hermeneutic framework as | began to problematise mgeptadi
greater extent than before, in order to establish whether or not my practice reflected my

values.

The chapter is in two sections. First, | examine my work in relation to encouraging a
senior infant class of twengeven children to think criticallyin the process these
children educated me about many things,
conversation6 (Noddings 2002 p.146). The
relation to Thinking Time in a more explanatory way, as well as open upantice

into a more emancipatory and democratic form. In this chapter | show the emergence of

my living educational theory as | interrogated my ontological and epistemological

perspectives in a more explanatory manner.

Second, | look at how presenting mvgrk publicly to teachers led to a new dimension
in my understanding of the purpose of my research. | show some episodes of learning,
from my classroom practice and my more public practice, and how reflection on these
episodes translated into evolving pgdgical values that informed my emerging living

educational theory and, in turn, transformed into improved practice.

| also reflect on the difference between my practice with the two previous junior infant
classes and this senior infants group, aneés$gmt extracts from my journal as evidence

for my claim that | now began to question my values about using the specific
methodology of Thinking Time as a context for critical enquiry, and wondered if the
process supported or denied my values of care,dneeuhd justice. | show how | even
considered jettisoning Thinking Time in favour of teachihg skills of6 cr i t i c al

thinkingbé, and my journal extracts show s

However, from the data, it will be clear that my understandinga@ cr i t i cal t hi

remained at a predominately conceptual level, because | had not fully problematised the
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idea of doing insider research. | still did not fully understand the intertwining of

ontology, epistemology and methodology.

Part 1
Cats, spiders and commoners: Thinking Time with Senior Infants.

Kincheloe and Berry (2004) explore how the idea of researching {imftgemselves,
abstracted from the complexity of life, is a reductionist view. The thimgjsemselves,
for me during 2002004 wer e 6 Thinking Tbmed and OcCri

As reductionists abstract such phenomena from the contexts and process that
give them |ife and meaning, they destro
thingsin-themselves. They are embedded in the world, iagish multiple
horizons, in multiple, parallel, and intersecting universes.
(Kincheloe and Berry 2004 p.xi)

They suggest t hat researchers mgmetdle t o e X
worl dé both for themselves, others and t|
had not yet made this conceptual leap for myself and | still perceived Thinking Time to

be a 6thingé that enabled nmpebd.to do the 0t

When | look at the journal data from this particular year, | see that my interrogation of
data begins to differ from earlier data examination. During the first two years, | had
focussed almost exclusively on my students, and had interrogated mytons anly

insofar as they related to organisational issues. | had risked destroying what was
probably most precious about my practice, as Kincheloe and Berry (2004 p.xi) say
above. In continuing to look at the procedures of classroom discussion, ltfaged

that | was still doing outsider research, even though | do seem to have become more

aware of mypractice.

Gradually, | began to embrace a more critical relational ontology and moved from the
Osotmei ngd of subsi agobe oip Kinckelo@and Reays2004,

p.xi). | started examining and explaining my own actions more critically. This third year
of research, then, represents a watershed of sorts, as | gradually moved into a

perspective more compatible with my ontological values.

For Kinchel oe and Berry (2004), an onto

assertion that holds the power to change the way we research and perceive both
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ourselves and the world around usod (p. xi)
makes snse to me, groundeds a living theoryapproachis, in a critical relational

ontology, but | also recognise that, during the first two years of my study, | did not seem

to have made this connection. By this time | was fairly sure that the weekly pictice
Thinking Time allowed me to live more closely to my values of care, freedom and
justice, but | still had not yet identified my practiceaa®rm oftheory, or my theory as

a form ofpractice.

By 6 pr adotm ottheoryaasd theory aaformofpr act i ced | am r ef
distinct feature of a living form of educational theory in which | test my claim to
knowledge against my identified values as they emerge through my practice. | still had

not reached the stage where | codéimonstrate howny embodied valuesompelled

me to engage in social and educational practices that encouraged children to think
critically. | had identified my values and articulated how | wanted to live these in my
practice. | had not, however, explained (even to mykelf) | transformed these values

into the living critical standards of judgement by which | wish my work to be evaluated,

but | believe that in this middle year of my study some explicit sense of the intertwined
nature of the ontological, epistemologicadamethodological processes involved in

creating a living theory of practice began to surface.

| am aware also, that, by June 2004, | felt more secure in my identity as a-teacher
researcher. This confidence empowered me to take some risks and begirul@teartic
the distinctive contributions of my practice. | also began disseminating my work in the

wider educational domain.

During this school year, | began also to do some professional tinkering (Huberman
1992). | began adaptingo n n e | | yriethod¢ldly ®fITAinking Timeto suit my

values of critical engagement, because | found that the discussion frequently seemed to

| ose momentum. My oOtweakingd consisted ir

time, to keep the children on track anegtwouragehem to be more critically engaged

As an example | have selected the t-ranscr
02-04; andShermis 199p Data excerpts show how | intervened whenever | perceived

that the children were getting sittacked ad the discussiobecameanecdotal:
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Em: Yeah, | think that Jack is a hero because he was very brave at
fighting the giant éand €& beclause he
all by himself.

and t hat natberaanvse éhle 6 s

got that much money!

J: I f you ate a mil | ioarteetrswoaldegets youodd
bad. That 6s what happened my cousin.

M: Teacher, guess what? Thereds about
and you can smell them under the hedge

t o Jack & knbwifvgongane isva hero? (RD-1R03)

| began to feel that the children midlgcome moreritical if | pushedthem towhat |
considered to be higherder thinking, in this case, a conceptual analysis of what
constitutes heroism. However, | was rétunt to change the procedure | had been
following for so long. In my diary | mused on the various pros and cons of deviating

from my normal routine:

But what about mgense ofesponsibilityto encourage the children to
stretch their thinking into higheorder levels: does that negate |or

support my pedagogical values? What do | want from doing Thinking
Time? Why am | teaching children to do critical thinking?

My educational aims are to help my students to think for themselves in
the interests of a betterodal order. How does interrupting their
discussion support or negate that aim? If | try as far as possible to|allow
the discussion to flow, and only interrupt when absolutely necessary, am
I not still living to the values | have outlined? Am | not alsing some
way towards aaeving my aims? (RD 1&0- 03)

| believe that the reflection above constitutes a change from the kind of reflection | did
during Action Reflection Cycle 1. Here | seem to be looking for a more explanatory
perspective. | seem to bess concerned with what the children are doing and more
concerned with what &m doing in relation to improving my practice. However, it
would also appear that | still continuedr&ify Thinking Timeand o6 cr i ti c al

@hingsd .

J M: But he didnét actually Hhmjght with

t

Sh: Hemightb e a hero écos in the end he go
Mum.
E: Do you know what 106d do if |that was

Me: Hang on a moment ¢é Wwledtr@s ggeothagk s

f
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Prior to thisl rarely spoke out of turn, because | felimportantto devolve the power

of keeping the dialogue alive to the <chi
turn. It was this democratic feature of Thinking Time that had attracted me from the
beginning.l wondered now if | threatened that feature by interrupting.

I n an examination of the exercise of pow
(200() suggestt hat adults Oexercise considerabl ¢
experience of chikdo o d , establishing boundaries ov
(p.189). Drawing on Giddensd (1984) accol
the authoritative resources involved in such systems, Devine (op cit) focused on three

main areas of aduttower in schools:

T Control over childrends time and space
T Contr ol over childrendés interaction th
T Contr ol over childrenés | i fe chances t

| was conscious that in Thinking Time sess | had sought to avoid these and other
possible scenarios of teacher power. | had genuinely attempted to create an equitable
relationship with my students, and a safe and caring environment in which we could
develop as thinkers together and individjpal agree with Burbules (1993), who

suggests that

We engage in dialogical approaches not because they are methods guaranteed
to succeed, but fundamentally because we are drawn to the spirit of equality,
mutuality, and cooperation that animates them.

(Burbules 1993 p.143)

By appearing to step back into 6teacherd
been achieved up to now. | was mistaken. | should have lmd trust in my

relationship and in the children themselves.

In an effort to be just, | had been endeavouring to give the children freedom over the
direction of the discussion. Until now | had considered the Thinking Time methodology
suitable for my purpges, due to the low profile role of the teacher in the discussions.
Now, after a lot of deliberation, | decided to go with the idea of a limited number of

interruptions, as and when necessary. My decision came from my pedagogical
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commitments to try to enaoage the children to be aware of their thinking and to learn

the habits of active listening, critical thinking and active participation in dialoghks.

still did not mean that | would continuously interrupt in the way thatp ma n 0 s

were encomged to do (see BBC video

teac

1990) .
methodology was developed to avoid just such a scendrimow realisedthat the

Thinking Time format needed tweakintp fit with my values Some teacher

intervention was needed, sometinmdselieved.

To return to the data extract: despite my interruption, the discussion about whether or

not Jack was a hero did not seem to me to develop into Fogter thinking.J 6 s

of

6a mil anad sibSeguerdsseod that his gardeharboureda million

smellyladybird9s eemed to have fed the <ch

dea

|l drenbs

what | had hoped. TEhfact that the children did not seem to take any notice of my

suggestion that we get back to examining if Jack were reallyoaiferot unusual in

Thi

nking Ti me. Coll eagues at pos(P4)aduat

programme testify that children often seem to ignore any input by the teacher, in their

eagerness to present their own arguments (Campbell 20Ris«ll 2005).

Quite frequently the children completely disregarded my contribufio
even when | presented them as
that | was trying to lead them in a different direction, or if they did,
ignored me. (RD: conversan with JR 0707-03)

They often dondt seem to noti
the child next after mé it could be a child who is four or five speaké
after me who picks up on what
where nobody aall picked up on what | said. (RD conversation w

ns

cCe

2IS
I

ith

EC. 2602-05)

the case of 6l s Jack a hero?b9o

o any analysis of concef®ts such

Me: Let ds g o whvauld ke kinaw if Sommeokedshta tiero?
R: 1 dm not really sure é

JM: Ehécome back to me | ater,

K: Wel | € a rhewasgreatat dscapinly. iTmelgiant had bi

long legs and big huge feet but he never caught him.
C: I think Jack was cler for getting the gold for his Mum.

Me: But is he a hero? What do you think makes somebody a hero?

~NJ

D
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E: | dunno.

M: I candét figure out how come the gi
when he was running after Jack.

K: Yeah, hedés really heavy.

Em:Maybei 6 s because itdéds only inja story.

Me: Whatdoyoumeany &én®t real O

Em:l t 0 makey uppy stufiit  d iredliph@apgpen. (RD 1:41-03)

When | looked again at this transcript | saw something else that | had missed: initially |

had felt fustrated that | did not seem to be able to bring the children to a deeper
conceptual analysis of what constituted heroism. | now realise that in focussing on what

I thought the children werenot saying, I
weresaying; and that they were comfortably and effortlessly taking part in a discussion

on their terms, not mine. I had been guil
them and, while | was honouring my value of freedom in the sense that | wasmgovid
Thinking Time as a vehicle for free discussion, | was simultaneously acting as a living
contradiction, and denying another aspect of my value of democratic freedom, of
allowing the children to think for themselves without any leading or coercion frem m

For a time at least, | appeared unable to relax and have faith in my studlents.

Lipman, whose P4C methodology | have earlier critiquegppeared to be trying to

|l ead the children toward a producthecal |l e
dialogue as evidence of my students and me entering into a reciprocal, caring, trusting

relationship.

| can see now that | was back to where | had been in my very first Thinking Time

di scussi on, as | described iohiClhdamperrt &.
and because they didndét oO6obliged | felt
were | acking in some way. I n retrospect,
we l | as conscious of thetnkeedawvabot oogbnond?o
dat aod, for evidence of causality, t hat |
O6r esul t i +orgerthimkidg. hi gher

| certainly did not appear to focus on my ontological commitment of valuing each child
as aunique knowern hi s or her own right. |l assum

Kknower in the room, with responsibility
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thinkingd from the discussion. I did not
process of discussn was the important factor. As human beings enquiring together, my
students and | were engaging in conversation and coming to know at our own pace, and

I n our own unique ways. This was only th
some time for meotrealise that, in becoming used to the idea of discussion, to engaging

in active and respectful listening, to learning to ask interesting and critical questions of

me and of each other, the@lemonstrated that they weeecritical 6 c o mmuni ty o

e n q u Lipmantet al( 1980 p.45).

The notion of community of enquiry is w
Children movement and originates in the work of C.S. Peirce (1955). The term
ocommunity of enquiryo6é i s | ocsanotespmectators t he
in knowledge making. This idea was also developed by Dewey (1934), who believed in
problem solvingthrough cooperationThroughout his work, Dewey suggested that
schools could become democratic and participatory communities, whereienaliers

could learn and develop. The practice of collaborative enquiry resonates also with the
underpinning principles of action research (see McNiff 1988, McNiff with Whitehead

2002, McNiff et al. 2003, McNiff and Whitehead 2002009. Furthermore, Haynes

perceived collaborative enquiry as grounded in critical theory:

In the practice of collaborative enquiry we can also detect traces of critical
theory, with its emphasis on the desirability of social transformation,
reconstruction and the need for studetdsacquire critical languages and
frameworks to analyse a wide variety of issues and to challenge existing power
structures

(Haynes 2002 p.46)

In trying to esthlish a community of enquiry in my classroom, | believe | am also
fulfilling some of the ideals of the UN Convention of the Rights of the Child, in which
there is now a legal impetus to the notion of increasing participation by children in a
wide variety ¢ decisiormaking processes. | have involved my students in negotiations

in a range of decisions, such as the way we do classroom dialogue, and the rules of
Thinking Time. Haynes (2002) suggests that children should be encouraged to
participate insociety r om an early age, in oO0contexts

families, schools and other settings wher
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The aims and purposes of education in a democracy are not only to provide

training in basic skills to assure economvealth for society but equally to

address the problems and needs of daily life, in public and private domains.
(Haynes 2002 pp.4®)

Through introdicing myJunior and Senior Infargtudents tdhe process ofritically
engagingwith drdinaryd stories, they have actively discussed topics as diverse as the

soul, time, spaceani mal s6 ri ght s, ani mal sdé ability
peacegcourage, friendship, honesty and what would the world béifikkere were no
adultgrules/schools/manners/trees@tc

Noddings (2002, 2006) argues the case for educating students to think critically about
what is involved in living an ordinary life, aiéng a home, learning how to learn, and
learning how to be happy. She emphasises (2006) that students should be provided with

opportunities to ask critical questions concerning their own lives:

The neglect of topics that call forth critical and reflectiveking pervades our

system of education é why do we not teactl

this question is ignorance. People who never explored these topics are unlikely

to provide opportunities for others to do so: the notion never arises.

(Noddings 2006 ppi3)

Through the practice of discussing topics that catch their imagination from Junior
Infants onwards, my students might well debate critical questiaris a1 Noddings
(2006) suggests, before they leave primary school. However, in seeking to establish a
context for critical questioning in my classroom | was initially so caught up in the idea
of making the dialogue as perfect as possible, that | felt digated when my children
behaved just like the fivgearold children they werelLike Burbules (1993)Wood et

al. (1993) discuss this failure of communication in traditiodalactic classroom

settings.
The manner in which the teacher chooses to constraa n d Il i mit stude
participation in discussion influences their opportunities and willingness to talk
about their own thinking é It is the con
between teacher and students that influence the nature of the intethation
occurs

(Woodet al 1993 p.59)

In my haste to encourage my students to be rational and critical thinkers, | neglected to
see the importance of first providingsafe and comfortable environment where we
could create caring relationships, and where the children would have space to take
delight in language, anth their wonder in the world. | possibly risked denying my
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students the opportunity to take pleasuredtiva communication with each other and

with me, and to be reasonable and respectful, in favour of being rational.

Bruner (1996) argued that a curriculum is at its most effective when it is participatory,
proactive, and communal, and given over to constrgcmeanings rather than

receiving them.

The possibility of nurturing the Orespe
education in a liberal democracy. Reasonableness is more than rationality.
Being reasonable is neither simple nor constant.

(Bruner 1996 p.78)

In focusing initially on trying to encourage a form of critical rationality in my students,

| possibly neglected the quality of being reasonable that Boomsidered important. |
realised now that blso needed to learn how to become more reasonable. It is an
interesting paradox that, as a teacher endeavouring to honour my values of care,
freedom and justice, | was in danger of simultaneously destroymgetly means of

living to those values, through being more concerned with the end point of critical
engagement, and therefore not fully understanding my commitment of being in relation
with the children. The fact thas | write this document, and providetareflection on

my practice and show thatan now recognisey initial lack ofunderstandingn itself

provides strongevidence for my claim to have developed my own critical capacities.

However, back in December 2003, the transcripts of our coesasanade me despair
of the children ever reaching any kind of critical thinking on their own, and | began
wondering whether | ought to focus regularly on teaching critical thinking through

strategies advocated by, for example, De Bon8%)19

I doindk Thinking Time is enough. I C
the same old procedure every |(week é s
than this?
Therebs a | ot of tal king goipg on; t
thinking, but | st irhdrewhah though? RDneed t o
21-12-03)

Briefly during December 2003 and January 2004, | lost faith in the methodology. |
looked forward to our weekly discussions and the children appeared to, also, but |
began to feel that the pmpstudysliseltimeededidt O a ¢
do something more related to the subject
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now that | seemed to ignore the fact that my children were alert, active and questioning

throughout the school day, as demonstratéddese comments.

Do cats know that theyod6re catjs and th
wedbre kind of diob3 erent cats? |(RD 17

Teacher, you know green? Well, who gave grtemame? Who gave
all the colours names? Who gave everything in the worldesaniRD
14-11-03)

Is a million billion zillion the biggest number? (RD-21-04)

When there were no people, did God know that he was called &Bd? (
11-02-04)

Is every single person in the world really different? Are there a few the
same anywhere? (RD #13-04)

| failed to appreciate that | had enabled my children to question and engage in dialogue
with me and with each other regularly throughout the day. | needed it to be pointed out
to me by several visitors to my classroom: for example by a learningrstggcher, by

a special needs assistant in my class, and also by my principal:

The children have fantastic opportunities to speak up and interrupt and
challenge you. (RD comment made by learning support teacher| DOS
21-01-04)

Thechildren feel frego question and discuss existence and life and God
knows what else(RD comment made by special needs assistant YOF

06-02-04)
| have never seen anyone with so much patiéndalking to H,
explaining things, encouraging him to

MOC 1202-04)

I had not recognised this aspect of my practice as being anything special. As | examined
my data and reflected on diary entries, | now felt that | needed to develb&gatiieof
my practice. However, rather than perceiving this as an opportanitgludeThinking
Timeinto a broader palette of dialogical pedagogies, | saw it initially as eitlo@sing
to do Thinking Time orelse developinga more dialogical practice in geneiiala

perception thabnce agaimisplays mylapses intgropositionaform of logic.

| explained to my students that | felt we were getting rather stuck in Thinking Time and

perhaps we should try something differen
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Teacher, w e l i ke Thi nki ng -0204)m&ohmewdreRD Cc 0|

determined to be helpful:

Em: Teacher why doné6t we keep |doing THh
could help you to try new ways as well?

Sh: Well what about thikeepour bigThinking Time andlo loads of
tiny onesas well,everyday?

J M: Y o u 0 ragher,iwe grdbably doheed to get a bit more time
for thinking out stuff.

| was really pleased to hear the children seemed to have always enjoyed
the classroondiscussionst was charmed by their willingness to help
and encouraged by their reluctanceaot with our weekly practiclkD
27-02-04)

I was st r uckkebpingo8 bigTsh iindke an go fTi dne 6doiags wa s,
| oads of tiny ones everyday6 and felt t
pedagogical practice for me. | decideddst this methodology out: to continue wiitte

weekly discussion time but to develop additional dialogical pedagogies so as to allow

for more operended questioning and discussion. | saw that | needed to incorporate
more questioning, more dialogue andrm® t i me f or thinking and

my daily practice.

The fact that | accepted the childrends s
my practice through reflecting on their ideas is significiritas relevance for both my
methoddogical values a well as formy pedagogical valueslt shows that my students

are active in the process of helping me to become a better practitioner as well as active
co-researchers in their own right. The idea of consultations with students is @evelop

in the work of Flutter and Ruddod2004) who highlight the importance of such

consultatiorand the change in roénd statushatit can bring about

Consultation offers a means by which the young learners can be invited into a

conversation about telaing and learning so that their role changes from being

an Aobjecto of research attention to one
(Flutter and Ruddock 2004 p.20)

The fact that | did consulny students and ask their advisleows that | valued the
children as ceesearchers and engaged with them in creating relational knowledge.
This aspect of my study is of considerable importance for me. It emphasises the way in

which the creation of my limg theory of practice is drawn from reflections on my

19t



© Mary Roche 2007

practice, and also from talking with the children. | created a dialectic between my
students and myself, between my pedagogical practice and their ideasyeand

succeeded in creating relational way&mmbwing together.

For the rest of that year, as well as providing as many opportunities as | could
throughout the school day for questioning and discussion, | also made space for small
group discussions, and pederpeer dialogue. | began to notice thare seemed to be
much more patrticipation in discussion in general outside of Thinking Time, especially

at story time.

Itis going to take agestore@dh ar | ot a0 h&ebatje wedr e
The children keep interrupting and discussing various bits. df ian
hour today | only got through a paragraph because there &g |a
debate as to why F dorkii thesrunfoatheHiter f el t 1 f
and 6heb6s acdu@R@BPAH2 kind man

| also noticed evidence of the children becoming moreakit

Sh: I think | know two more different ways of doing that! (Maths lesson
(09-03-04)

Is: I can think of about twenty more things that Charlotte could have
done to help Wilbur! (Story tim27-03-04)

Cl : I di sagr ee, Teacher he wolbwasf do you |
thinking? (Story time 0405-04)

Eo: What so good about straight lines anyway? (Fire drH0®04)

Eo: Who invented uniforms? (SPHE lesson on | am special: | am me
(12-03-04)

Ao: And if you go home with a question and yget an answer tthe
guestion you can always question the answer! (after Thinking Zvn
02-04)

[

My evolving pedagogical values appeared to be transforming into living practice. |

noted also that the children seemed to take the discussions more seriously

The discussionsecently seem to have taken @nnew intensity
Nobody 66 p atshsee dc hdireallg attentively; thespftem aisk
afterwards o0Do you think that |[was a go¢

The children seem to be taking their role asresearchers very
seriously;

19¢€



© Mary Roche 2007

Eo came up to me today in the yard following a discussion on the
of The Three Bears and said 0
t hat Gol dilocks was right to

was open? titWeklisd, and naybdeoshodild havéalked a bit
more about private property! o

Amazingly | had never valued this kindiaformal comment as relevar
for either my study or my pedagogy. (RD-Q204)

story

ove
go i

beer
nt o

it

Several colleagues who observed my classno@tticewrote evaluations

¢ the children share thei Vi

teacher(written comment by LH 282-05)

r ¢

There was no rigid structure and children are allowed to participa
6free thinkingéd é the childrh
answer and they were very at
given equal status to that of the teacher and any other adult. They
being taught to think in a certain waritten comment by JM 202-
05, AppendixB.1. a)

te in

n wer e
ease.
are not

n
Th

A young colleage remarked after doing some classroom observation in my room:

You teach in a different way: yourjeu st t al ki ng W
rather than actually teaching them stuff off the board. (RD comme
OD 14-06-05)

You

real |l y enj o)RDtcammenhhy B@221-Gb) n

A learning support colleague remarked following a Maths lesson:

Ther ebs gin goartMathes lessonglltg funt hey or e
away and involved. And theyor
loved the way you got all éhchildren from the different nationalities
tell each other what the word
and then you gave thethe Irish wordo f ai ¢ 6 : so th
language That 6 s t he kind of ni oar
childhood (RD comment by DQ 221-05)

i th
nt by

t he

0t you?

wor ki ng
e | earni
to

or
or

These data support my claim to hédegun the process of transformmg pedagogical

values into practice, and into my evolving living educational theory. | am not just

validating my beliefs from my own internal process# critical reflection (Whitehead

and

j ud

Mc Ni f f

gement

2006
wi t h

p.103), as an i

ndi vi dual
uni v 8.lshaveé alsb proveledttrangulateed | a ny

critique to test the validity of what | am claimirggveral of which are in Appendices

B.-H.)
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Creating an authentic space for dissent

To return to the class debate about whether to continue with the weekly discussions: the
only child to demur on that day waatdo Er wt
do it nThis imd mappen@&d also with another child, D, in Junior Infaotsl

had been unwilling or unable then to problematise the dilemma it posited for my claim

to live to my values. Now | saw that | needed to transform my valueachtm.

| spokewith Er during lunch time andm convinced that he genuinely
not happy in the circle. When| pressed
just sitting there andRDt270204)ng, Teache

Reflection 1
Erds neddsdbemaddr essed: | canot contin
that déall children will enjoy |classroao

What should | do? How do | best honour my values in this area? What
is the most caring and fairest thing to do here? Should | arrange for him
to be out of the room during discussion? Should | let him do something
else and keep his chair ready in the circle as | did for C in Junior Infants?

The first action will be to present this as a research dilemma tq the
children and to Er himself. Theyeagrafter all, my research collaborators
and need to be involved in my actio(lRD: 27-02-04)

This egisode and my reflectiors on it demonstratea clear move towards living my
educational theory in my values. It is the first time | have made the linkcigxpl
believe. This data extract can be seen as evidence for my respect for the collaborative
nature of the methodology of action research, for my students-parti@pants in
decisionmaking processes regarding improving my practice, and for givieg th
children a democratic voice. Although | had involved the children in discussions about
whether to keep Thinking Time as a weekly practice, | still did not appear to have made
the link betveen values and practice myself dodusedmore on what | did aa result

of the discussion, rather than on the discussion itself as a form of living values in action.

A

The reflection on what to do about Er 6s
awareness of creating my own educational thedhought about the é&nde for some
weeks and then decided to ask Er what he thought we might do to try to solve his

problem, and then to open up the discussion to the class:
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| invited Er todiscuss withthe class what he wanted to do ast for

possible alternatives

Me: Well if the others are doing Thinking Time, what could you|do

instead so that maybe you could still kind of take part by hearing \what

other people say?

Er | 6d rather be doing stuff e playi
(Plasticine)

Me: (addressing thgroup) OK I think we can arrange that, but my

worry is that if | let Er play, then lots more children might think that

they should play too and that would mean that our Thinking Times

might have to stop.

Eo: Wel | not me anywaybut 6wWhy addbredt TWe
try it and see?

JM: Me too, likeé t he circle and talkipng. I | o
Sh: Teacher, you know that | jusve Thi nki ng Ti me:| 1 tds my
thing but supposing | had the|chickenyg
like to just play too.

Ja. Me too é how about i f Er takes turn
|l Thatodés a good i deal!

Other children agreed: some passed.

K: Yeah, but what about i f he|makes | c
get toys, he should do work.

Er: |l wondét make noi se

Me : Er, do you t hiinokdo dorheaatt,@rsl maybeg o od s ol
listen in as well to the discussion?

Er: OK7 nods and smiles. (RD €14-04)

The extract above shows that in involving Er in the negotiations, as well as presenting
my dilemma to theclass for discussion, | was transforming my values of a relational
ontology and my values of respect for the capacity of the children to solve their own

problems in their own way into pedagogical practice.

Er was already receiving learning support. Té&ning support teacher and | were
concerned about his capacity for concentration: he also suffered from allergies that
possibly made it difficult to relax. | understood how sitting quietly in a circle could have
been difficult for him. Professionally, had to balance my compassion against
appearing to condone ngarticipation in a classroom event in which | fully believed.

As in the case of C in a previous class (see Chapter 5), my decision to allow him to
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choose whether t o p adevantaalyjonedan the discussoasd 6 a

However, apart from one or two sessions, for example in a discussion on animals

following the reading of the stod@ e a r

Gr e(Jamgs £982pelciv) in which he

was particularly participative, and despite thetfthat his chair was always kept ready

for him in the circle, Er did not often elect to participate. | worried whether | had made

a right decision, and offered the episode for critique to colleagues from my study group.

r

M: I think yoed$trepmagiblge theddeament :

impose your will, you allowed the child himself some autonomy
gave all the children some say in it.

C: | think it demonstrates you live your values in your practic
certainly in relation to giving the children a gei

and

C

P: Absolutely! The fact that you gave all the children a voice in the

decision process demonstrates to me that you have an inclusional and
democratic practice.

B: It was a risk though. Supposing they all decided to play with the| toys

i what would you hve done?

Me : | dondt know é | had a feeling th:
opt for Thinking Time to contj] nue. I
your question. Al | can say is oit d
BL: € it was a very ¢tarrngrécleds,caanmnd

any of my teachers doing that when | was in scH&® discussion with
critical friends 1105-04)

Despite my coll eaguesd responses

, I stil

could learn from my intervention. | askedyself whether allowing Er to opt out of

c |

assroom di scussion constituted

good Ot

Noddings (2004, in Dunne and Hogan 2004) reflects on what good teaching involves,

examining Deweyds (1934) I deas,

teacher cannot be said to have taught.

Teaching may be compared to selling commodities. No one can sell
someone buys é there is the sa
learning that there is between selling and buying.

amang ot

unless
me exact

(Dewey 1934 p.35)

Noddings (2004) suggests that such a view reduces the act of teaching to an

uncomplicated means/end activity. She argues that a conception of teaching as an

actiity geared towards effecting already specified learning outcomes fails to

20C
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understand the complexity of what is at stake in a good education. | agree. Several
complex issues were involved in my decision to allow Er to opt out of the discussion,
involving vdues of care, practical judgement, my own critical awareness, and possibly
many ot hers. Noddings (2006 p.113) refer
education: modelling, dialogue, practice
with the bessolution to his (and my) dilemma, | hope | modelled fairness and kindness,
engaged in dialogue with the child and with his peers, and confirmed him as a person

whom | respected and trusted to think for himself.

€ when we confirm s @angeestiorablevaet the bestr i but e
possible motive consonant with reality. To do this, we must have sufficient
knowledge of the other to make it plausible that this better motive was actually
operating. Miscreants of all age®ut especially children and teermagi often
react with relief and gratitude: Here is someone who sees my better self! The
better self, perceived through receptive listening is thus encouraged.

(Noddings2006 pp.1131)

I wondered if Erés O6better self6é would
conform in a situation in which he was miserable, or by being allowed space to be
creative while, possibly, listening to the discussion. He, afisr all only five and a

hal f years ol d. Accor diimrgsponding tmhis neerld | e a g L
appeared to be living consistently with my values of care, freedom and justice. There

were still some critical pedagogy issues to be considered, however.

Inter ms of Gardnero6s (1983) theory of mul't
degree of artistic ability and a lesser vedoajuistic ability. He appeared to learn by

doing than by talking and listening. To be allowed to be creative on his termisielias,

a more humanising pedagogy (Bartolomé 1992) than compelling him to sit still in a
circle, and in which he did not want to participate. | refused to impose my values on
him. This | believe is commensur aéhle witlh
2003) of whatsizeditb-&1 Ic@ | il s tar Wotnieonal etor 0 me
al. 2003 pp.40P). Bart ol om®ds ar g deegynltresonatdd withenp c e d 1
epistemologicalvalues on relational knowledge amdth my ontologicalvalueson

seeing the child as a significant and real other rather than an amorphous or anonymous

0 p u.plihdd @ondered her paper for a long time andrned to read it several times

and t influenced my pedagogical valué&sh e ar gues fpedagopuydanh

recognises difference in studentsd | earni
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a balance between the interactional rights of teachers and students, so that the children

can participate in ways that are comfortable for them.

The teacher who was willing to negotiate with students either the topic of
discussion or the appropriate participation structure was better able to
implement her lesson. Conversely, the teacher who attempted to impose both
topic of discussion and appropriatgeractional rules, was frequently diverted
because of conflict with students over one or the other.

(Bartolomé 1992, in Dardet al 2003 p.420)

From Bartol om®06s per sqgnenakesisoued morhl pedagaegical t h a t

sense.

Il now question where my intervention on
episode contributes to my theory of practice of teaching children to be critical thinkers.
By not forcing him to take part, andeauraging him to exercise his particular talent, |
believel acted in a way that was just and | also believe thagoSsiblyfelt cared for

and free, which may have given him opportunities to think, andllowing him that

spacel modelled a caring pedagy to the other children. For the rest of the school
year, | compensated as much as possible for hispaditipation in the ccle by
inviting Er to speak ofteand encouraging hinto ask questions. In the dission on

6Dear Gr daow) fer a@mple, heg took an active pafsee Appendix @.

where Eroés contributi.ons are mar ked with

| believe that the incident is representative of how | arrived at professional decisions

E

from a Orelational and cr i 200L @aX). tasa ol o0 g

provides evidence for my claim to live my values in my practice. In trying to deal with
the ethical and pedagogical dilemmas involved, | demonstrated that my practice is
grounded in my embodied values of care, freedom and jubi@ey more examples

are available but this vignette acts as indicative of my practite providing
explanations as well as descriptions of the episode | have theorised my practice in

relation to this one child.

As | looked at my transcript data from the ffiart of Action Reflection Cycle 2, |

reali sed that Noddi ngs o6 dls2 @sbrrajed withd ;ya s ab

practice. As | revisited the transcript
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| 6ve stopped |l ooking for nmnenggets of 0K
saying because | suddenly dndast|t hi s tr e
unt il I reflected on the diallogue tra

(Noddings 2002 p142) | did not see the value of my practice of allowing
the children the space tit and think and talk. (RD 181-04)

Gutmann (1987) also suggests that the cultivation of the knowledge, skills and virtues
necessary for political participation is more important morally than any other purpose of
public education in a democracy (p.287kah see now that what the children say is
sometimes of less importance than the fact that they speak respectfully and listen calmly
to each other and to me. | appreciate now that | was opening up spaces for the seeds of
democratic habits.

As already statd in Chapter 1, | resist the propositional overtones of analysing and
labelling dialogue into categories. Howeveiintl some relevance in Noddisif2002)

identification ofthree main types of conversation:
T Formal <conversation99@)ys o mr datbiec anla sdiss
T I mmortal conversations6, dealing with

T The o6very heartitoie mopualli teyduacfat opbpdi nz:
(p.126)

Discrete classroom discussion times suchlasking Time canbe seenthen as a
construct for initiatingboth practical discourse and immortal conversatiansl for
synthesising several aspects of dialogue. Sonteesttideas informed a presentation in
June 2003 (Roche 2003e) in which | showed a video clip whersgtudgnts suggested

the topics they would like to discuss:

M: How do trolls get wunder briidges ¢é &b
C: Why do fish live in water?

CD: How do €é teeth get made €06cos if
canbét he magic the teeth in?

E: Wecould talk about princesses in a castle.

Ch: Wh a 't do | i ve ando508ham tvidea lmkp 6 t Il i ver-
Oi nteresting puestionsd Chapter 1
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| felt (wrongly asitturnedout) hat t he question o6what i ve
not one the children ould necessarily find intriguing or seletdr discussion. The
video clip, however, shows th& i mme di aTld &ygosslqau elst ié6on! 6 a
followed withd T h a[siddisntaer est i ng question by Cho.
The conversatiothencontinued:
Me: Wellwhatdoy ou t hi nk Chés questiagn means?
wonder?
A: Maybe itds cos our mammy wanted a
she was very lonely until | came along.
Me: Do you know anything thatodos not al
J: Well é slugs maybe?
C:No-t heyodreyalsivelheTfThal ong and they ea
alive because you can kill them
Me: Wellé |l 6ve just t houg-tlistthe cabbage alimeet hi ng e
too, | wonder?
M: | t &cosi bgbowingea nd it 0s intotd ocad sinvget cnoask e @
noises or move aund (RD excerpt from conversatidd?-05-03)
To me, this conversation represented mibi@n an exchange of views: iitvolved
thinking about existential questiomass t o what consltwas arcale s b e

@rdinary
Iwas asintrigueth y wh a't

| suggested that

0 b e iasthe clildremvere dn mmy presentation

Many children lack opportunities to engage in real conversation with adults,
where all parties listemnd respond to one another. Ordinary conversation
between adults and children require the adults involved to display qualities of

0 o preindedness, wholk eart edness 6
child as a person

(Dewe

y 1910),

(see Roche 2003e n/p)

As the adult involved heithercoercednor patronised the childrehsimply responded

to what was said antbntributedmy thoughtsand questionsas just another member of

A

thego u p . It wasndét a teaching

, althouglh &doi o n

believe we all learned from it in terms of raismgy criticalawareness and contributing

to amore critical engagement of existential mattétabermas (1983) howevarggests

that people must

be

possess speci

have to 6capabl e of |l ogi cal

204

al

reasoni

conver s 82) terms &frankrand N diblogue is Wbhici{ 2 0

an

gual i ti
ng
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conversational moves to destr 01y9). tMye pr o
students were perhaps too young to have tluesd qualities of logical reasoning yet
they seemed to be able to partake in formal conversation on their own terms. My

abundantranscript data shows evidence of formal and ordinary conversation.

Englund( 2 006) states that Habermaso idea of
claims of truthfulness,rightness, appropriateness and comprehensibility ought to be
seen as goals to strive for, but not necessarily as elements built into every conversation.
Englund (op cit) also suggests thatches should be ready to participate in ordinary
conversationsuch asperhapsin my data excerpt about what being alive meansl! in

further data extracts below

Throughoutthis action reflection cyclel appear tademonstrate a more critical and
confident researcher voice than | did during the first Cycle. | was now offering my own
reasons and explanations, and beginning to grow into my identity as a researcher

practitioner.

Ordinary conversation about cats, commoners and spiders

As reported earlier (seeh@pter 1) believe thattiwould be a display o& technical

rational form of logic to try to analy® classroomdiscussionepisodesby separating

them into various components and say this is discussion, thialtgule andHis is

ordinary conversation. An overall &pirit of dialogué ( Bohm 1998vhpt d}
important, | believeHowever, from my reading of Noddings 2002) | have learned to

value the informal d@rdinary conversatidithat often happens spontanesiy. In the

following interaction betweel€ and R,two five year oldsduring a discussion on
whether the children thought animals have feelings, it can be seen, | think, that the

c hi | dndirary 6osiversation incorporates elements of formal convansati

D: I think that animals have no feelings
Chorus of 61 disagree, D, they do! b

A Wel | , I know i f I kicked an ani mal
R: I was actually just thinking the same thing as Al
D: Well ¢é OK ¢é butfeelihgsley only have 1|itt

C: I disagree, D Animals have very bigelings to protect their babies.

20¢



© Mary Roche 2007

think that actually, C, you actuall

R: Dondt e v(RDBOO#HE3NApperdix D.B) t

Informal ordinary conversation appedocsplay as significant a role in enabling children

R:lagreethink t hat C is really good at t al

y

to think critically as does the more formal setting of discrete classroom discussion.

Within the context of ordinary conversationakbkanges, the relationship between my
students and mend between my students and each o¢tiseenhanced through the
development of trusand the existence of a spirit of dialogue (Bohm 1998)e
childrenalsoappear to be developing communicatbeenpéence (Dillon 1994ywhich
includes

improving our expressiveness, learning various rules of discourse and

k
K

C: Yes, |l doé. Thank you, R, flor sayin

acquiring complex abilities of interacti

the intellectual
t he mor al culture of di scussion €& we

, procedural eopth soci al
exp

apart from academic | earning é in discu:

deeper and more significant to us.
(Dillon 1994 p.109)

Dillon (1994) suggests that when young children are paired in conversations with a

teacher, the quality of responses is enhanced:

The children ¢é spoke 1l onger and showed

ideas and questions when the teacher stopped questioning them and substituted

instead declarative statements and phat.i

t 0o00: it hat mu st have been awful . o
(Dillon 1994 p.99)

My data show that my students regularly engagediamconversation with me. During
preparation for going home one day J leaned against my chair and said:

JM: Teacher, do you know that some spiders actuatlyheir webs?
Me: Do they? | didndét know that!

JM: é appar ent | ybitofhueritiomabvblge. have s ome

Did you?
JM: Not really. (RD 2010-03)

A context for peeto-peer tutoring wa encouraged in the classroom, and, despite being

the youngest student, JM soon emerged

20¢
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Eo: JM do you know what you were saying about ants and greenflies? Is
that true?

JM: Yes. The ants atike shepherds with the greenflias theirsheep.
They need th sticky stuff that the greenfligsr oduc e : quitef 6s r eal |
fascinating. Actually, Il h-@3048 |[it on a

To me this is an example of a child sce
learning. Vygotsk (1962) hypothesised that a distance exists between what a learner
can do unaided and what he or she can ac
zone of proxi mal devel opment o (ZPD). | n
JM, operate at thepper level of their ZPD, so in the discussion circle situation a child

like JM whose excellent communicative competeogeld be seen as supporting other
childrenés ability to participate, s omet
(1999) also assex that more articulate children act as scaffolds (Bruner 1960) for less
articulate children in the circle (see Roche 290@0).

Campbell (2001) asserts that in Thinking Time discussions

€ even children who exhi bi tayamurgeacgt ri cted
and a potency which honours the quality of their thoughts, their thinking
resonates with a sense of seeking, with mutual scaffolding and empathy, and
frequently with refreshing subversiveness.

(Campbell 2001 p.81)

Rogof f (1990) drawing on Vygotskyods (19¢
|l earning suggests that chil drenos part.
foundation on which they buildnderstanding:

As children listen to the views and understanding of others, and stretch their
concepts to find a common ground; as they collaborate and argue with others,
consider new alternatives, and recast their ideas to communicate or to
convince, theyadvance their ideas in the process of participation. It is a matter
of social engagement that leaves the individual changed.

(Rogoff 1990 p.195)

By the middle 6the second term 2004, the children appeared to be confident in their
relationship with me and often came to me informally for a chat. These episodes
afforded opportunities to further develop a caring relationship, particularly with
children like Eo, a ngous child yet a creative thinker, adept at verbal reasoning. | gave
these conversations high priority for enabling the children to develop their critical

thinking and celebrate their natural curiosity about the world. Extracts from these
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conversations dmonstrate the transformation of my values into pedagogical practices,

whose quality can be judged by my values as living critical standards of judgement.

Eo: Teacher, | 6d say my cat can defini

Me: Really? How did you find that out?

Eo: See, | watch her all the tméwhen shedés not ||l ooking.
thinks about loads of things.

Me : That és interesting é |ike what, f
Eo: Wellé anything really, | i ke |catching

playing and getting food off me.
Me: Wow. She sauds really clever. | used to have a cat too.
Eo: Did you? Do you still have her?

Me: No, she ran away one night and we never saw her again. Ygur cat
sounds | i ke sheb6s W20d)y smart, |[though.

Cadwell (1997) says that language links us to thddnaord to others and that, through
dialogue, shared meanings are shaped and our singular perspectives are enriched (p.62).
My &ésingular perspectived was enriched b
ability to think. From this conversation a togmerged later that week, about whether

animals could think, and a sificant discussionensued©e ar Gr eenpeaced

Oakeshott (1959uggests thatonversatiorparticipants are not engaged in inquiry or
debate. He considers conversatign a 6 raemearsed inteket u a | adventurebo

the responsibility of educators is to provide contexts for such intellectual adventures.

Education, properly speaking, is an initiation into the skill and partnership of
this conversation in which we learn to ognize the voices, to distinguish the
proper occasions of utterance, and in which we acquire the intellectual and
moral habits appropriate to conversation. And it is this conversation which, in
the end, gives place and character to every human activitytemence.

(Oakeshott 1959 p.198)

Oakeshott (op cit) also argues that both poetic and practical language is found in
varying proportions at all stages of developnw@rthildren. The desire to communicate

|l eads towards o6égetting things done in ¢t
represents talk as pleasurable. This was frequently manifested in our conversations, as

follows:

Sh: Teacher, will I tell you a ververy sad story that my auntie told ﬁe?

20¢
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Me: Surel!

Sh: Déyou know down in West Cork ¢é th
and a kind of white stone on the side of the road?

Me: Er, yesékind ofeée

Sh: Wel l that s where the salg| thing h
rich man and he had one beautiful daughter and guess what? She fell in
|l ove with a commoner and her Dad di
commoner so he said No and he locked her up and she died. Of a broken

heart . That 6s whattotmy hatntiuests &iod. s
Me: Yes it really is very sad; but wha
Sh: | 6m not totally sure; 106d|say heos
Me: | wonder why her Dad would not want his daughter to marry a

commoner.

Sh: Maybe he only had one or two and hedneed t hem €é to do f
work.

Shdéos face, as he told me this|] story w

beingab e t o d6expl ai-H& osmonmmetelrisdg wtae met a
expected to heardm a fiveyearold (RD: 03-03-04)

Besides the utter pleasure of twnversation, it also demonstrated to me the high level
of thinking on Shés part that sees him dr
a new word. Like his friend Eo, Sh fares badly in standardised reading and Maths tests,
yet excels in verbal reaning and thinking. The episode is another example of why |
feel that a didactic pedagogical manner amwle class formal instruction can often be
unjust, in that itan serve to dentye intelligence of children like Eo and Sh, who need

a more dialogideengagement with knowledge, and time to come to know on their own
terms rather than terms dictated by strict adherence to subject coJRidaicism
excludes children from being seen as significant and uniqugladéschildrenin the
cakegory of Otler ¢hat is, different from mewhereas my theory is premised upon my
ontological valies that see children as othéttsat is like me but different in their
uniqueness Thus ny learning from such ordinary conversation has now come to

inform my developindiving educational theory.

Moral outrage

| have so far offered reflections about the actions | took to encourage critical practices
in myself and my children. | now wish to reflect on the growth of my own critical

stance.
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| have said that | read widebbout philosophy with children and radical pedagogies,

and | was aware of their increasing influence in my own thinking. | initially experienced

a sense of moral outrage (Purpel 1999) about a range of issues: that | had been teaching
for so long and yet reained unaware of the injustices inherent in the form of logic
underpinning much of what is taught in schools; about the manner in which people are
of t enedlumias edé by the hegemony of domin
Chomsky argues throughout hislipcal work that formal education systems work to
impose ideas. Like Bourdieu, Chomsky sees such imposition as a powerful cultural

means of social reproduction. McNiff (2002) also suggests that

How people come to know through conventional teaching rdetbgies is
lasting: they effectively learn not to question. Education is used as a means of
controlling the thinking of consumers.

(McNiff 2002 p.65)

| felt passionate about the need for students to build criticatiefdhces against what |
saw as nediberal consumerist agendas and the potential exploitation of young people
through advertisingln my early draft writingl wrote fuiously about these issues,
bombarding my supervisor with my angst, and was justifiably critiqued for my

polemicism.

It is clear from your writing that you are very angry, and this shows
through in the polemical style. (E mail correspondence fromQb@ib)

My increasing critical awareness however, seems to have influenced my practice, and

the anger gave way to more disciplined critique, as in the next excerpt.

We had a fire drill today. Silence and straight lines were demanded,

Suddenly Eowhowas jus fi ve asked anxiouysly O6wel
about straight |ines anyway?6| 1l saw t
general air of tension. | explained that teachers needed to make certain

that all the children in each class were safe if ever a realdppemed
that children had to hear the rolill; and that it was much faster [to
count people if they werenot a | | mov i |
it now.6

I found Eob6s question stayaedo|with me,
good about straight lines®hy are uniformity and compliance to rules
so synonymous with schooling? Suddenly | found myself questianing
many of the norms upon which primary education isgqudestly
premised. (RD 0493-04)
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This led me to research and write about my new understamditgpw technical

rationality frequently manifests in a managerial and corporate approach to education in
many postindustrial contexts. | understood now why Polanyi (1958) urged people to
think in ways that woul d e n atdalioasimpbsedn t o
by an objectivist frameworkoé (p.381) and

own original perspective.

Ot her i deas resonated \{@RI5)britiqueeof scientismbnad d i n g

his passion to deconstruct

thetyramany of philosophical obfuscators and
Airealitydo or Aobjectivityo, which narrow
the world.

(Feyerabend 995 p.179)

He criticised the ways in which children are taught to think in ways that shut down

opportunities for critical engagement.

What is excluded is the use of institutionalized values for the condemnation, or
perhaps even the elimination, of teosvho prefer to arrange their lives
[differently].

(Feyerabend 1970 in Lakatos and Musgrave 1970 p.210)

He laments the lack of critical thinking:

Wh a 't is excludeddusattdée® ahitlednpen tion fia me
makes them lose their manifold talents so that they become restricted to a
narrow domain of thought, action, emotigibid)

| gave further critical reflection to how authoritarian decisions are often made by adults
in school context s, wi t hout consideratio
how such Oanti di al og,Feeael192aard premisesl pon(aB u r b u

ont ol ogi cal stance that sees children as

Bruner (1996) suggested that schawls e v al uabl e and extraordi
a sense of how to use the mind, how to d:
I n | ight of Eobs question, I began to r
overtones of behaviourism amelach us, perhapshatin dealing with authority iis

often safest to obey uncriticallgnd become part ofwhat Russell (1932) callan

obedient herd| felt that being ordered to stay silent demonstrates the frequent

inequality of power relationships tveeen teachers and children, and are discourses of
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repression and control. | was concerned that my children might learn that authority is
automatically entitled to obedience. Such practices aim at colonising thinking, and their

underpinning logics frequdgittransform into a technology of control:

€ how people are actively prevented from
body of official knowledge, and then how that knowledge is pedagogised into
specific ways of teaching and learning, and institutiondlisgto specific
technicist epistemologies. We know what happens when people are prevented
from exercising their capacity to question, the gradual loss of excitement and
the quietude of acceptance.
(Whitehead and McNiff 2006 p.45)

| see my students agynificant ancdunique human beings who share with me a capacity

to question and enjoy active participation in their school experience. In light of
Kristeva's (2002)ghdeatof beacime pasisenaégu
Lechte and Margaroni 2004 p.162), there is frequent ambivalence about what is
expected of children, especially since many of our institutions valorise uniformity. An
insistence on conformity denies my ontologicalues. My pedagogies ainto
encourage relational ways of knowing, that celebrate the uniqueness and diversity of the

individuals in my classroom.

During this third year, therefore, as | grew in confidence within my institution and
began to develop my searcher voice alongside my practitioner voice, | began to

realise that | have to model these values throughout my institutional life.

The children discusss@dandhi 6 s deci si on to wear on
clothes which he had woven.

They debatedis decision and C said

C: Well, if everybody dressed in simple white clothes thelvm® would
be able to decide if people belonged to the rich group or the poor group.

How could you be an oO6untouchalbl ed if
rich per shhat?6 sThgpadds about our |uni for ms
that way. (RD 1310-06)

Reflectionl

I reali sed that i nherent in tlhis <chil
me: | saw that during my study | had gone from an initial uncritical

acceptance of uniforryi to an equally uncritical rejection of uniformity.
Earlier in my studies it had [0suited©o
wearing of uniforms as evidencing control and oppression.
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Now | thought: maybe the uniform is not a symbol of oppression unless

| attribute such qualities to it? | need to do some more thinking about

t his. As my students frequentily say,
myself a | i-10t068)e bit! 6 (RD 13

My ontological values were informing my ideas: these values were transfombing i
practical commitments in the world thro
guestion, | began to examine issues of technical rationality in relation to educational
policies and practices in the pastustrial western model. | learned to value my
practice of encouraging freedom to think and speak, as | recognised its potential for a
more open society and a good social order. When | explained this new
conceptualisation of my practice to colleagues at a study group seminar in February
2003, | was enagaged by my supervisor to read Popd&66,1972), Russell (1932)

andSaid (183).

From Popper (19661 learned the importance of being open to criticism. He advocated

the testing of (scientific) ideas through criticism rather than replication. Howeser

di sappointed me by consildeodegandd avecll ¥ .
(1966p.316). To me dialectical knowing and thinking agssentiafor the generation

of creative and relational ways eoship knowi
encouraged me to consider the potentials of my study in relation to the responsibility of
citizens to challenge and critique the staBaid (1983 also speaks about the

importance of critique:

Criticism must think of itself as lifenhancing andanstitutively opposed to
every form of tyranny, domination, and abuse; its social goals are noncoercive
knowledge produced in the interest of human freedom.

(Said 1983.29)

Two discussions in particular from this phase of my research were influential for my
developing living theory of pr aiogwhiche . Or
Ao made her startlingritical pronouncemenbout questioning an®ss (Appendix C.

5.); the other was ODear Greenpeaced whioc
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Dear Greenpeace

A significant example of my children thinking for themselves occurred in the discussion
that followed reading aloud the stafiyear GreenpeadéJames 1992(See Appendix
C.4.).

| consider it to be one of the best discussions | have participated in, and
one of the longest. Er joined in to talk abbist dog. Acame in forthe
Spanish lesson but when he saw the children so rapt and engaged he
simply sat into thk circle.

Y observed and took notes.

Y and A gave me written evaluations later: thegre both hugely
impressed(RD 0602-04; full transcript in Appendicebl. 5. and H6.)

The children began by discussing pets and Eo suggested that his dog made plans t

catch his cat.

Me : |l 6d | i ke to go back to something
pl ans. I think thatdos very interestin
think?

M: Well I think they think about loving their owners and stuff.

Cl : I don 0 think. Yiou mekd landuagg to thirkn

Me : | wonder about t hat é ablput whet
think? Can babies think?

M: I dondét think so, I think they do

they grow thg learn more stuff and then they camih

Er: Well my dog is always thinking about me!

Sh: I f we put Ewd o liedtloingithe thinking EC| 6 s head
or CI?
K: We t hi nk wi t h our brain S 0 Cl WO

memories and dreams.

| I donoét t hi nkl esot i rme tihti nWwoulhdatbd om
thoughts but then it would start to be

Er: I think every bit of us can think, even our skin, because our skin gets
itchy even when weodore asl eep.

Mr : Yeah cos if our skin dnidtmed t t hi nk,
bed at night.

The discussion engaged all of the children for over an hour and a half.
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Y subsequently wrote:

[this] was the most amazing conversation | ever heard in a group of
children in all my years carhthg for ¢
provoking morning €

€ they started talking about their pe:
this |l ed on to a conversation| about h
di scussed if their brain slept or not

A é felt the same as Ffsudhayoungaga mazed t

could have so much knowledge |[in their
evaluation 08)2-04)

A wrote:

The teacher had also a very iimportant
carefully without speaking for a very long time. This is a very diffi
skill for a teacher to learn because normally a teacher is one who does
most of the talking in a classroom.

In Thinking Time the teacher must use her power wisely and discreetly
so that the children have control of t
evaluation 1602-04, AppendixH.6.)

These data, | suggest, constitute evidence for how | make space for my children to think
for themselves without imposing my views on them (a demonstration of my value of
freedom). | listen carefully and attentivelyymalue of care) and | only interrupt when
necessary (my value of justice). | have learned to respect the children as knowers who
can learn in their own way (my ontological and epistemological values). | claim
therefore that | am showing how | transfornegl values into pedagogical standards of
judgement within my claim that my articulated values have emerged and transformed

into my living standards of judgement about the quality of my research.

Encountering resistance to my ideas

It has to be said thabt everything was comfortable and not everyone agreed with me.

| doubt if you can undertake an ARction researchExpedition that involves
living the values that carry hope for the future of humanity, without
experiencing some painful (and creativepgions of encounters with other
individuals and groups in a network of power relations that act to deny these
values

(Whitehead 2004n/p)
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I encounteed resistance to my ideas when | presented a -lpegk professional
development summer s1er vi ce course entitled O0Thin
Curri cul umoa). [ Rmandedehow2classréom dialogue could support the
whole curriculum, but only iteachers were willing to be critical thinkers themselves

and ground their practice in a relational and humanising pedagéigpugh this idea

had been growing steadily for the last three years, | was articulating putgrely for

the first time.

Onthe first day of the course | articulated my educational values and explained how |
had come to the point where | now believed that learning to think for oneself was
probably the most important aspect of education. | presented an overview of the idea of
philosophising with children and showed some video excerpts of children engaged in
lively discussion. | then asked the teachers present to respond to what they had heard

and seen: | was aghast when one teacher said:

That is the greatest load of rubbish | @aver heard or seen. The idea of
l etting children talk |Iike that ¢é that
al | i n ment al homes -Oml#)en t heydore ol der
No one el se present agreed: i n farct, t h
provokingdiscussionWhenall the teachers who wished, tead responded, | thanked
the first speaker for her courage in taking a stdrad went against the graend
expressed a hope that perhaps by the end of thelamglcourse, she would come to
appreciate tht what | was hoping to achieve was a caring and just form of practice. She
remained unconvinceaghd at the end of the course shel
Children come to school to | elarn; t he
teacherés job: t hdottedch, tonglvainformatod r e pai d
to the children, to help them|learn.
dangerous! (R2xcerpt fromconversation with A®5-07-04)

In this response the teacher is echoing what perhaps many conservative educationalists
feel inrelation to giving students too much of a voice. Fullan (1991) for example points
out the rarity of children being asked for their opinions within education contexts and

asks:

What would happen if we treated the student as someone whose opinion
mattere@
(Fullan1991 p.170)
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I have referred already to Noddingsd (2
presented in educational contexts largely because ofagoei 6t he noti on r

ariseso (p. 3),lsawtNadfeartoolplayke @ dorNimadt doie:n g s

But fear may be an even greater impediment. What harm might we do to our
students if we encourage them to think critically and reflectively? It iomigt
fictional characters |like é Dickensods Gr
be done to individuals or to the social f
Burke and Galston feared that the social order itself might suffer if citizens
were to execise critical thinking.

(Noddings 2006 p.3)

The teacher who protested against the idea of teaching children to think for themselves
spoke from her own ontologicalamce. | do not think that her values about education
allow her to support the notion of a frifenking and dialogical environment. Her
epistemological values may be fixed in a propositional form of logic that views
knowledge as a commodity to be depakitsto students. Her idea of the value of
didacticism appears to be grounded in conventional logics of control and oppression
(Marcuse 1964).

Marcuse (op cit) argues that propositional thinking forms the basis for a social
technology of control and thahe idea of citizens thinking for themselves would
represent a huge threat to such forms of thinking. He speaks about the ways in which an
6advanced industri al societyd creates sofj

organisation:

In this process t he O6innerdé di mension of the min
status quo can take root is whittled down. The loss of this dimension, in which
the power of negative thinkinigthe critical power of Reasdhis at homejs
the ideological counterpatb the very material process in which advanced
industrial society silences and reconciles the opposition.
(Marcuse 1964 p.10)

The teacher in question appears to bgldisng a fear of loss of control. Perhaps

ignorance and fear are two sides of the same coin that militates against critical thinking.

Conclusion

I have explained how throughout my life | have been schooled, and told what to think. |
have only now beguno educate myself. | have come to see how didacticism is
somet hing we do O0tod others. Educati on,

and owithoé others. The former is grounde
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i deas of diliédrdentkheahdttO®©t i s based on
being onen-relationwith-ot her s and -Tohno uvéa | fucersmso fofélenco
1965). Drawing on the ideas of McN#t al.(1992), | claim that | have come to realise

the generative tresformational potentials of my practice to influence the learning of
others.

I have explained how | have come to know my own educational development in a more
hermeneutic way. | have shown how my living educational theory is developing from

anontologicab out si der 6 perspective to a more in

In my next chapter | consider how | have reached the point of realising my own
capacity for critical engagement with my own critical thinking, and also how | have
enabled my children to do tteame. This, | feel, is a most significant aspect of my
practice, and can stand as an original contribution from my research to knowledge of

my field of education.
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Chapter 8

Action reflection cycle 3

Developing as a critical thinker: working with 8 and 9 year old children in 3rd
class

This third actioareflection cycle largely encompasses the period from September 2004
to the present (March 2007). During this time, | moved into a more critical phase, and |
began actively to articulate my values as nwng standards of judgement against
which to test my claims to knowledge. In this chapter | explain how | now feel justified
in claiming that | have developed a greater understanding of my engagement in a living
form of action research (Whitehead and MERDO06).

I am claiming that | have exercised my educative influence to encoothgesto
become creatively critical in their thinking. By this | mean tthmbugh developing
dialogical pedagogies and through living out my ontological value of segiaglfnm
relationship with, and recognising the worth and dignity of, others as uniquely creative
thinkers, | try to act towards my students and others in a way that honours their
originality of mind and capacity for critical engagement. | do not impos&eas on

them but help them to come to discern what is appropriate for them. Like McNiff (op
cit) I, too, endeavour to hold myself accountable for my practice because

| believe that it is the morasocial and epistemological duty of those who are
positioned as knowledge workers, to account for ourselves as we go about our
work, in order to ensure that the nature of our influence is educational.

(McNiff 2005b p1)

Mc Ni f f further suggests that hol di ng one
ontological wellbeingAccording to Raz (2001 h e sva aresdefinedl in terms of

our attachments to others, speci(McaNifal |y i
op cit). | care about my students and want them to have an equitable and just
educational experience in which they are free to explore their critical capdditze®
highlighted my value of care within my p

that &émy ontol ogical wel |l bei ng, as a com
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duties to those for whom | care and for much of whose academic support within an

organi sational context | am responsi bl ebd

Working with 39 classes frm September 2004 to the present (March 2007) has
allowed me to develop my practice and my living educational theory to the point where

| can now begin to see my theory as a viable one that resonates with my values and
allows me to act with integrity. Itnis chapter, | will show how | began to relax into my
identity both as a researcher and as a teacher and how, towards the $ast gear
research phase, as | began to reconceptualise my practice and my identity, | gradually
recognised that as well astblishing for myself the importance pfoviding discrete

time for classroom discussion, | coulnly changing the form of logics upon which my
ideas about my practice were bassitijate my discrete discussion sessiwithin

existing curricula and orgarsational frameworks, work at providiregbroad array of
dialogical pedagogies and still stay close to my valGeaduallyl came to value my
practice more, as the relevance and significance of doing discrete critical classroom
dialogue within a broader idlogical form of pedagogyyecame clearer to me.

What does my practice look like?

I need now to give a flavour of what my practice actually looked like.

As my practice evolved during my study, | began to take it for granted. | thought that |
0 d i dydittlevtreatr was different from regular classroom practice, and | thought my
classroom was much | i ke any good teacher

watched some of my videos said in an email:

Whaty ou are doing i s iymherrtebchar who | donot
engages children in thinking and talking as much as you do. | really have

never seen children so actively engaged in thinking critically and so

invol ved i n |l i stening and bulil ding 0
children. Your classroomigtussion videos are inspirationdEmail
from M. 10-11-05)

In a recent conversation with my supervisor and a critical friend] my
supervisor asked me to explain my role within classroom discussions.

0 What is it t hat you aleat anelrdggs do wi t |
critical thinking?d she asked)]| Il t houc

o1 donot think i1itdédsdoeathbygy abobabiwhant
about how lam and aboutwhat |l dondo® (RD extract fr
convesation with J and C 121-06)
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By this | meant that | now understand that my practice is often as much about how I am

in relation to my students and therefore what | refrain from ddtog.example, my
ontological values influence my educational values solttrgtnot to impose my ow

thinking on the childrenor askpredominately closed questions; neitder| treat the

chil dren I n a patroni sing or superior

Cc o nv er s aautonmticdlyl noa make time available for discussion during every

lesson. Automaticalllu s e appropri at el y (acrdiclpgriendsvhoi c at e
watched my videos commented, ol notice Yy
guite sophisti cal0ey). | hasentakenacgre @ enSureDthat2n®y
students never feel prohibited from interrupting with questionsoféering their

thoughts In this | believe | am demonstrating care for my students as people and
respect for their integrity as learneshile encouraging their capacity to be critical

thinkers At the beginningdf my studiesas | consciously transformed my pedagogies,

these were deliberate acts. They have
becore 6how | amd, inrelationaith masyudeats. bei ng
However, m question enade mes tbink.0Perhaps | had underestimated my

own role. So in this chapter | will explain what | do to facilitate a form of dialogical
pedagogy that encouragesople to be criticaWhat was interesting to me a few weeks

after the conversatiowith my supervisoras | begarwriting this chapterwas that |

realised | had not immediately considered all the dialogical practices | use, as | have
now described throughout. Perhaps | took my pedagogical valuegrdoted. |
considered that | onlyid what seemedhe sensible thing to do at the time. | invited

parents into my classroom as knitting partners, and as listeners as children read. Parents
who have an interesting occupation or come from another cometginvited to speak

with the childre. | invited elderly people in to talk about their lives as children and |
encouraged my students through the OworKk
syllabus to work on projects that involved them interviewing their grandparents. |
encourage the dbren to think critically about their history lessons d@ad s k Owh o s ¢
voice i s being heard and whosnewregdarly e i s
discuss history lessemwritically and the childremave begun tshow evidence of being

extremely dtically aware( s e e 0 S:tFiguBer8.8 p.28®beldw). My students
correspond with children in the USA and have had interesting learningiesqes

from this practice Chapter 9). | organised African drumming workshops for the
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children, which was #n expanded to take the whole school. 1 inviteginges to

come in to teach them songs from other countries and incorporated the songs into a
schootwide Intercultural Celebration Day that | organised. | take my students out on
field trips, on charitywork expeditions, such as carol singing, to the theatre, to other
schools, to the cinema (It must be noted here, however, that institutionally such
practices are encourageahid supported | accompanied my students to galleries to
share in te aesthetic gxe r i e n c e artwdrk andt tdn respana by drawing from
observationl provided opportunities for my children to respond creatively to artwork
through their English writing syllabus (see Append)xakdinvited visual artists to my
classroom to share dlr love of their craft with the children. The children have
responded by engaging these visitorgi@mogue | feel that all these events provide
learning of a kind that makes the childmaitically aware of the multiple perspectives

and realities of thir world (Figures8.1, 8.2, belovand other pictures throughut

Figure 8-1: Photos of my students goingcarol singingand browsing at a book fair
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Figure 8-2: Video still of my studentsresearching togetherand photo of studentspresenting
findi ngs of theirresearch

I will now focus my reflections on how my practice is beginning to influence wider

institutional practices and cultures.

Influence on institutional practices

During the third Action Reflection phaseof my studies | worked with groupsf
approximately thirty children aged eight to ten years in three Third classes. At about
this point, | also began to reconceptualise my understanding of what | was doing in my
practice in relation to influence wider school practices. | will develop t@Emeé in
Chapter 9, but will say here briefly that by September 2004 when -aefieation

cycle 3 began, all classes in the school were now dminge form ofveekly Thinking

Time discussions. At the request of our pringipalleagues antddeveloped a open
endedevaluation sheewhich enables us tassess and monitor our practice in refatio

to classroom discussioAfpendicesD.1. to D.5): and | also set up a process of
ongoing professional development for staff members because our school waggrowin
rapidly and new staff needed support in learning about Thinking Time. This support

took several formsncluding the following:

1 reqular invitations to colleagues to obseavel critically respond toy weekly
discussions (20G£2006)

1 input at staff meetigs about topics that worked well in my classroanad an

invitation to colleagues to share in these practi@42006)
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1 on school policy planning days | organised group sessions whereby teachers
who were gaining confidence in doing classroom discussiere invited to

providepractical guidelines for other less confident staff members (2006)

1 through a mentoring programme already in place in the school | set up a forum
whereby new teachers who wanted further support would come and observe my
classroonpractice (RD 2002006)

T 1 developed a 6Thinking Timed fol der
sample topics andome references to literatured. did this from my own
experience of feeling inadequaaed lackingsupport when setting out to do

classroom discussion ten years ago (2Q086).

1 My principal continued tdoe enthusiastic about Thinking Time and Ipatlan
empty classroomat our disposahsa discussion roomThis meant that children
and teachers did not have to spend time rearrartgeig own classrooms to

make a discussion circle.

| also continuechaving weekly discussions with my childremhile developingmy
evolving dialogical practiceMy students were getting more and more frequently
involved in discussion during each day. Whieis happened initially, | was perplexed
at being unable to teach a lesson didacticaig worried about letting go of my lesson
plans,and | will shortlyexplain what | leared froma particularincident

Remaining with my theme that | could articulatere clearly how | was able to make

informed decisions about the quality of my work, | can say that, alongside the
development of what | believe to be critical awareness in my students, | too began to

ask more critical questions of my practice amgthinking as | increasingly challenged
problematic issues. | problematised and refined my understanding of the terms
0di scussi onbo, 0di al o ghkroenban inigah abnceénctimai myi c a |
children and | could not always claim to be in dialggbecausesometimest seemed

to me thatwe wer e involved in diexcsuwussiomm o rNoic
2002 p.142),1 soon realised that being overly concerned with such labelling was
grounded in a propositional form of logic and that it did not matteether we were

engaged in discussion, dialogue or conversation so long as | could claim to be living to
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my value of trying to transform my practice from less didactic to more dialayidaso

long as a overallspirit of dialogue (Bohm 1998) was pretdmrealisedoo, that were |

to try only to analyse into discrete categories what happens when my students and | are
talking and thinking together | would not be doing a-seifly of my practice: | would

be moving into outsider interpretive researchutlmy students and their utéerces and
adopting a traditionalsocial science methodology. As it is, | have learned the
importance of incorporating these moments of analysis into a holistic representation of
my research. | can appreciate now how discussasnthe sharing of opinion, often
seguesnto dialogue, as an engagement whereby each person enters into a closer and
more equitable relationship through sharing ideas, and can also transform into

conversation, a practice capable of encompassing botiydebnd discussion.

Gradually, the discussions with my studesti®wed me that meeded to make myself
more aware of several issues and | was increasileglyby my studentsto a
problematisation of issues as diverse as the objectification of peopismrand
stereotyping; consumerism and advertising; globalisation, the MacDonaldization of

society, freedom, courage, and even classroom discussion itself.

Trying to become a better teacher

In trying to come to an improved understanding of my practic#isnast cycle of my
seltstudy research, | believe that | also refined my understanding of the affective and
relational aspect of my role as a teacher, so that | now accept that it is because of who |
am, and how | am, in my relationships with them tham able to influence my
students to contribute critically to their own educatiomow began to reconceptualise

my identity as a critically aware person
had begun to see this in the previous two cyclestwtl recognised more keenly that,

unless | could say that | was working in a way that promoted equitable, caring and fair
relationships with my students, | could not claim to be living to my pedagogical or
social values. Claiming to be engaging in demticr@nd inclusional practices meant

first recognising the equality of the mutual sense of uniqueness and importance that the
children and | held, and how this view carried implications for how we may wish to
influence our wider contexts. Whitehead and McNi ( 2006) state that

yourself as in living interaction with the world, and also involved with others in
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processes of knowledge creation, you may come to see social purposes as finding ways

of improving both your own processes of interattioand knowl edge cr eat

I al so began to appreciate that my aim ¢
teacher, i mplied that I needed to have a
teacher in the first p lacher envolve3 dakingn ey bei
responsibility seriously and holding myself accountable for my practice by constantly
testing it against my standards of judgel
teacher for me is also closely linked with my relatigpstwith my students, so the

quality of the relationships becomes a living standard of judgement.

McNessetal (2003 p. 245) suggest that what it
a mix of professional knowledge and skills, but also encompassdslignta build
relationships with the learner. From the 1930s onwards, if not before, they state, many
researchers and writers have argued that the affective dimensions of teaching are central
to being a 6good,bnMcNesasethled03p.249ahbslalsaargied 9 3 2
that human relationships were vital 1 n sc
in schools result from the interaction of
not go far enough. | agree that relationships maltet good relationships may not

come about by accidertwould argue thaan interrogation o n ee@usationalalues

so as talevelopeducativerelationshipghatfostera spirit ofdialogue is essential. This

for me iskey to understanding howdncoura@ my studentand myselito be critical

My awareness of my own understanding of what it means to be a good teacher further
influenced my ideas of what good schoameans, and | brought these understandings

into my professional education work witlolleagues as our school began to expand

(see Chapter 9).
| also began to look at my data and the form of representation | had chosen.

Forms of representation

I now recall an inciderthat occurred ithe second year of this third ActiorefRection
phasewhen | expressed my dismay to the children that a particularly lively discussion
had not beewitnessed

Me: | just wish that someone couldveabeen here to witness that you
all said these wonderful thingsé
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Emi | y: Scuse me tedhalver QBUwWi wasselse&r

Me: Ohl So | have! Of course! (RD excerpt fro@nce upon a
ordinaryschooldayd04-10-05; AppendixC.7.)

Along with the fact thathe childrencould authenticate my claim to have acted in a

certain way | also bega to look anew athie form of representation of my data. For
exampl e, foll owing the episode regarding
Cupboar doé s tadatagxcespbetow, I noteddah miy diary that |

€ regretted that | was reduced to a lingusitic formmepfresentation fo
this epi®de and wished | had videoed(RD 25-02-05)

-

| began to wonder if | couldresenimy practiceanamo r e  owaywheanafferifg it

for public scrutiny werel to video more of it. This insight wasentralto my
subsequed eci si on to film as many of the disc
make it possible 6to capture the nature
(Whitehead and McNiff 2006 p.745). In an effort to be as fair as possible, | decided

to go with my decision to capture all sefsentdiscreteclassroom discussionthe

good, the bad and threally awful, andwhere possibleto keep a visual narrative of a

sample of dialogical pedagogies as examples of pradtuie. thisalsobecause wén |

first learned about the practice of philosophy with childret996,1 was shown only
videos of 0 s u c, arg subsequenily wdsjdstedwisers inyostudents

and | did not seem to uttgrhilosophicalb nugget s 6. | t tooMorul d b
practitioner researchet® see that research is not always tidy and that classroom

di scussions do not O6happend on demand.

Beginning work with 3rd class

Returningto that first year of Action Bflection cycle 3: inSeptember 2004 our school
communitymoved into the permanent school building and | was allocat&tcass of

thirty-two eight to ten year old boys and girls. Throughout that school year, until June
2005, | held weekly discrete discussion sessions with them on a wide range of topics,
and diring the first year of this phase of my studyinltially relied mostly on
transcribing what the children said from
discussion topicsmostly apse as children critiquedfrom a resource of books
incorporating amork, CDs, novels and picture books which had evolved into a

O0Thinking Libraryo.
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As already notedthere wasalso another resource made available in taatempty
classroom opposite mine had been designated the Thinking Time room by the principal
However after first welcoming this arrangement from a practical point of viaw,
episode from my practice showed me itsexistence was actually reinforcing tea
that thinki ng cr iotdihacyalassrgom wacgdeedddd af tfae r eexnct edr
36below) For example, in order fahe spare roono bereadily available for use by
fourteen teachers, itssehad to be timetabled. To me this reinforced the divorce of
classroom discussion fromhat of an organic dynamic engenderedthin classroom
relationships betweeritically awareteachers and student® somethingthat was
artificial andseparatdérom regular practiceThis understanding developed as | began to
see that the teaching of critical thinking was not what | was about, and that ky wor
was about encouraging critical thinking as part of my everyday practice, with potential

for becoming part of institutional practices.

Episodes of learning from practice

Focussing orsomediscrete discussiortsowever | now draw on several data episodes
that | believe will demonstrate that, along with becoming a more critically aware
practitionefresearcher, my children also provide ample evidence of being critically
aware, and this capacity enables me to articulate clearly how | judge the quality of my
practice and my research.

Dataexcerptl:l earning from é6The Indian in the Cupl

The first episode occurred on-R2-05 when the children and | discussed the novel
Indian in the CupboardReid Banksl982. The novel explores many concepts, among
them the idea ofthe objectifying and using people for gratificatibrin this case as

childrenés toys

The children were seated in their ciratetheir own classroondiscussing what they

found interesting in the novel. Two teachers new to our staff pvesent as observers.
Neither of them had any previous experience of this kind of classroom discussion. Their
attendance had been negotiated with the children and their parents and was part of the
professional development programme in our school wheredghées learn about
classroom discussions by actively observing and taking part. In keeping with my

democratic values, the teachers and | sat in the circle as equal participants with the
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children and only spoke when it was our turn to do so. I noted inimydy t hat 0
childrendés questions qui ciprbvwkinggde c(aRMIB- 2dde e p ¢
05). One of the children raised the idea that Omri, the principal child character in the
story, had become very mature as the story evolved. She said:

M: Well, I think Omri kind of grew up in the story because at the start he
was excited about having a real live Indian toy to play with and then
when the I ndian chief died he| began t
toys or things. Then when Patrick wanted tb Igads of cowboys and
Indians to come to life and make them fight, Omri was really terrified of
that idea.

S: Yeah, | agree with M: | actually think that this book is really kingd of
I mportant for making wus think about t

sold ers get used and | i ke we were sayi
model s é they often get wused fior sel |
arendt things; people shouldndt be tre

One of the teachers later commented:

Those children made mtehi nk about i ssues |t hat | 6V
before! ¢é 16d be §teykmwumoredhartldddc h t hat
(RD 2402-05, observed by LOS and MOM)

A second incident in the same discussion also provides evidence of deep and critical
thinkingonac hi | dés part . One boy E struggled t

mean a lot to him:

Well, whatodos interesting for me is thi
sokindofstucké i n the way he thinks |about Li
him a Okdiirg ys asvage 06, even thiqugh Litt

always washing himself and Boone hardly never wants to take a bath.
He wonét even take off his underwear w

Is that how wars happen? Is it over the way that some peopleothieik
peopleds ways are different to their ¢
ones? Boone seems to think like that: he seems to think he has to be

right because heds a cowboy. And Litt!]l
do wars happen aoplejustgealoyandlivewithdét pe

each other? (RD excerpt from discusdiodian in the Cupboar@4-02-
05, observed by LOS and MOM)

The observing teachers and | discussed the session afterwards. Both teachers
commented on the way hadkhaigedBdhe speke.tHis voice d e m
had gone from being quiet to impassioned and earnest; his face had expressed great

seriousness as he had struggled to articulate what he was thinking.
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This child had been so articulate and so déagking in the discusion

circle that both teachers were surprised to |dater that he attend
learning support on the basis of his standardised test results. They had
never questioned the authenticity or necessity of standardised tests
before. Like |1 had done for many ysarthey saw such assessment
procedures as being valid ways of finding out what children knew.|(RD
25-02-05)

Apart from the importance of my deepening understandingcoha hbditg te think

for himself, | also saw what | had not seen before h e oo@leirtsy 6 of E
been largely silent and lekey in previous discussionslis values of justice and
fairnessand freedonwere suddenly evident to me. | saw his empathy and compassion
for themarginalisedLittle Bull andthe purity ofhis sense of duageat the bigotry and
prejudiceof Boone | saw his struggle to make sense of the-semse of war.In
Chapter 4 | spoke about two children whtthough articulate and clear thinking, could
not demonstrate their intelligence in the standardised téste now was another child

for whoma standardised form of assessmerihadequate and unjust. It would appear
that his intelligence is not recognised or valued by such tests: in fact | believe it would
be fair to claim that the standardised pen anctip&ased tests fail his intelligence
rather than his intelligence fails the testcltests offer a very impoverished view of a
chil dbés ilmdelaling sucghemattery)cNesset al. (2003) suggest thathe

A

affectived domain of English classrawms has been overwhelmed 6yt h e eifaf ect i v

culture of managerialisnvhich presents a pragmatic rather than a consensual approach

to educatiorand which relies heavily on a technical rational form of logic, displaying

é¢ what Haber mass haisn gterf emeamretdalt or aat i onal i

that the criteria used to establish the best course of action are decided not by
reference to the best reasons, but with reference to the most efficient and
effective course to achieve desired ends. As a consegutdre current
emphasis on a performanodented managerially effective model of teaching
had caused teachers in England to struggle to hold on to a commitment to the
pastoral and affective while trying to enable their pupils to achieve the ever
increasiiy academic targets being set for them in national testing.

(McNess et al. 2003 p.254)

Following this incident | reflected that Kinchetod2004), Appl® §1979) and Darder

et als @003)critiquesof the technicisation and standardisation of educatimmmade
moresensdo me | saw how standardisati@an be seen to negdtee uniqueness and
individuality of learning styles and intelligencand how it can stymieteaches from
teaching in creativeways. | saw how children are expected to be depositories of
knowl edge in Freireods anfd Lcdud2see atsd @ ink ton g 6
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Foucaultdés hdvPpeoplg wh a e d o o f predefidetimodeb are
pathologg ed and 6ot heredd as needing remediat
spaces for children to think O6outside th
hoped would redress the unfairness of didactic pedagogies and prescriptive practices
basedon propositional logics and technical rationality. These understandings led me to
conceptualise my values as the standards of judgement by which | was able to establish

the quality of what | was doing.

M and S and E, the children whose voices | have predem the data excerpts above

areor dinary eight and nine year old school
into thinking in a certain RDR2¢01-05)bBredy 61 o
are eager to discuss their ideas with peers. The cheteeeen silence or speakiig

theirsto make Those who choose to speak come to their thoughts themselves, through
sharing ideas and developing what others say. They have not been told what to think by
me; | encourage them to think for themselves, as tnapscripts and videos
demonstrateThere is no pressure, other than they show respect while others are talking

as can be seen in the video links throughout this document

| can now articulate that, from an early focus on teaching my children to thicklbyrjt

when | would have judged my practice in terms of whether or not they did, | now judge

the quality of my practice in terms of whetmay studentsre able to use that capacity

for critique in creating their own contexts of care, freedom and justidbis way, |

ground the manifestation of my own capacity for educational influence in how my
values are lived throughout my practice. | claim that my revised purpose is to examine

and explain what | do in my practice in relation to living more closalyatds my

val ues of respecting childrenbés capaciti
tracing the development of my and their critical awareness, and how this is used with

social intent.
This growing awareness however led to further probtisatzon.

Data excerpt 2: beginning to change practice

In February 2006, while pondering the concept of freedom as | wrote this document, |
decided to ask my 8 and 9 year olds what they thought freedom meant. Their answers

led me to think again about whetr my process of classroom discussion demonstrated
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freedom. Despite the fact that the excerpt shows that the children were actively
involved in the process of being thinkei
began to questiomgain the idea of etting aside discrete time for discussion and
reverting to largely didactic practices for the rest of the wiegkas then that | began to
reconceptualise my practice and see that | needed to locate my discussions in a broader
dialogical frameworkas disassed earlieHere is the excerpt from the discussion and

my initial reflections on it.

T: Well, yeah, maybe € | think doing
even doing bad stuff eBxude pytouibtrées fmceete
do it. You have to choosEreedom is choosing.

W: I think that maybe therebsf é |ike
freedom t hadtidks nyootu fkrneoené é youlbre free
but thereds freedom to do bad| stuff t
that, because if youefj caught you get punished. But nothing happens

to you for using the good freedom.

Jr: | agree with T and with A too. You can think what you like but you

canot al ways say what you thinké fre
saying what y ou | oulk eneag beiRgefr@d to dor e e d om
everything even i f i1t is killing &

P: | disagree with some people and | agree with others who said that
freedom is doing whatever you| want bu
from 6Fr-@2®@omd 07

Later, following transcribinghie dialogue and marvelling at the richness of some of the

childrends contributions | wrote in my di

The children seemed to enjoy this topic: | sensed that it was strefching
them a little as thinkers and, as different thoughts were added to the
combinedp o o | of thought s, I had |a sense
thinking being expanded to include ideas from others.

The contributions from the children range from relatively simple

observations such as CO0s: ol think frr
toore another6é to more sophisticated thi
on to the very thoughtful and critically aware suggestions such as [T and

P made.

P6s remarks were built wupon what he h
reflections upon those ideas led to $usting through each contribution

carefullyi 61 di sagree with some peqple and
only in a way.©©
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P is
wayo.

very definitely thinki

ng

To me, the transcript displays strong evidence lufdien deing
t hi n k adively voicing their thoughts andctively engaged i
critique,anal ysi s and synthesis of

They are not, | believenerelys howi ng t hat t hey
andcandisplay them; istead they are engaged in the process of
thinkers together, of collective participation and of delight in

activity. I al so posit that t

me neither is there evidence ofe imposing my views on therfRD
07-02-06)

As the last stage of my research got underway | continued to reflect on what | was

doing and how | was going to write about it. | felt that | had moved on in my thinking

about my practice to a more critical phase but 1 still had the naggiog urging me to

look again, to reflect more, to do something else. As | wrote my journd)X0%) |

posed a series of questions to try and come to some understanding as to why, despite all

| had done, I still felt a sense of dissatisfaction with mytme.

Reflection 2

I am claiming throughout this document th
themselves. However, | am still somewhat limiting this to discrete discussion and|as
shown in Chapter 7 Noldings 200 plj8isatisajusiand er s a't
fair and caring practice really? Noddings
reveal care, promote trust and invite ren
at what | have achievel:6 ve adopt ed moregl &vie | soegti cuad vpee
di scussi ons, | 6ve provi deld rsealcley foa/n @tor o

can do any more than that. Why then do I still feel that something is missing from

practice?

How do | improve further what | am doing so asbnour the values of freedom and
justice and care that | outlined in Chapter 1? Is doing Thinking Time and making
space for informal conversation enough? Maybe these two changes to my practic
but a beginning. I still need to do something mbt&ve | actually grasped the nettle (
living my values and my living theory of educational practice yet?
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Is there not a contradiction between claiming to value children as equal to me ye

holding control over when they do discussions and when they ate peak?

This was the stage when | began to introduneesen wider dialogic array of
pedagogies into my practice such as have been outlined earlier. | also try to resolve that
dilemma by saying that although | claim to see the children as equal to theiri

human dignity and worth, | also recognise that the children and | are in an unequal
power cont ext within the c¢cl assroom, whi c
opportunities for active engagement with knowledge generation. | need now tn@xam
what | do to see if, in order to try to achieve some balance of power in my classroom, |
try to use my power in a caring waldblit et al 19%) so as to create the conditions

for a more dialogical form of practice than is the often the case inclaserooms. My
purpose now is to check whether the children are able to make judgements about what
they are doing. If they can do that, | will be content that | have managed to live in the
direction of my educational values to the extent that my childreralale critically to
comment on my values themselves, and decide for themselves whether to live those
values in their practice, without coercion from me. | also now see that | can possibly use

existing curricular structures to do this.

Changing practice

| realised during 20042005 that my practice was changing when | found myself giving
more and more time to unplanned classroom discussion. Topics for discussion arose

spontaneously throughout the school day. A discussion arose one morning when a child

chdlenged one of the tenets of the Creed fromthggREo gr amme. He asked
only one God and he became man in Jesus
hand of the Fathero? Does that mean he i ¢

11-04). A PE class developed into a discussion about the importance ofimybésy,

following a row where one child asked, 0
on breaki ng t-01-85). The higosypiwgramReéled 207discussions such
as . OHow did Stone Age people know what f

ones who made the right choicgsout which mushrooms and berries weresd@fe ( RD
09020 5) or OWhy do some countries want t o
(RD 2203-05). Investigating Francisco Pizarro and the effect of his Conquistadors on

the Aztec civilisation using the data projector and the internaite
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http://www.pbs.org/opb/conquistadérted to the P 6 question:dHow come nobody

stoppedPizarr®® To whichCH replie d 6 We | | how come nobody
Pizarro was af tBushistaftereoil. ASameghind $ begcod uwls. e h e 0 s
superpower | i ke The308) Aregson ostinaire®avaked dhe R D

g u e s tOuraumversed supposedth ave started with a Abig
the big bang h04@bp Pistussions?aso eyoR&l aduhd topics such

as conservation, ecology, gender and social issues sparked by questions arising from the
Social, Environmental and Scientifitducation programme (SESE) and the Social and
Personal Health Education (SPHE) programrewards the end of the research cycle

my students and | kdamoved on to examiningextbooksf o r examples of

t h i n.kHormexatple in February 2007 as nydents and | read the History lesson
about St Bridgetods | ife, C suddenly had a

Today C was reading aloud the story of St Bridget ftbmHistory
textbook and said 6ThatéBriadgetr yl owoed |
the pooré wh at thdatonesa n , 0 s hpmor?l Tohvaetdd st hcer ac k e d !
Did she not |RDWOR2@/nyone el se?0

Later, that day as | corrected written w
comments had contributed to the critical awareness of otherSi¢ere8.3 below):

T ufﬂz Ot g

. d/ku/ ZWA o
?L nEUZI*M A muvt %,)%' ; M\/ A5 MMW MMg
v w,p 3 \outh, Sher loved Joocls 1, poeple
: &Ti?.,é J\z :mﬂ../ S A %M and the poer onde aich _and
‘ ! /
Hj‘“ﬁ o vhe anbloller, fShe weudd gire
Even Mawxwl?aé waﬂfj& M.L) Mmﬂégloﬁszﬂnd
,ZL V,Nu g o "f// b adk When she ,got e ailk she
‘ iuh’l(’“p M{‘,JLPZL#, \LW W’&éw%’d’)@““f&
P c({ yeors later /w/ M{«r’ went
' f %/ '*Jh’ M'? )%' AM?' ﬁ to 5420 t&cW /’Mi /ﬂ-[)oor
WAJ f memw ,J}J Cﬁww’é mor¥Snd. she gorchim Be
FM’S’JZ L’(f@') Zpﬁ

5t waf}_a(,”/ %M#’JW%SQ Dads sordThe End

Figure 8-3: Scanned copieso€Endés and Endés stories about St
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En clearly learned from this exchange with C because €205 he
wr ot e: 60Bridget | oved the rich, the p
Cn was similarlymf | uenced. He wrote| 06Even a
respected the rich, poor and in betwéen ( R@2-010 1
Dataexcerpt3: Learning to O0let god of | esson pl an
On 3005-06 my students and | were involved in a Geography lesson about the rivers of
Ireland. Bebre we began | tried to honour my value of giving time to the children to
display their knowledge about rivers.
The children began to tell what they already knew about the lohgest
rivers and the widest rivers and the rivers with the greatest volume of
water and their experiences of rivers. The conversation was lively and
enjoyable. Then CM said
0 e Amazon has the most water bug leirg threatened by all the
trees gethg cut downntheRai nf or e-8506). ( RD 30
| wrote in my diary:
Several childre wanted to give their views and demonstrate their
knowl edge about that topic so|l put as
rivers of Irelandd and settled down t c
of knowledge the children had about deforestation andhtieat to the
ecological balance of the world.
Then JK said, 6One of the main reasons:t
down actually is because the |peopl e &
gives them money if they cut down trees and make more fields sp that
|l oads of McDonal dbés cattle can eat gr ¢
became heated. Many <children |had opi.
wanted to their voices to be heard. Several hands were waving madly. |
tried to let everyone who wanted to speak do so.
Suddenly CO said, 6éTeacher this is so,
a Thinking Time on thi d5isfleéddndf check
Teacher, get the camera out off the <cu
research too and good for our brains andtiounking and we should be
filming it. o
In a matter of minutes the children had formed a circle of their chajrs in
Room15; CO had set up the tripod and A was attaching the camera and
the external microphone. The discussion lasted over 90 minutes. The
chi dren were initially extreme|lly pol em
became more reflective and critical as the time wore on. (RIbE®)

The episode showed me several things.
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1 First | saw that | had come a long way from being the kind of teacher who was
so concerned with sticking to my lesson plans that | would never had allowed
children to digres$o this extentNow | believe that by doing so, and giving the
children the floor, they were learning vital skills and making meaning for
themselves about sothéeng that was obviously very important to them. They
were actively engaged in critiquing consumerism and adverfiskigpwledge

that | would never have been able to deliver didactically.

1 Second, they were demonstrating a critical capacity to say wkywhs
important and its potential significance. | realised that in interrupting the class
and making me aware of the importance of what was being discussed, CO
di spl ayed greater critical awareness
i mpor t amattwé shautd de récbrding the discussion. She also seems to
have recognised that the discussion in the classroom was not as fair as it should
be, and that the dédhands upd system wa:¢

a circle would be fairer.

9 Third the children appear relaxed in the circle and seem to engage with me at a
mature and equal l evel . At one poi Nt
Mc Donal do6s qtinplaygrouodg ®© geathekidleapt t ent i on s o
go there more amfdt esnaby., 10 Biunt dhdwedhekti d s
money surely, itdéds the Mums and Dads wkt
conversational way, O0Yeahouldbbrdlynte met i r
and theyjust do whatever their kidgellt h e m  t(see belaw- Mideo link:
becoming more critical and confiden)h i s point, I sugges
awareness of what advertisers calll t h

appeared to have had a grasp that children sometimes had power over adults.

Well, i t 6s not j ust kids é |1 ots| of Mu ms
[ McDonal d6s6] too because thereds peo|
therebs people whooll mind the kids.
Wel |, |l di sagree with T becauise if th
Mums and Dads would begpset too because the kids would be going

mad.(RD 3005-06)

Reflecting on how I owas6 in relation wi

equity was evident in the manner with which KL and | spoke to each other, with no
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sense of this as an un&j power relationship. The same kind of interaction can be seen
in several videos where there is sharing of ideas anetdkimg, with no hint of me

imposing my views on the childréiideo Link: Sharing of idesa& turn taking)

As | watched the video, | was impressed with how the children seemed to have critical
awareness around consumerism, advertising, globalisation, and the hegemony of brand
driven culture. They also showed an awareness of inequities invitréd. O spoke

about the way in which McDonaldds is per
when she spoke about her auntds experien

restaurant wearing casual clothes

O: Whenmy cousin went to Belarus afdhe]w e n t i nto |McDonal d

she had on jusa tracksuit and a T shirt améhen they went in everyone

was staring at them becausavastahe peopl
d

poshplacand t hey shoul dbve dresse up

Cl al so seemed to geaspbtwer Eaat dekhat
attract children into the restaurant:

I think theyobére tricking smal]jl littl e

theydébre only buying them for the toys.

This was interesting for me becauSkis a timid girl who rarelyever
spoke in a disgssion. (RD 30:05-06) (Video Link: Becomingmore
critical & confidenj.

Reflection 2

This discussion seemed to provoke CI into speaking, perhaps because she
considered it to be an important topic. H, who alseelyacontributed tq
discussions, also made several contribsgtitmthis discussion. The videbows
her blushing and fiddling with her shoe but determined to have her say. Perhaps it
was the relevance of the topic to their experience; perhaps it waacthadtit
was May andve were now comfortablegetheror that this discussion had been

the chil dr kn6do e svivba ndaseastisttratrfar an hour and a

half my children and | were engaged in critiquing the dominance pof a
multinationalcompany that Kincheloe (in Steinberg and Kincheloe 1997) suggest

perceive children as oO0consumers ipn trairt

| subsequently looked up the concept of pester pawdrwas concerned when | read
that
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€ today's aver age Bhastmany hs 480tbiahdchamess f a mi |
by the age of ten. Researchers report that our children are more likely to
recognise Ronald McDonald and the Nike swoosh than a representation of
Jesus. One study found that 69% of all thyearolds could identify the
McDonad's golden archeswhile half of all fouryearolds did not know their
own name.

http://media.guardian.co.uk/site/story/0,14173,1600020,00.html

| saw hat by encouraging and supporting my students to critique concepts such as the
globalisation and monopoly of fast fgddvas living one of my values in practicehat

of contributingtoa open society. M beDseemaa & metaghori n t h
for the increasing technicisation and rationalisation of society. According to Ritzer
(2004) Ray Krog¢ t h doundeb of M c, Dspearheladid the principles of
rationalisation as he lectured franchisers of his business on the ofaistandardised

menu, onesi ze portions, 6same prices, same (¢
according to Ritzer (2004) doMdopbratorsaxhcdyd s p u'l
how to draw milkshakes, grill hamburgeésf i xpeedise cooking times for all
productsé f i xtardlardp or t i ons €. i dent i f inm@thityhat fr
secondsofaninéh ( Ri t z e, empBaSiDidorignal¥Echoing Habenas (1987)

Ritzer (op cit) argues thad¥icDonaldizationd i d not occur i n an hi s
asembly line, scientific management, and buceacy provided many of the basic

principlesd (p.41).

Reflecting later on the discussion with the childeh coul d see t hat
thinking hadprovidedme withfood for thoughtithey hadhelped me to ke critical
connectionsthat | had not hithertorealised existedFor example] could now see

parallels betweethe phenomenon of the technicised and globalised fastiridodtry

and theincreasingechnicising and bureaucratisatiohsocietyi including the current
corporatisation of educatio(see also Bonal 2003, Greene 1988, Kincheloe 2004,
Lynch 2006, McNesgt al. 2003) My students demonstrate that they are now active
analytical critics who see clearly what advertisers and mattonal chainsra trying to

achieve. Even more significant, they are able to comment on their own capacity for
critical engagement . By relaxing the Ore
children that this topic was important, | demonstrated my faithinthdcd r e nds c ap .
to recognise an important learning area. | was living to a value of encouraging children

to exercise their capacity for thinking for themselves, and to explain that they were


http://media.guardian.co.uk/site/story/0,14173,1600020,00.html
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capable of doing so. | did not tell these children what t&iHmstead,] found myself

being influenced by what the childrsaid

CM displayed further critical awareness when afs® critiqued the onsidedness of
the topic

The thing I 6m wondering is why are we
Because diher Ros k &do s, KFCb6s an
saying is McDonhdDRiodmnsa(RMAEEEWN al d o6

And KL demonstrated her capacity for sound judgement when she said,

I di sagree with what K and T |said bec
everyday ou 0| | get fat and é youdl| I get v
if you eat in McDonalddés for |a treat
weeks (RD 300506)

| was provoked to think also when JK said

| think that there might be some relation with Disney Bfhdf Dondal d 6 s
because if you think about lbads of the toysn Happy Meals are toys
from Disneyfilms. (RD 30:05-06)

As the discussion progressedound myself realisindparticularly, when A.a child
from Lithuania who hadnly recently joined our schqolspoke about the toys being
detted in the Vilniud Mc D o nsathatl fdod, which is a distinguishing feature of
culture, 8 being homogenised by thegemonyof largely Americarfast food valuesl
was also led to question my hitherto taken for gramslimptions about thecent

phenomenon of thienmigrant labousituationin Irish societywhen CM said:

Yeah and something else ¢é |db@k ¢é whe
t heydédre mosittlhye apd d o pfloer eti gant wpr k ther
that people comefro ot her countries | ust to worl
barely hear any English é youdll hear
speaking French, Spani sh and all ot her

hear English and youodl!l Imandovinydbety wher e o
come? (RD 3@5-06)

I considered CMOb6s statement to be eviden

capacity for debating skills. This led me to some reflection:
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Reflection 2

| need to think this through: why do so many foreign workers getoymeint in
Mc Donal d6s? I s it because of the | ow wage
prepared to work and that therefore exploit the foreign workers? Or is it because
everything in McDonal déds i s isaethefoandar di s
available there so ubiquitous that they almost constitute a form of language in

themsel ves? CM6s questions | ed me to ask

This discussion led, in fact to me buying several books dbbwe 6 Mac Dongal di z.
society, (Ritzerl 998, 2004kt ubadnhdréRi &eei nb)er gl and
books which, when | read them, endorsed n

analytical skills and grasp of issues relating to etalgeted consumerism.

In other words, | now believe thalirough thinking critically and thinking for
themselves about issues of globalisation, the children had influenced me to be mpre

critical also.

Reflecting on what | have written in this chapter, | am aware of how | have changed my
pedagogies from coer@wcontrolling to invitational opennedssee how | am receptive

to the childrends thinking andmrowavare es s or
that, despite nearly five years of study and more than ten years of doing philosophical
enquiry with clildren, | had beerso used to imposing my views on children though
traditional instructional practices that | frequently failed to see how deeply ingrained

this didacticism was. had also failed to see them as people, let alone the critically

analytical mople they are capable of being.

I have now learned that | must be prepared to let go of my plans and to go with the
dynami c created by t he chil drenos capa
engagement. Often | do not get to present lessons in theexagcted to at all. Part of

the reason why | was so ready to 61l et go
was because of a turning point in my practice that had occurred two months earlier, in
Mar ch 2006, when I at t &amptheeRklatidnshipséadde | i v e
Sexuality Education (RSE) syllabus.
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Data excerpt 4: Learning from failure

RSE is one of the core resources for the Social and Personal Health Education

curriculum. One of the lessons for third class which, in our school, isdctike

0se

nsitive content |l essond® and whi ch

can be prepared for further questions and exploration of theitapiatains information

about the growth of the foetus in the uterus and how babies are bwepedsitates the

i nv

use of the correct anatomical names for parts of the body and so, in an attempt to give

the topic the gravitas it deserved, | decidedaketmy students into the emptyom

wherewe usually had our weekly Thinking Time session. The whildcautomatically

sat in a circle and | began by reading the preliminary part of the lesson, a poem about

new

l i fe. I then tried to 6deliv

er 6

children constantly interrupted and discussed babies aneéhafake care and

spontaneously shared their experiences of the births of new siblings or cousins.

t he

My research journal notes for the day show how | became flustered and asked the

childrentod p | set@snterrupting so that | could talk

Suddenly C, lookig perplexed, asked,

But Teacher, I dondét get it,
don6ét want wus to tal k?

| answered that | had to teach the lesson and that | had to stick clo
the way it was presented in th

Creplied:¥ah, but why are we i n the
clas®

Heads nodded in assent and CF said:

Teacher, I|like, this is ¢é I|like
al ways saying youdre | ust-imhere,
Teacher (RD 3603-06)

sely to

e teache

Reflection 1

| realised then that | had expected to be able to teach didactically w
any challenges simply because

first time | saw that years of experience of classroom dialogue in a
format meant that the introduction of a didactic practice in that fo
now needed some preliminary explanation, if not an apology from n
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Instead | had simply assumed an authoritarian role and exclude
childrenit r eat ed t hermhas snéustdstemio me an
absorb information without thinking for themselves.

| saw that thinking critically is a feature afholisticeducationpractice,
notanadebn Obonusd that I bestow
into a differienngtd rroeoinm fdofrocre dt ht
thinking as a 015 lbut mgirdourwlassrabmnlass,
I 6al | owleshd thab my @alue of freedom was still r
transforming into a lived democratic practice.

However, fom an initial feéng of confusion and annoyance at {
childrenés interruptions and
discussion, | now felt a huge sense of achievement that | had b
these children to a place where hitherto unguestioned norn
didacticism vere now being challenged. | thought of Neiktan and
Charles Weingartnerl969) and felt | had turned my teaching intg

2d the

o O

at cert
ihrek r ei f i
n Room

not

he

t hei
ought
1s of

r at

D a

ngly and

Osubversived activity unwitti-f
03-06)

Back in the classroom later | discussed the episgithethe children and told them how
| 6d by thei
happened 6t aughtd the

aback i nvol vement

had

t aken r

fool

been

[ |l esson in

G: Well, we would like, probably have let you talk more, like for lon
| suppose

C added, Yeah, but after 1|
could interrupt with questions and tell you stufi.t¢RD 3603-05)

ge

k e, a whi |l e

| then saw that while | had achieved some small measure of progress, there was still a
long wayto go. However, | now see that if | preface a lesson with an explanation of
why sometimes | neeithe cooperation of their silence sotasmpart information and
assure them that | withen follow through with setting aside time for discussion, | can
achieve a far more democratic practice while still also honouring my contract with the

school.

| realised too, following the episode described above, that my children were not simply

6going though the motionsdé of di sveray s sSi on
taking part in real dialogue. This is different to what Elkind and Sweet (1997) referred
to as the way in which many studentis see
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a process wher e, i n oO6discussi owadtsangd hi | dr
supply oO6rightd answers. They cite their o
Our teacher would start to | ead a classr

suspicion that it was just a sham. All she wanted from the class was for us to

fill in the blanks of her prprogrammed curriculum. She would fish around

from student to student until she got the answer she was looking for. So we

kids had to make a choice between sincerely expressing our own thoughts on

the subject, at considerable risk ta guade, or simply giving the teacher what

she wanted to hear. The O0smarterd kids ¢
the teacherodos effusive praise for supplyi

(Elkind and Sweet 1997 p.1)

Burbules (1993plsospeaks about the irony of asking questions to which one already
knows the answer, which, he says, only happens in educational contexts (p.98). Holt
(1964) similarly showed that children use many r at egi es i n order
answer s, or to merely O6survived in cl ass
encourage children to be better critical and creative thinkers, | wanted to provide my
children with a more authentic experienceetigage them in what | understood by
genuine dialogue (see below). | wanted to encourage them to be thinkers rather than
teacher pleasers or providers of o6righto
realise that often there are no right answarg] that social problems can often arise
because of contesting rights. But | al so
norms of what I felt 6goodd teaching me
identities for a long time with my living reseher voice, informed by a dialectical

form of logic, trying to be heard over the louder voice prompted by years of
propositional forms of logic. | believe that the episode above and several other episodes
cited in this thesis, show that | have come somg tewards realising my goal and

hushing that didactic propositional voice.

My meta-reflections

Transforming my practice is a continuous process. | started by gradually

reconceptualising my teaching role and my identity. Over the period of this study,

throgh examining my ideas about knowledge and knowledge generation, | have

changed how | perceive myself as a teacher. For many years | looked on my role as
being one of mastery of many subject areas and whose job was to ensure that |
transmitted as much infaration as possible to my studems | progressed through

this study,| began to change that conceptualisation. | now involve my students in
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project work, enquiry learning, and in critique and | have made a conscious effort to ask
operrended problematic wgstions that lead children to problematise issues for
themselves. | talk less and | encourage my students to take responsibility for their own
learning. Since 2001 | have been actively encouraging children to engage in discussion,
formally in their weeklyThinking Time sessions and now more informally, also, as |
have come to value my students as highly able critical thinkers. The transcripts of
discussiongAppendix C) andthevideolinks included herewithshowclearlythat the

children display a facily in thinking and talking together.

The weekly discussions and my reflections on them have led me to question many
givens about education. | have come to see that education in many western post
i ndustrial contexts i s p ledgenar skiddscor eapertise. h e
My identity as deliverer of syllabi and curricula was also grounded in this idea of
6havingdéd knowl edge and passing O6itdé on.
to assist nagquiréd h i hl Fogtéreghinkng powes. The reality of my
experience of discussions with children aged from four to ten years however has led me
to see that | can live more closely to my values if | to try to be a better critical thinker
myself, and use my critical capacity to providentexts for my children also to be
critical thinkers. This involved a shift of logics and did not happen suddenly. There was
no point where | stopped being a propositional thinker and became a critical or
dialectical thinker. It was a gradual process withny regressions. But the reflections

on my practice over the initial three years of my study led me to see that there was no

other way to live to my values.

| value enquiry learning and have now gone some way towards establishing a critical

community ofenquiry in my classroom. Throughout my teaching life, | have seen how

[

childrenés burgeoning creativity and enql

didactic pedagogical practices. | have referred to the several accounts in studies of Irish
primary education that document this phenomesoci{ aConway 2000Eiverset al
2005,Government ofreland 2005bHall 1995, Morgan 1998, Murphy 2008hiel et

al. 1996). Nor is it just an Irish phenomenon. The passivity anetntical thinking of
students in the United States led Lipman (1988, 1991, 1993) to begin the movement
now known worldwide as Philosophy for Children (P4C). I challenge the normative

conditions that encourage dominant teacher talk and passive children. | realise that these
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didactic situations are premised on a propositional form of logic. Propositional

knowledge, with its emphasis on knowledge as a reified entity separate from the

knower , al so seems to me to 6Otherdé chi
children by talkinghr gel y o6at 6 t hem. Il prefer to fin
di alogic pedagogical style of talking oOw

form of practice, premised on a view of the otimerelation to me and othén-
relationwith-othes, and on a more relational epistemology (see McNiff 2000 and
ThayerBacon 1998, 200) i ddFaosmmboesut( 198having
relevance for my practice. | seek to achieve a more inclusional and relational form of
practice, grounded in opemded enquiry and resistance to closure or absolutes, so as to

live more closely to my ontological, epistemological and social values.

To test my claim that | am endeavouring to live in the direction of these values, | revisit

my values and examine my priaetby posing critical questions for myself such as:

1 In my educational practice, do | ensure that all pupils are treated in a just and

caring manner?
1 Do I create the conditions necessary for a dialogical form of practice?

1 Do | provide opportunities for tahg and thinking in caring and just

relationships?

1 Do | encourage my students to be critical thinkers rather than acquire discrete

sets of skills?
1 Do I resist imposing my thinking on my students?

In this chapter | have offered evidence of incidents teatahstrate my efforts to try to
transform my educational practice and that shows that | can answer in the affirmative to
the questions posed above. By providing myself with explanations for my practice
through a deeper reflection on episodes and evertkepsare recorded in my journal,

in transcriptsandon video, | show how | have arrived at deeper understanding of the
living standards of judgement against which | test my claim to be presenting my

students with opportunities for thinking critically fdreimselves through an enquiry
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|l earning methodology involving a mixtur

conversationdé (Noddings 2002 p.142).

Finally, | believe | have shown how | have transformed my own thinking, from the
outsider perspective ofoted oi ng research ond my studen
forms of | ogic as | oO6taught <critical thir
account of the dialectic practice of learning to be a critical thinker alongside my

children.

These a significant insights for me. | now conclude my thesis by offering what | see

as the potential significance of my research for future practices and future research.
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Concluding chapter: The end is a new beginning

The nextchaptey Chapter 9concludeamy research document. However, it is neither
the end of my story nor the end of my epistemological journey. In a sense when | end
this chapter | begin a new phase of my practicthat of living faithfully to my

articulated values and continuing to reflentand improve what | do
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Chapter 9

Conclusion
The potential significance of my research

In this final chapter | outline what | claim to have achieved, and what | know | have
learned. | also state what | believe is the significance of my practiegrattical and a

theoretical level.
| am claiming to have achieved the following at a practical level:

1 I have begun to live my values of care, freedom and justice more fully in my

practice

1 | have encouraged and supportey studentsto realise their capaity for

originality and critichengagement

1 I have contributed to the improved subject knowledge of the chitdegzhhave

taught

1 I have contributed to the transformation of my institutiorotigh transforming

my practice

1 I have attempted to realise sowfethe principles of the 1999 Curriculum nmy

practice
I know | have learned the following at a theoretical level:

1 | have reconceptualised my own practice, amfluenced others to

reconceptualise theirs

1 I have developed my capacity to make judgementsitaitie quality of what |
am doing as a practitioner and a researcherdilnencedothers to do the same

1 I have impoved mgelf asapersommavi ng begun to think

means) amnow closer to realising the visiorf the good teacher | whisto be
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| now organise this chapter into two parts that deal with the two aspects of my claims to

knowledge.

Chapter 9 Part |

I am claiming that | haveealised my educational values in my practfea. exampld
developed dialogic pedagogies that cbuotiedto the improved subject knowledge of

the children As | have shown throughout this documenteligping these pedagogies
meant, that as | supported and encouraged my students to think for themselves, | also
increased my own critical awareness aanga@d with ideas about knowledge and
critiqued the growing technicisatiorunderpinning much of the rationalisation of the

school day

Releasing the Imagination

Borrowing from Greene (1995), Il am cl ai mi
content knowledge through releasing their imaginatidnke Greene (2001), | have
tried to ensure that my students exper.i
education intended to make possible informed, aware participation in works of art. This
isnot, Geene contends, O0the kind of undertaki
knowl edge or speci fi c slklairm thas through thowglstfal i v e |
and critical pedagogies | have opened doors for the children to learn from adists an

their work. By visiting galleries; listening to music and responding in pictures, dance,
drama, writing or verbally; by sitting outdoors to draw from observation the children

have unlocked new perspectives for themselves and identified new alterriatiaes.

that by employing dialogical pedagogieselate tomy students as thinking human

beings who can make meaning for themselves and engage in multiple vantage points.
By giving my children the space and opportunities to engage in silent dialogue with
themselves as they gaze at a piece of art or with others as they explore art together, |
embody my values of care, freedom and justice, and communicate those values through
my practice. | show the realisation of these values in the following photégure9.1

the children are silenbut from the expressions on their faces it is clear that thep are
communion with themselves, amlinking deeply, while inFigures9.2, 9.3 and 9.4

they are engaged with each other.
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Figure 9-3: Photo of two children in acne-to-one dialogue about art

I believe that in teaching trhe WwWaoy Ila rtd
(Macdonald 1995, cited in Whitehead and McNiff 2006 p.92). | have faith in my own
capacity to nurture dialogical ways of knowing that enable my students and myself to

be aware of how we learn to think for ourselves. | agree with Greene when she says:
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It may be our interest in imagination, as much as our interest in active learning,

which makes us so eager to encourage a sense of agency among those with

whom we work. By that | mean consciousness of the power to choose and to

act upon what ingnes<th @lke dnitiatives, ta posgei ctitital

questions, to play an authentic part in c
(Greene 2001 p.110)

The dialogic pedagogies that | havewput into place in my classroom find resonance
i n Bakhtinds ideas about t he¢suggeses thatfoon of

Bakhtin, nothings in itself.

Existence [for Bakhtin] isobytie sobytiyathe event of cdoeing; it is a vast

web of nterconnections each and all of which are linked as participants in an
event whose totality is so immense that no one of us can ever know it. That
event manifests itself in the form of a constant, ceaseless creation and exchange

of meaning.
(Holquist 2002 p.41)
This i1 dea makes sense to me. Il n relatio
suggested, there was possibly ofa meamsi mqupd

(Holquist 2002 p.41). When the children were busily researching information for their
projects, it seemed to me that they were engaged in toesaton of knowledge in
dialogue with each other or with their own thoughts. What matters mtsitjsn all

these learning situations, the children have opportunities to think for themselves and are

not just relying on received wisdom from textbooks.

Figure 9-4: Photo of children in dialogue about sculptures in a gallery
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When a child is in @dilogue with others in a knitting circlé/ideo Link dialogue and

knitting) or in conversation with a man who has come in to demonstrate his love for the
feel of wood under his hands, or who, having spent tingaging with works by
Picasso or Miro, has responded with a dngwof her own Figures9.5a, and 9.B), she

has notbeentold whatto say, do, or think. She relies instead on her own originality of

mind and capacity for critical engagement.

Figure9-5a:Ph ot o of aspoosdsamPicaséo r

Figure 9-5b: Photosof st udent sd responses to Miro

Included also in my data is a video clip showing the children engaged in dialogue as
they collaborate on filhg out someHalloweenworksheet@and workshets basedn the
humanskeletonand another clip that follows, showing the children cooperatuiity
eachotheon a creative writing exercise based

OWi nt er [Vaeodiskcveorkshéet collaborations and creative writingn

Appendix E. there are also several examples of the high level of individual creative
responses of the children to the music and artwordtltérs Several research reports
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into Irish classrooms dey thedominanceof worksheets and workbooks (Greaney and
Close 1989Government ofreland2005a Murphy 2004)

The classroom approach and methodology appears to remain tdaehtrd

and focused, with pupil activity consisting of the widespread usesheets

and textbooks €& rather than on guided di s
(Murphy 2004 p.256)

There is an understanding amongst such reports that workbooks and etslestee
employed as passive and mindless drills. My video shows how even worksheets, if
employed dialogically with several children exploring together, can in fact be rich

opportunities for exploration and dialogue.

It mattered little to me that my studes 6 | earning from thei.
experiences was not quantifiable empirically as per my monthly progress reports (see
Chapter 5). What was significant, | felt, was that my students were learning in ways that
were life affirming, and the learningp por tuni ti es were approfy
unique way of knowing. | was delighted that the children learned that often situations
occur for which no right answers are to be found, and that learning needs to be
problematic. | felt that | had found peddages that encouraged them to problematise
content knowledge as well as their own learning processes. Thus their main subject

knowledge became knowledge of their own capacity to learn and to think critically.

The next episode demonstrates this clearlghibws that thehildren learned to reflect

on their own thinking and evaluate it in the light of new thinking.2214.1-05 | gave

them o6bookl et sd ¢ omp ofeue Thinkimdg Tintesdatingframa ns ¢ r i
early September 2006 the end ofOctober 205 to read and discussln my diary |

recorded that

The children were immediately engrossed améntthe first few
minutesquickly scanning the pages for their own contributions. When
they found their own name they read their own contributions several
times and eagerly showed them each oth@nly then did they read
through the transcripts.

The children then evaluated their own thinking.

C. Actwually ités kind of gowal|{to read
said thereagainnow though,because wheyou read what other people
said youdd kind of get different feeldi
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K: I think the discussion on Yellow Bird was pretty gobdd m k| nd of
amazed at my s el f &aactuallwtp ait t el ssparitd. of Ié&
grownup.

J: | remember aftedloing that Thinking Time keptthinking about my
feelings and my mind and my soul and wondering about it and stuff. |

l i ke what | said here. I 6d still agre
P: | still agree with whatts a i d . It often strii kes me
what the frgy sai d and the toad saild and th
theydébre not human! Why ar @i jwe gettd.i

Theyodorefani Galkédnsots aekveen r eadmadeni mal s ét |
up for a story!

J:Yeah bthepoiRtéswh st © a b o u tthe@&utharhrang 6 s
totellus?é We donbbel i eve the stories, weét:/t
point is.(RD 2211-05)

| believethe data clearly demonstrateat the children can be critical about their own

critical thinking. The data suggeshat thechildrenrespect the discussions and take
them seriously. P6s cheregularly shows that e ones v er )
of the deepesind most laterahinkers in the classndhe often statesafter some time

in discussion thahe suspension of beligfe needed to go along wisfiction story has

just collapsedFor exampled me an ¢é hWh§ would he nemc asWimsuit?
Frogs donot We\air d esowi Imsmhk it s | mdénatheéctuale 6 s a
transcripto f t h e 0 YBlatkl Spided stBriy fAther and Archer 2004 had

said

P: |l dondét know why wedre alll feeing
the spider. That 6s ! Thdyaat spibersrands doéal |
worms and cute things likald y bi r d s . So whatj{bs so ex
eating a spider? Ithinkk because wedre | ooking at
human. birdH&D exerpt from transcript of Yellow Bird Black

Spider 1210-05; AppendixC.9)

P recogni ses itnhsasteeped hniahtitap@morphic imageny.tAnd he is
not a fan of the genrtlowe v er , J 0 s, as they pvalmatece thettranschptsm
shows that) has grasped that the exercise in discussuupstories is an exercise in

thinking critically.

Reflection 1

The episode shows me the significance of carrying out research jn my
own context.
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As the teacheresearcher, | am in a position to evaluate what happens at
a different level to that of an outside researcher and can learn from it so
as to improvevhat | do in a caring and just way.

I know my children in a way that | doubt an outsider could. We share a
6communi c@ercevl®9p®Bh.st 6

|  OM®dON otdoramunicative histoy as wel | as tlheir oOco
pr e s(awmit). 6

| knew how Pdisliked fictional stories andso in an effort to be carin
and justto him and to other children who did not engage with fictional
material well,l ensured that we also discadsscientific concepts an
history and mathematic$ topics he chose anh which heengage
deeply (RD 2211-05)

| offer the dataaboveas evidence that the children have reached a high level of
metacognition as well as critical awarenesbhesedata and my theorising tfiemalso
contributeto my arguments about the power ofdeerpractitioner self study as a

methodology for generating a living theory of prac{eee Gapter 3)

Thechildrenalso demonstrateditical awareness around dé&yday school issuesfor
example, when the childrewhsenctbhaeyi dedwbdt
stop researching because the clock said 10.30 a.m. and it was time for something else,
they were demonstrating critical engagement. They declined to interrupt the flow of
knowi ng of which Bohm (1909 89%8]) wgawktbe, or
Owhol enessd of the | earning situation. Th
see my teaching asholistic practice, and | linked this with my values of care, freedom

and justice Csikszentmihalyi (1990) refers to the feelioigabsorption in creativity as

Ofl ow®iwlsilge (1974) calls it &édwhol enessd e
When youdbdre not dominated by feelings o
wor ki ng on, then you can be said to 6écar
whatca i ng really is: 6éa feeling of identifi

(Pirsig 1974 p.290)

The idea of wholeness also permeates the philosophy underpinningrigenture of
the theory I am generating. Bohmdés (2004)
into onedb6 (p.10) al so has resonance for
research involvesa flow of inclusional and dialogical practices.Practiticmer
researchers | i ke me can take a | ong ti me
menud for thenmétbbodolobogyi fied Omet hodol

the flow of a living practice in relation with others.
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In developing my livingheory of practice, within the context of my institution, | had to
learn to allow dialogical practices and the technical rationality of my existing school
system to coexist. | had to learn to live with competing epistemological logics. | cannot,
and shouldhot, change institutional structures overnight. For example, it is not within
my power to have an ope&mded arrangement about using the computer lab or the PE
hall. These resources have to be fairly divided between classes. | have had to
incorporate thedgistics of everyday school life into my practice, in the interests of a

caring and just level of access for all, to limited resources.

Neither can | adopt a maverick approach to when the learning support, language support
and resource teachers can workmy room with the students who need hdip terms

of assessing my practice for planning and progress reports, | also had to be resourceful
in developing inclusive ways of showing what | was doing, and hope that there would
be adequate evidence of leamigptaking place. | deliberately developed creative ways of
showing children involved in dialacpl practices, by including GDband photos of
different classbased activities with mgrogresseportsto the principal

My children and learned much frorthe work of mycolleagues in my university study
group. Bharmgrof i sr k on Ot r av eWestlprojects (Giesnd a n d

2006) | got the idea of setting up pen pal activities for my students with chitdren
schools in Arizona (2004/5; 20@), and in Portland Oregon (200%/ Figure 9.6
provides a flavour ofvhat happened when letters arrived.

Figure 9-6: Photos of students reading & sharing US pen pal letters

A cheer goes up when the letters arrive. First the children are quiet as
they absorb their own letters, and then a buzz breaks out as they| share
letters. (RD 1610-04)
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The pen pal project was a huge success. As well as the social learning involved in
communicating with each other and with children from other cultures, my children
learned about geography, through an investigation into the topography and climate of
Arizona, and, more critically, about the fact that their Irish reality was very different to
that of the children in Arizona. For example, my students wrote about Gaaliall

and hurling, assuming that their pen pals would know what they were talking about.
They also learned about the differences in language and meaning between American

English and Irish English:

S My pen friend thoughysickihurl|i ngo mea
M: God! Look at this. She thinks we all live in cottages on a hillside]
CM: My pen pal asked me if | ever saw a leprechaun!

G: The Saguaro cactus flower | s the n
ours? (RD 16L0-04)

Likewise the children in the 8A laughed at some of the assumptions my students
made about life in a desert registhen the American children told my students that
they were doing a 6ébig projectBguredy), ear | vy
my children were anxious to do atois/ project too, and they decided to do one that

would demonstrate the antiquity of Irish culture.

Figure 9-7: Photo of Arizona pen pals' schooldays project
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We are about to wrap up the oO/Pioneer
send a group picture wur pioneer clothes in front of the first territor|al
governor 6saF maomsiloomgo cabin abojut 150 vy
ancient for us white folks out here! (RD email from teache&lLBF21-
01-05)

My students linked their history project with the R&ln programme and investigated

the effect of the arrival of Chriahity on5" Century pagan Celtic Irelands part of

this project E costructed a churchF{gures9.8). Her work was meticulous and led to a
significant learning episode for me and allgmging once again of how children are
often failed by an education system that does not recognise their multi faceted
intelligences (Gardner 1983). Other children then followed her example and
constructed a monastic Round Tower, some toilet roll Vikaiders, a Viking long

ship, a Norman castle and some Tudor toilet roll lords and ladies.

Figure 9-8: Photo of E's church with ‘action man' St Patrick

E paidincredible attention tanterior detail andher finished church was considerable
demonstratiorof herarchitecturalcongruction, and artistic skills. With her permission,
some children then decided to add electric lights to the church, which was inaccurate
chronologically andhistorically, but their efforts proved informative for pas the next

excerpt shows
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A group of children who were good at physics asked they could
el ectrifyd the church. They set to wc
great fun stripping and cutting wires and arguing about what bulb and

battery should go where. Buafter half a day they were no nearer

providing light in the churchalthough they had become pext wire
strippers

| asked E to help themfter all it was her churchShe was not strong at
physics butl knew she was a good manager of people, extellent
organisational skills and tactful interpersonal intelligence. She allocated
tasks, organised the tidying up of the kit bdglegated a team to clear
the floorand work areaand within an hour the bulbs were lighting. (RD
17-02-05)

E is a child wio attained a low score in both English and Maths standardised tests.
According to the technical rational | ogi ¢
by my criteria, grounded in my inclusional logics and based on my observation of her
reatlife abilities, she is a superb artist, actor, dancer, architect, engineer, manager,
communicator and a sociable, popular studeam not alone in recognising this. It

must be noted that E has been fortunatenhdtiple intelligences (Gardner 1983) have
flourished throughout hercareerin our school. The kind of pedagogies | was
developingwere built on the recognition thelildren like Emust have opportunitigs
demonstratéheir critical intellectual strengthsThese pedagogies thereby contribute to

amore just and inclusional form of educational practice.

Two children (C in my class and V in Arizona) did aamerative science experiment
comparing the quality of wild water and tap water in Cork with that in Arizona. The

experiment was entered in theiZima State Science Fair.

V's teacher here. We have just made a video of our class science fair
projects and we are so pleased with how V and C's project has turned
out. What's even better is that our principala former high schoal
science teacher has told me it is one of the best projects he's seen in

years.V made this great "stacking” graph showing the differences

between the tap water sources and the "wild" water sources for each
country.

Looking at the graph, we see that the boys' hypothesiscorasct--
Arizona's wild water sources are very different from what comes qut of
the tap. Cork's tap waterwhen taken as a wholeis very similar to itg
wild water sources. We will be sending you all that V has written| and
displayed and | will takeictures of his board and email them to you.

As a teacher, this kind of learning really is exciting! (RD emalil
correspondence from Arizona teacRekLaF 20-02-05)
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Considerable critical awareness was generated also when my students grappled with the
multic ul t ur al reality of why the American c
OHappy Chri st mas6 a rethnicityh they didl reotshave to arrtah e i r
compulsory second language like Irish. The Arizona/Cork communication culminated

in the eacher of the '8 grade class spending two days in my classrebaring her

knowledgeabout life with scorpions, snakes and cacti in Arizaith the children

| can be at your school on that Thursday or Friday. | am so very, very
excited. We are sending you this week: a wooden model of a scorgion

for your class to put together, scorpion information handouts fgr all
students to read and color, and dbggpstep directions for drawing gn
accurate model of these creepy arachnids. Is that ok? | would b glad
help students put together the model. (Extract from email
correspondence witA ALaF 25-05-05)

Almost three years after the initial correspondence began some of the students are still

corresponding with their pen pals.

From C, a colleague involved iresearching her practice with children who have
Specific Learning Disabilities (Dyslexia), | became aware of the possibilities of asking
children to become critical of their own learning (McDonagh 2000, 2002, 2007). This
resulted in several projects wheydbencouraged my students to present their learning

to others. On different occasions, they explained the principles behind the phenomenon
of 6dancing raisinsdé to an Infant <cl ass,

demonstrated butter makiagd magnic car design(Figures9.9 to 9.12below)

Figure 9-9: Photosstudentspresenting creative writing & science experiment
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Figure 9-11: Photos of bridges demonstratedby students for sciencepen day

The students also demonstrated their learning to their parents and to children from other

classes at a science open day asvshn the photos below: Figugsl2.

Figure 9-12: Photosof students demonstratingbutter making & magnetic cars
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These are some of the ways in which |
content knowledge. Significantly, they and | have come to an understanding that
content knowledge is related to individual processes of learnings@cally they are

able to articulate this, as in many of the excerpts | have included throughout. | have
definitely learned how to articulate this, and the importance of doing so. | am critically
aware of my own processes of learning, and | encourageudgngs to develop this

capacity also.

| am also claiming that | have enabled my students to exercise their capacity for
originality and critical engagement. As well as encouraging them to exercise critical
awareness in relation to the subject areasenctirriculum, | havethrough focussing

on making time available for discrete classroom discusalsa,encouraged them to be
aware of their capacity for originality and critical engagement, and to articulate this

awareness.

My 3rd class and | had a dission on animal rights on 22-06: | real
600i ! Get @oirdinghamlr9 9t1r)a i anBddwr(©129@ andl| (
then asked the children to discuss t

Me: Should all animals have the same rights? For example should rats
and Labrador guide dogs deserve the same rights?

e of a |l ady rat you can die ¢é

A: | think all animalsshould have the right to freedom, like us. They
shoul dnét have to stay in cages for
out free at 18.

animal should have rights. Some should haghts, not rats, snakes,
crocodilesmaybe not waspst you made a line you could ptitoseon
one side, because they have sharp teeth and they can bite you. Then on
the other side you could put lions and tigers and cows and dogs and cats
and rabbits ad bears. Thegeservaig ht s, gooth éRDET-02-
06, Appendix C2.)

h a

h e

t

Sh: | 6ve been thinking about| rights

A: Well, the guide dog is doing a | ot
di fferent group to the rat ©6cps they
bit

1

Hereare twoexcerps: bothf ol | owi ng a readi ng 060 fwidThh et WO

39 classes
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B: |l was thinking é well € the way wi
€ | i kmei gohet t hink itds rightmakea be Cat't
someonebe a Catholic, we could bring them to the church but|we

coul dndédt force t hebeorteredlybleile vepv.e Y¥ou h
and you canot bemrke wmlyeomnse é& foasjeey bel i
themselves (RD excerpt from transcript of Anne FranlOB66 with
SB6 s ,Appenadx £.3)

K: I agree with T that freedom would mean doing everything you want
even the bad. Well, do you know when you were reading the [story
[Anne Frank]? Well, yosaid the Americans joined with Britain to help
them against the Germans. Well, in a certain way the Americans \when

they joined in, they were helping England with freedom, but then| that

means that they were €& against € the
f r e e difoyou take sides ... it means that sometimes you are stopping
someoneb6s freedom e well é a bit &

P: | disagree with some people and | agree with others, who said that
freedom is doing whatever you want, but only in a wapu can only
have freedom ifyoosir e al one. Because if| you wer
what you like and say what you like and do what you like it and there

were other people around, it could be the baddest thing ever for| them

because you might want to do all bad things with your freedom ..

Freedom could be sometimes gobdt sometimes it could be the
baddest thing ever ( RD: t rans c r-0496 Appehdixo f r eedom
C.6.).

The children demonstrate here, | belighat they have grasped fundamental aspects of
freedom, and they have begiinbe aware of the development of their own ideas. Like
Berlin (2002), Phas come tseefor himselft hat t ot al positive fr
baddest hi ng e v er ®decogniséthat fieddont ndeans Imaving choices but that
one persondtkbdfneedompshge or take from a

that freedomlike faith and critical thought;annot be forced upon people.

| did not teach the children about freedom, nor did | teach them how to use their
capacity for originality and criticangagement. | read them an abridged version of the
story of Anne Frank and invited them to discuss the story. Their comments in the full
transcrips (AppendixC.3. and C.6) show considerable diversity in sophisticatibliere

| have choserthosethat | fdt were particularly striking in their simple and heartfelt
wisdom. The children involved are aged eight or nine years old. They arrived at these
explanations of what freedom means for themselves. The significance of my practice

here is that, by providingpportunities for critique, | believe | have created a critical
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community of enquiry witim a caring, free and just practice in my classroond nat

this isevidencebyt he chi |l drendés wor ds.

My educational influence in my workplace and in the wider domain

| am claiming that | have contributed to the transformation of my institution through
transforming my practice. did not set out to takthis aspect as a core feature of my
research. Itbecamea valueadded aspect, in théfirough my educative influee, |

began to contribute to the education of my colleagues, and so came to contribute to the

transformation of my institution.

As reported earlier from my appointment in 2001 | was involved in providihguse
professional development in the area aicténg for improved critical thinking in my
institution. 1 now expand on what | wrote earlier, about how | engaged colleagues in
informal conversation about my classroom discussions, and how my enthusiasm
seemed to have influenced others to try the pmadbtc themselves. Thirteen out of
fourteen colleagues responded to me when | asked for evidence that | had been
invitational in my approach to helping them try classroom discussion for themselves.

Testimonies included the following:

Thinking Time has beea foundation stone for educational policy in ur
school since 2001. Mary habanged my way of thinking as a teacher
Thinking Time permeates the school day. It encourages children and
teachers to thinkcommunicate and interact in a different way. (RD
Ext ract from | &€f0)er from SOO6L 28

majority of the staff of fourteen teachers, they have been imbued with

give two lectures out of a series of ten on critical questioning|and
thinking (RD extract from letter from MC dated-B2-04)

You dondét push your Vviews on anyone:

comment by DW 182-04 (see further examples Appendices BL a.-
B.1. m)

Gradually, as the school grew, | was obliged to put professional development in
Thinking Time on a more forméooting and | began to provide workshops and
presentations for colleagues in my own school and for a neighbouring school. My

approach wadargely invitational,conversationaland norcoercive (see evaluations

26<
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below). | began by articulating my values ab@&ducation and | showed videos of
discussions, and then spoke about my own experience in classroom practice. | read
simple stories such aéSomething Elsg@ (Cave and Riddell 1995) and invited
comments. Colleagues who experienced this provided positind gdmetimes
poignant) feedback:

I wish 16d heard this |l ong agp, when |
it. (RD comment byBD duringsummer inservice course July 2004).

| have been teaching all my life: | am ready to retire. Why am | pnly
learning this pw? This way of encouraging childrénpeople!!!i to
think would have made such a| differei
simple and so powerful(RD extract from conversation with MR
following workshop Aug 2004)

On 1611-02 | was invited by the local Educati Support Centre to conduct a
workshop for teachers (Roche 2a0D2 presented my ideas about Thinking Time in my
usual way, through video and participat:i
Browne 1992. The participating teachers completedleaion sheets in which one of

the questions was:

Q3. Which aspect of this workshop most appealed to you?

The answers | received included:

The practical experience of a thinking time was helped by the videos
which gave insight into the process. You havelogely natural
communication stylé you are concerned for your subject, the children,
and your audience of teachers who need your enthusiasm and support.

I |l i ke the i dea of allowing tlhe teach
discussion and the idea thfe teacher and all the pupils listening to one
child and that child isndét wrong.

I loved the spirit of openness and willingness to participate whichl was
evident in the group (RD 1611-02; AppendicesB.4.a. toB.4.c. and
B.5.a. toB.5.9.).

These respors were encouraging and affirming, and showed me that, like me, many
teachers seek ways to encourage children to be more patrticipative in classrooms. The
evaluations in general show an awareness by teachers of different ages and levels of

experience of theeed for more dialogue in school.
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| also provided a workshop for colleagues from my PhD study group and members of

the University of Limerick Department of Education and Professional St(Rlahe

2002c). Colleaguesgreed that the experience provigedverful learning:

| was amazed at how powerful an activity the thinking time circle
promoting a depth of engageme

potential within philosophisinH
soci al dev el oe tha nhe endronment byaul create
critical to the richness of t
you are, through your thinking time, a mediator and gatewa
chil drends innate Kk n@®&WwkEnmadfgom M&
18-10-02)

| would have loved thinking time when | was a child: | was a-gporty
child, always thinking and pondering. This would have beer
liberating and so wonderful for thened | was backthen: to have thg
space to exple feelings, thoughts, ideds but that needwas not
appreciatedt that time (RD comment by TGUniversity staff membe

12-10-02)
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The weekly practice of classroom discussion is now embedded in school policy.

Teachers joining our staff receive professional development in the form of being invited

to sit in on my classroom discussions and those of other teachers. | provide support in

the form ofworkshopsa file of ideas and a bank of resources of stories, poems, and

pictures. Teachers evaluate their discussions by keeping transcripts of whalttiea chi

say, and adding their own observations and/or learning from the discussion.

ML, a teaching colleaguerganised her weekly Thinking Time discussion with Her 4
class around the topic OWhadnleaD2-0d. She i ends

knew | was finishing my thesis andffered me acopy of her evaluatiofirom her

monthly progress records filb,e ¢ a u s e & hctvitysvasi sa signiftcdnt for me
and | thinkthe evaluatioomi g ht be us(RDX Qp04-07). oHer cygnpleté

document is ioluded in AppendibD.2. as an example of hoeolleagues nowsetheir

evaluations of Thinking Times agpportunities forreflective practice Her actions

showed me that my studies are respected and are recognised as having relevance for

others in my instution. In her evaluatioML had written

(RD 05-04-07 written evaluation by MLAppendixD.2.)

Very occasionally you experien
youodl | al ways remember. Thi s

1 C e
has

a

O mc
got
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Evidence of my infience sometimes occurs when | least expect it. Corridor discussions
with colleagues have been a rich source of data and learning formae.concur with
Adger (2002) thato mfessional talk is not icing on the cake of professional
development. Itideecaked (p. 28)

I n the corridor today R said, ol ende
feminism with Junior Infants! We started out talking about wearing

summer c¢clothes é and next thipg | kne
feminism!ao

S. repl iwhda,t Ol T hdaotnédést get : how |[do you Kk
the di seadgesiwint @ the new i dea?b

R. replied, 61 dondt know really: I s
heard her say so many times: go with your hun¢heo u 6 | | rrecogni se

6good hempiydu whMaayoften spealkabogt the need tp
| ook beneath the G&RDIRPGH03% and the given

Today MK gave me some transcripts from her eight year olds. || was
very struck and heartened by the examples in the transcript that shpw the
children recognisingmuiltp | e vi ewp o01494)s ¢é (RD 15

At a staff meeting today the principgdokepublicly abouthis delight in
reading Thinking Time transcriptsom the teaching staff. Heferred to
a teacherdés comment disassidmeepresentech | uat i on
one of those rare teaching moments that only happesesor twice in a
career® ( R@B-072AppendixD.2))

| outlined earlier how | have also presented my work to teachers from outside of my
own institution at workshops, 4gervice dag and summer professional development
courses and how teachers have been encouraged to try Thinking Time in their own
contexts. A young trainee teacher recently spent some weeks in my classroom as part of
her teaching practice. During this time she paét2d in several classroom discussions

and was impressed with what she witnessed. She later wrote:

I have picked up | oads of ideélas durin
your classroom discussionso st of all though| and | c:
class of my ow to do haté

| like the way they listen so nicely to each other and the way they [build

up on each otherb6s ideas ¢é they dond-
di sagree with their i deas.ishefhey seer
di sagrees withewbhe hasaandpéi mayb Or
andlhink this é thatods interestjiing. o
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| also like the way that the teacher and the children are sort of @
same level of importance in the discussion and there are no

n the
right

answers or wronffaiamswand. véet 9
really are thinking in those discussions.

sdemoygr a

| 6ve been amazed at some of
myself thinking oO0thatoés an i 0
(RD extract from transcript of conversati from SC RD 08-12-06;
Appendix B1. J.).

the thou
I eresting

In an email (received on @%-07) she subsequently wrote:

| am starting my last placement after midterm bréakam so looking
forward to trying outa thinking time with the class have even bee
telling my own class in college of how well it works. Hopefully t
class teacher will be open to me trying it too. I'll keep you infor
about how well it goegRD personal correspondence from SGO25
07)

he
med

The following is an extract from an evaluation writtenabgolleague who, some years
ago, was influenced by my practice to try Thinking Time in her own context in a school
that shared a campus witly formerschool. | had not known that | had influenced her
practice or that she had continued with the methagolaf classroom discussion to
which | had introduced her, until she related an incident that ocagcedtlyduring

her new status as a postgraduate stud&tte subsequently agreed to write about the

incident and gave me permission to use it in myishes

minar
tely
ed

clsasnce
have f o

my pupi

| am currently studying for an M.Ed and was recently asked in a se
run by Dr--- to describe a powerful learning experience. | immedis
t hought of the first time | wu

é | have

q

93

Mar y 6

us ed stribioan fdd rsmauts sa fo-n t
out o6 over t en year s ago. I
empowering way of Oobeingd6 wit

of it much earlier in my teaching career.

N

P

This version of classroom discussion has, my opinion, had &
significant, positive effect on the dynamics in my classroom. It fost
warm, respectful and supportive relationship between the childrer
between the child and myself.

1
ers a
n and

The children, | think, learn to think for themselves dhossom in g
classroom climate that e -teacloetded
discussion( RD excerpt from wr i 46086 full
evaluation in AppendiB.2.)

Ofr
uat i

ages
eval
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The data presented here demonstrate that one teacher can have areifdlugocd in

the living practices of otherscan now claim, for instance, that my educative influence

has influenced t he practice of MO6S (al
influencing her students.Drawing on the work of Whitehea& McNiff (2006) |

believe that in sharing my enthusiasm for and belief in dialogical practices | have had

an educative inflence in the learning of other3he others have not been coerced into
adopting 6mydé practice. They htaviheynot O
havechoserto use the learning from my influencedceate their owliving practices in

ways that are appropriate for them

Chapter 9 Part 2
My claims to knowledge at the level of theory

| am offering new understandings that will contributétte development of educational
research and educational theory. | begin with explaining how | have reconceptualised
my practice, and enabled others to reconceptualise theirs. This capacity for
reconceptualisation has emerged through the process of dojgesearch and

generating my living theory of critical practice.
My reconceptualisation of practice has taken a range of forms.

Reconceptualising my relationship with my students

| now understand my relationships with my students to be grounded in uncro
humanity. The relationships are dynamic and constantly evolving. | have no way of
knowing, when [ sit into a circle for a discussion, how the conversation will evolve. | do
know that our interaction will be spontaneous, creative, anehfiiiening for all
(Figure9.13)
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Figure 9-13: Photos video still from discussions with 3rd classes

| have no planned responses when | talk with my students, other than to allow them to
critique and discuss whatever story, poem, picture or topic has been chaosen. O
interactions evolve dialogically in response to the ideas and the spontaneous
contributions of each member of the group. There is no seeking of closure or right
answers. | do know, however, that if | were to stand outside the group and direct or
contrd it from without, in an authoritarian manner, and seek a product called
Oknowl edged which could then be turned i
wor ké, it would not work. | t -indelationwviits-6 b e c ¢
my-stucents, enjoying the exciting eoeation of ideas, sharing our knowledge with
each other, and just O6thinki.ng with one b

Shor (192) explains that traditionally, school knowledge is assumed to be produced
separate from studentssho are asked only to memorise what the teachnders
Consequently, the act of knowing is often reduced into a transference of existing
knowledge, with the teacher as specialist in this transference. In this way the qualities of
critical reflection, prolematising, and uncertainty, which are all qualities needed for

| earning, are ignored in favour of absor
produced evidence to show that in my classroom knowledge is vibrant, organic and in
constant creation angk-creation and careation as my students dialogue with each

other and with me (sdégures9.14 and 9.15 below
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Figure 9-15: Video still of me inoneto-one discussiorwith a student

Like Noddings, | now see education in its widest sense as being central to the
cultivation of a caring society. Noddi ng s
encounters, both planned and unplanned, that promote growth through the acquisition
of knowl edge, skill s, understanding and a
schooling systems in most advanced capitalist countries, Noddings argues, is a
functionalist one with an emphasis on skilling to fulfil the future needs ahdasand

the ecmomy, whereasshe posits the viewas | do,that school needs to be about
learning to live in relationship with others. | share her concern and her commitments.
Relationships are what make life pleasurable or, if they are in turmoil, unbearable.
While sone attention is paid in the Irish Primary Curriculum to personal, social and life
education (for example in the Social Personal and Health Education syllabus) it seems

i nadequate when set against the demands
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that education from a care perspective has fourdagponents: modelling, dialogue,
practice and confirmation. When | look at my evidence, | see that | am demiogstrat

all four concepts in action

My improved self-understanding

When | began problematising npyactice during the early part of this study, | came to

realise that | was a living contradiction (Whitehead E)8® that | held values that

were systematically being denied by the structures of the institution | worked in. My
commitments were to a forof educational inclusion wherein | value each person as a

uni que and o6concrete otherdé (Benh-mabib 1¢
relation with others (Bateson 1972, McNiff and Whitehead 2006, Whitehead and
McNiff 2006). This meant that | felt uncofortable with the idea of silent children

|l i stening passi v e bnchamged my pedhgobyiaccerdinglgtéofit | e s <
more closely with the values | loe(see for example Figure 9.16 where children can be

seen collaborating with enjoyment Agy complete an assignment)

Sm——

- ————

Figure 9-16: Photo of a group in dialogue as they work in pairs onmassignment

I now believe that | understand my practice at a deeper level. | see the relationship
bet ween my practice and ddhe( MdcNiefaft i @amd oW
2006 p.255).

Drawing again on the work of Korczakhose practice as an educasonbodied his

deeply helchumanitarian valuegfron (2005 p. 1463tateghat Korczak wrote

AThanks to theory I k now,ry eirichesntkes t o pr a
intell ect; practi ce c(Kdrcoakl9O24/200k.e4V)i ngs, tr .
€ Armed with knowledge of onebdés own speci
picks and chooses the particular practice that is most appropriate. This is a
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personaland professional process, Korczak asserted, in which the practitioner
i's distrustful of both othersd and his
search, | ask questions E&eBy deéepewingol
new stimulus for the efforts ofito u g Kotczak 1924/200p. 48).

(cited in Efron 2005 p.124)

Efron al so suggest s t hatrrenKthimkiogzahdutGhe rol o r k

of the practitioneresearcher in current educational discourse:

I n many ways, Korczakbs concept of the r
per sonal theory of teaching wassa precur
knowl edge [ hel v a | utialdsituatienalcamee r sd per

relational knowledge. His belief in the personal practical knowledge (see
Clandinin & Connelly, 1995) draws on the
beliefs and in accordance to the specific contextual circumstances in which one
hast o act o (Korczak, 1978, p . 305) and
educational body of thought.

(Efron 2005 p. 147)

This has relevance for my worlBy becoming dtical enough to challenge uncritiqued

norms and to encourage oth#reough my educative influence alsndo sQ| now see

thati nt errogating my practice so as to fornm
p.147)influenceswhat | do at the miar level of my practiceandalsohas potential for
influencing macro or global social order. | understand, as McNiff and Whitek@ag (
pointoutthatthefuur e begi ns & h)eandehatahy livingnoy wafues(Ip . 2 5 ¢
am beginning to improve mylassroom practice and institutional practices. | also
believe that | am influencing the education of others with whom | am in relation, just as

they are influencing meand others| also understand more about my values and,
through trying to put them intpractice, and judying them to critical friends| have

begun to reconceptualise both my practice and my understanding of the conceptual

frameworks of my study.

Self-understanding deepens when professional actions are articulated and
defended with collegues and research participants.
(O6bHanl on 2003 p. 9

Reconceptualising my understanding of freedom

Rather than saying my students should be toethink for themsees | deliberately
frame the freedom involved as freeddrom the constraints of not being afforded

opportunities to do so. | consider that there are issues of power and powerlessness
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involved in the frequent asymmetrical relationships between studedtswdhority

figures.

|l do not believe that | o6éconferd freedom
teacher exercise care and justice in my relationships and refrain from restricting
opportunities for students to talk in classrooms, my childr@nnot exercise their

positive freedom in developing their capacities for thinking for themselves. Negative
freedom from restrictions to autonomous critical thinking precedes the positive freedom

to think for oneself. By deliberately developing dialogipatlagogies | have begun to

live those ideas in practice.

My living theory of practice has evolved to the point where | now have balance and
equilibrium between my authority role as teacher, my relational role as caring adult and

my democr at anotherpersoaimtes cd jawssstr 8.9)mé ( Fi gur e

——

Figure 9-17: Video still of a student & | relating to each other through dialogue

| used to see my role as deliverer of a curriculum, evaluator of how well | had delivered
it, andassessor dfiow well tre children had received it. Because of the nature of the
syllabus and the number of children in the classroom, | saw myselfiefstalker,
manager and authority figure. | saw my role as making children conform. | spent a lot
of time organising childrennal preparing worksheets. | was uncritical about what kind

of learning this would encourage and what sort of socialising was taking place.

My values of care and freedaand justicgold me this was ra right way to teach, but

| had no strategies until lelgan to articulate my values take action. Winter (1998)
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suggests that action research is about
experience and oneb6és ability to |l earn f
empowered through my research to reaptualise my identity as a critical practitioner

and | have learned to speak with a confident voice. | have critigued and problematised

my role and | have made changes to how | taught, giving rise to the kinds of dialogical

pedagogies describehroughout

This has involved reconceptualising my own philosophy of education, moving from a
focus on denial to enablement. This for me is good practice. | now understand that in
order to live a moral life | have to try to do whatever is possible to enable ngnttud

to realise the greatest amount of freedom to exercise their capacity to think for
themselves. This is a just and democratic form of education, rooted in care for my
students. | have also had to look at whether there is incompatibility between ng/ value

of freedom and justice. | have had to examine whether | am setjirgjudentsup for

tension with the Irish secondary system which, according to many commentators,

di scourages critical engagement. | bear F

As é sstthisdveek dutifully regurgitate the information they have been
told to memorise, it may be a mistake to equate this with learning. Straying
from the point, asking too many questions and exploring alternative avenues of
thought arendt aiemtas dedwhwatt hi hhigewagpr ded i
do well in exams. There is a danger that by programming students with a
predetermined curriculum, students are learning how to parrot not to learn. This
makes them vulnerable to letting others tell them what itk tbn a whole
range of philosophical, moral and ethical questions.

(Holmquist, Irish Times 096-06 p.15)

Reconceptualising my ideas about care

| ask myself, am | exhibiting care for my stuteewhen | teach in a way that honours

their freedom to think for themselves? | believe | am. My data base contains evidence
that students who do a weekdiscussiorprogramme based on Thinking Time by and

large exhibit selcontrol and dignitydemonstratecritical awarenessshow care and
respect for each other and for their teachers, and this has been validated by observers of
discussions and by parenfappendix B)
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@ne of the things that amazed me [about the video] was the fact that
children | would lave thought of as timid were actually well able| to

speak their mind, but they did so with respect and kindness for| each
other. All the children acted really responsibly towards each other,|even
when they were disagreeing with others. And they disagreeicsly

with you t 00 and It di dn(RQ excerptufrord cheeky
conversation with H6s mot h€&06)ff ol | owi ng
& watched as | put up a bathroom shelf. She §da d , that s far

h i g lhsaidit was for medicines so it had to tigh. She looked m
right i nthe eye and s ali disagee with yop,dDad, t el vy, A

D

because itbdés actual képdwasamadzedagth even f
fourryearol d using this | anguage and it di
wish | had learned to spk up for myself in school. In interviews | go

al | embarrassed and clam up. I f 1 6d b
C in scho | , wh o knows wh(RDr excerptéfrdm b e now?
conversati on duringparenticBobes meetand Feleruary

03)

Reconceptualising my practice as an exercise in justice

Without developing dialogical pedagogies, | would not have learned how intelligent E
was, how articulate A was and hoensitive C was. Children like Eaight never have

had the opportunity to challengerms such as straight lines and fight never have
known that she was <critically aware enou
might never have realised he loved music enough to dance and roar like a mountain
king; C would not have been exposedthe thrill of having his hypothesis about the
comparisons between Corkés and Ari zonabs
Regional finals of the Stat8cience FairsThe children might never have looked
critically at their experiences of Irish gpand Irish Catholicism and questioned if the

reality of lived experience of children in other countries was similar. | am claiming that,
while | have not been directly responsible for these achievements, | have played a part

somewhere.

| have developed yncapacity to make judgements about the quality of what | am doing
as a practitioner and a researcher, and enabled others to do the same

This now brings me to speaking about my capacity for making judgements. If I am
making claims of the kind above, | mk® demonstrate that | am capable of making
judgements, and to test these claims against identified standards of judgement which

inform my evidence base. This becomes the focus of the next section.
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Judging the quality of my practice and my research

In this section | show how | have learned to judge the quality of my practice and my
research, and | explain that | use the same standards of judgement for both domains
(Whitehead and Whitehead 2007).

Throughout, | have stated that my ontological values ofaradleregard for the other act

as my living standards of judgement. These are my values, that is, what | value, so |
regard them as good. | therefore judge my practice in terms of what | hold to be good,
because my values reflect my commitment to who | athrew | understand myself in

the world (see also Whitehead and McNiff 2006 p.82). One of the most profound
personal significances of my study has been in relation to how | now understand the
relationship between my practice and my values. | realise nheagycthat | am in
relation with others, experiencing a sense of our common humanity and life on this

planet.

As | endeavour to make meaning of this relationship for myself, | try to hold myself
accountable for my actions. | try to ensure that my pragt informed by my moral

standards and by my values of care, freedom and justice.
Like Benhabib (1992), | believe that

€ each [individual]is entitled to expect
behavior through which the other feels recognizedcamdirmed as a concrete,
individual being with specific needs, talents and capacities.

(Benhabib 1992 p.159)

| have come to a new understanding of my role iilitaiing classroom discussion in
that | now see it as a moral undertaking that allows me to see my students as co

participants, caesearchers and the people with whom | work and share my classroom.

| believe that my early teaching practice was lackimgulfiiment of these values,
because | had not examined my practice reflectively, nor checked if | was living in a
way that was commensurate with my values. Once | did so, | came to see that | was
dominating my classroom with teackialk in an effort todeliver a conterbased
syllabus to my students.

Through engaging with literatures of classroom interaction (Barnes 1992, Burns and
Myhill 2004, Haworth 2001, Mercer 199Blorman 1992Wells 1999, Wood 1992) |
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have learned that | was far from unusuallloveing my linguistic competence (Wood

1992) to occupy the space my students need to explore their own thinking through
dialogues 0 as 6t o i mp o s elaworth 00ip. 38dwn r e

|l evancebb

Because of the teacher 6s clcanten, ahdo
right to control the pacing and sequencing of its transmission, pupils rarely

prior

managed t o i mpose their own rel evance
reference é resulting in very | ow | evel
statements.

(Haworth 2001 p.382)

I have reflected in this document on episodegast practice that reveal my best

teaching selaind| hope to project that self into future teaching situret (McDermott

and Richardson 2005 p.31)have also reflected on episodes where | failed to live

towards my values or where | experienced myself as a living contradiction (Whitehead

198%).

Through reflection and metaflection 1 have come to see tlhearning

potential of such episodes for transforming into improved pradtimieve that | have

transforned my practice insofar as | now live more fully in a relational and dialogical

way. The evidence | have produced throughout this thesis suppertdatin. | have

not taught my students what to think nor tried to change their thinking. | have not tried

to
t hi

i mpose closure on their thinki

ng or

nkingbo. I have | earned tloan besteptovide h e

contexts where they caxercise their imaginative and creative abilities dialogically as

theylearn to be critical thinkers, and make judgements on their own capacity for critical

engagementThe sampl es of n AppendixdEramdnttie ssamplesrok i

transcripts in Appendix C show, by their variety and uniqueness, how my students

demon

strate a significant capacity for critical and creative thinking.e

o

childrer

voices as they sit in their discussion circles proviphapsthe strongest evidence of
il deo Link: t hEiguehdil8t®20g nds voices)

all (Vv

C: Yeah, maybe, cos |i ke, i f
like, without thinking for yourself, and just doinghat hiey want you ta
d o éyou could end up in trouhldRD 121005f r om O Ye
Bl ac k (BrphercdAr@her2004); Appendix C)

E: You need to think your own thoughts just like you need tq
yourself. You need to have fun too though. Thinkinguicircle with
your friends is fun. It helps you to be better at thinking on your
afterwards. (RD12-10-05 Comment by E during conversation ab
doing Thinking Time followingdYellow Bird, Black $ideddiscussion)

y o

be

own
but

uobr e

ow Bi

a

r
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S: I f you di doudimagiratios thenyanrtlife womld
so boring and sadRD 0410056 On c e u p o n schoold @
(McNaughton 2004)Appendix 37.)

Figure 9-18: Video still of a student enjoying herself as she voices her thoughts

Attentiveness in dialogue

S
@

ey
I nary

As | have learned how to encourage children to think for themselves, | see that an

important practice is to be respectful and attentive to what my students are saying and to

develop a just and caring relationship with them. This has meant adopting an ethical

stance. Listening is itsklan ethical stance toward théher, according to Bingham

(2006 p.337). Manglatatranscripts and videos throughout this document incorporate

evi

dence of my attentiveness to

videos and discussions have attested to this aspect.

my

| was struck by the relationship you have with the children in the &ir
therebébs no strong teacher rol
you are in control but youds e
talking and listening to each othand enjoying the process into t

cle
e

stude

vi si bl

nori ebas

he

bargain!(RD 11-11-0506 s comment f o ladiscussion (

)
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Figure 9-19: Video still of attentiveness in dialogue

on different occasions, several parents commented about my practice:

I dondét think a teacher ever 1
school That 6s one of the most
videoiyoubére really | isteni ntpaching
t hem ¢é wlikd the teachers in our dayRD extract from

Following the viewing of some Thinking Time wds by my students and their parents

eal | t

conversation with TMcC 285-06)

watched their children take part in discussions. One parent wrote:

| invited parents to write their evaluations of what they had experienced as they

The videos of your classroom discussions were a revelation int
mi nd of a child in todayb6s wor
the foruwmml ammdéd huitsten, r whicte was, as

often as not, followed by corporal punishment for failure to achieve
rigidity of my time in education in primary was one with some d
teachers and iron discipline with little or no attention to life st
éefeatures of gcassions grelatly sngpressen me: (
freedom of the children to behave as individuals, as equals, with y
a group discussion €é the fact
in, to discuss and expound, to disagree with others (including tea
and even change their minds was fascinating to observe.

The democracy of the group discussion allowed opinions to be pres
without reserve or embarrassm
feel that this concept should be broadly accepted in timeapr
educational system and form a necessary part of the curric(iRIbn

y Ue
Surpri e
d tal kin
o the
|l d éHow
after me
The
our
udy
thie
ou, in
t hat t h
icher)
sented
ent whi c|

correspondence from P.L @&-06; AppendixB. 7. b)

281



© Mary Roche 2007

Parents who viewed videos of my children participating in discussions used words such
as O0egbudaelmotcyréa,c y 6 aenAobendkfBr7.ead &.9. if)@nd caéd that
these qualities @re visible in our discussions in how the children behaved towards each
other(seeFigure9.20.

Figure 9-20: Video still s of students listening topeers

Their testimonies are evidencethat he chi |l dren and | are o

in the discussionand treat each other with respectful attentiveness.

Developing my own critical awareness

From a position where | understood education, intelligence, learning and teaching in
propogtional terms, | have come to view my practice as a dialogical engagement with
others, with knowledge, with the literatures, and with myself. | cannot disentangle who

I am from what | do, and | now understand that | cannot change others, nor do | want to
try. This was not always the case. | may have set out to improve my students. Gradually
| have come to realise that | can only change myself.

As | became familiar with the literatures of critical pedagogy | initially adopted a
polemical stance and rejectatil technical rationality. Then | saw that this stance was
itself a form of closing down thinking. Through their articulation of their critical
awareness, my children helped me to see that | was adopting a too narrow perspective
and had to revaluate mystance. | now see that to be inclusive | need to incorporate all

forms in my thinking, though not necessarily in my practice.
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Beginning to realise the potential of my research as contributing to social
betterment

My early draft writing aimed to communicateow | influence children to think
critically in the interests of contributing to social betterment. In 2005, as | reflected on
my data, | saw my practice from a different angle. | began to see that what | wanted to
do was to contribute to social bettermjeand one way to do that was through
encouraging children to think for themselves. | therefore had to establish the link
between what | was doing in class, and the social order. | reasoned that if | wished to
contribute to the development of a good soarder, | needed to be clear myself about

my meaning of 6égoodd, and ensure that my

| read the work of Russell, Popper and Alasdair Mcintyre and saw how my work
resonated with some of their ideas. | recognised too, fofirdietime, how a living
theory of practice such as mine, as | hold myself accountable for my actions, could also
be seen as contributing to a more peaceful and productive world (Whitehead 2000). |
now recognised that my practice was about trying to enguamt any influence |
exercised in the lives of my students was educative, and that | should be able to offer
my account of how | exercisddnd judged}hat influence for public critique, to show

how | hold myself accountable. This for me was how | cameonceptualise my
6goodod. My pr act @aodif lcould shdw How | whe lvingend/
values of care, freedom and justice, and if | could make the account of practice
available for public critique. My practice could be understood as goashdwed how

| had struggled to improve it, and could now show how | had improved, bearing in mind
that | could improve even more if | tried (see also McNiff 2007). | have produced
evidence throughout to show this struggle, and | can show how this hasdemable
influence my students so that they, too, cheerfully engage in their own struggle to be

good.

My evidence resides in places where | have described the gradual development in
critical thinking of my students from discussing why Humpty Dumpty wéggion a

wall, to the morality involved in Goldilc
and up to the point where Eo challenged school norms (Roche 08¢ | have

subjected my ideas to the critical scrutiny of others, and received feedbdok o

following kind:
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What Mary is doing here is exactly what Russell (1932) said was the work of

educators, that is, encouraging the development of thinking in young people,

the citizens of tomorrow, rather than producing passive, obedient followers.
(McNiff 2004 p.7)

| have been contacted by people from the west Coast of the USA and from Australia

who have read and been influenced by my MA dissertation:

On 17-080 6 RS wrote: Hi Mar y! e Di d y O
dissertation has been referenced on the -IB4Cthe international
discussion group? Congratulations! I'm forwarding the original to |you.
(RD email correspondence from RS-Q&06).The forwarded origina
had been sent on 1X3-06:

| am currently enrolled in a PhD program at the University of

Queensland. | want to train some teachers in Philosophy then track their

progress and any change in pedagogy ovet 2 mont hsé So f ar
have only been successfaluncovering three research projects looking

at change in pedagogy following implementation of Philosophy [One of

which is] Roche, M. (2000). How can | improve my practice so as to

help my students philosophise? Masters thesis University of West
EnglandBristol, available at

http://www.jeanmcniff.com/maryrochema.pdf 14/5/0§extract from
email from RSL6-08-06)

DK wrote from Washington State USA: | am working on my doctoral

dissertation pposal on Inquiry Dialogue in the Kindergarten. | intend

to do action research this spring to investigate how | can best implement

a classroom context for inquilry dial c
research will in some regards be a continuation of thé WwgrMary
Roche (2000)RD email from J 311-05)

| offer these extracts as evidence for my claim to have influenced people in the wider
academic field.

My potential contributions to new forms of educational theory

Whi tehead and Mc Niededrch (s aldys$ yndersakey with boaidl 6
int@AaddP. When | began my studies, my O6so0
focussed on my own classroom. Through developing my ideas in practice and reflecting

on them, and engaging with literatures ofical and radical pedagogues, | have grown

into a more confident critical researcher voice. My diary records the moment when this

dawned on me:
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Reflectionl

I read Ma@(pp FPemraymlsearni ng to not sg
and |recognisechow all my life | have been a talker, bud v rever
really understoodintil now, that | have a voice and perhaps | have ngver
real | y lawieedo tryntp make a difference in how education

might be a liberating and profoundly caring endeavour, instead|of a
technical system for categorising people into discrete corrals. (RD 05
06-03)

| began to experience some satisfaction as evidence grew to show that my work had
begun to influence others institutionally and in the wider domain. Citing Polanyi (1958
p.38) who worked towards encouraging people to think in ways which centuries of
technical rational thinking had o6taught
understanding the world from his own poi
and exercisingnis judgement responsibly with universal inteftolanyi 1958 p.327),
Whitehead and McNiff (2006) suggest that it is in learning to engage in lively dialogue
Owhere they test their own |living theori
thecrt i c al r es pons épthatordsearchers engagedin thepgpnerdtibn of

new knowledge, and can use their influence to challenge the repressive canon that often

transforms into a technology of control.

| believe that | have demonstrated thatttirgh 61 i vel y di al ogued
process of testing my own staagmy living theory of education (see McNiff 2007). |

am showing through this account the live processes that have enabled me to generate
and test the validity of my own living eduaaial theory of dialogical practice. | cannot

say my study is over, because in a sense | have only just begun the process of
examining my practice and my values through writing up this thesis. | believe that my
understanding of my practice will develop thghout my working life as | continue to

examine what | do, why | do it and how | can do it better.

Mary Roche

31st May 2007
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Appendix A: Ethics statement and letters of permission

Al Ethics statement

Statement of Ethics
To whom it may concern:

As a primary school teacher, I am aware that I am in a position of responsibility and
trust. Irealise that I have the power to influence children.

Therefore, it is my promise that, while carrying out this research, I will observe the
highest possible ethical standards. Iwill maintain the highest integrity at all times
regarding data gathering. Iwill only report information that is in the public domain
and within the law.

I will avoidplagiarism and fully acknowledge the work of others to which I have
referred in my report. 1will report my findings honestly and truthfully. I consider the
research project worthwhile and of benefit to my students. Covert data gathering will
not be a feature of my study. While acknowledging the rights of all the research
participants, I also retain the right to report, providing that I have complied with all
the ethical protocols outlined here.

e Iacknowledge that I am the focus of the research, which is being carried out with
a view to improving my practice.

e The permission of my Principal and of the School Board will be obtained prior to
the research study being carried out.

e The permission of the children and the written consent of their parents will be
obtained prior to the study.
The improvement in the learning of the children is of paramount concern to me.
The children, as collaborators in the research, will be made aware regularly that
research is going on.
At no time will the research detract from the normal work of the class.
Strict confidentiality will be adhered to. No names will be included in the written
report.

e Parents will be kept appraised of all stages of the study and will have the
democratic right to withdraw their children from the project at any time.

e I will have the permission of the parents to use the videotapes and/or written
transcripts in the future for teaching or writing purposes.

Signed

Mary Roche
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A.2. Letter to Chairperson of Board of managementiesting permission
to carry outresearh

For the attention of The Board of Management

February 2002
Dear Fr. I 7 and Members of The Board,

As you are already aware, I am currently pursuing a course of studies leading to a doctoral degree
in education from the University of Limerick. With this in mind, I now wish to seek the
permission of the Board to carry out some research in my classroom.

1 would be grateful for this permission and for your support. Iam the focus of the research and I
aim to reflect on, evaluate and hopefully, improve my practice. In this study I am investigating
the use of a programme called “Thinking Time™ to promote higher-order thinking in my students.

My data collection methods may include some or all of the following: audio and videotaping,
photographs, observations, interviews, research diary entries and anecdotal reports. I have sought
and gained the permission of the principal and written consents from my students’ parents.

I guarantee total confidentiality of information. I will only report information that is in the public
domain and within the law. I will not reveal anything of a personal or comprising nature. If1
intend to use information that is in any way sensitive I will seek the permission of the originator
before using it. There will also be total confidentiality of all names and I will not name the
school without permission. At some future time if I should wish to include transcript excerpts in
a book and/or videotapes for teaching purposes, I have been given permission to do so.

Is mise,
Le meas,

Mf/ﬁwuh_.

Maiire de Réiste

To whom it may concern,

Mary Roche has the permission of this Board of Management to carry out an action
research self-study in her classroom and in this school, as described above.

Signed
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A.3. Letter to principal requesting permission to carry out research

For the attention of the School Principal

20-02-02
a chara,

1 wish to carry out a research project in my classroom, as part of a doctoral degree in education
with the University of Limerick. I would be grateful for your permission and support. I am the
focus of the research and I aim to reflect on, evaluate and hopefully, improve my practice. Over
the course of the next three years I aim to investigate the use of a programme called “Thinking
Time” to promote higher-order thinking in my students. This work builds on and develops the
work that I carried out for my MA in Education.

My data collection methods may include some or all of the following: audio and videotaping,
photographs, observations, interviews, research diary entries and anecdotal reports. I intend to
invite you and my teaching colleagues to collaborate with me in regular critical evaluations of the
study. With your permission also, I intend to invite the parents of my students to view video-
recordings of the classroom discussions from time to time and to provide me with feedback. I
may at some future time wish to use the discussion transcripts in a book and/or videotapes for
teaching purposes. I have sought and gained parental permission.

I guarantee confidentiality of information. I will only report information that is in the public
domain and within the law. I will not reveal anything of a personal or comprising nature. If1
intend to use information that is in any way sensitive I will seek the permission of the originator
before using it. There will also be total confidentiality of pupils’, teachers’ and parents’ names
and I will not name the school without permission.

Is mise,
Le meas,

M Yee i

Mary Roche

To whom it may concern

I give permission to Mary Roche to carry out an action research self-study in her

classroom and in this school, as described above.

Signed
ﬁ / P / . -
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A4, Letter to parents requesting-operation, permission to carry out
research and to use recorded transcripts

Ethics statement and Parents’ Consent form

Dear Parents,

I am currently carrying out some research for a postgraduate study with the University of
Limerick. The focus of the study is an investigation into my work in the area of stimulating
dialogue and discussion in the classroom, through the use of a process called Thinking Time'".

To carry out this investigation I will be using a variety of data gathering techniques. These
will include audio and videotape as well as transcripts of the class discussions.

In writing up the report of my study, I will observe the strictest confidentiality — neither the
school nor the children will be named. You will already have seen an example of a transcript
on ‘Beauty’ included in your child’s February workbook and you will notice that the children’s
names do not appear on it. There are other examples on the school’s website at

http:/ om under the heading Thinking Time". I would welcome
feedback from you regarding any aspects of ‘Thinking Time’. Any feedback you do submit
will be also treated with the utmost confidentiality.

The main focus of the research is on my teaching processes rather than on the children, but I
need their co-operation - and yours - in order to carry out the study. By observing and
listening to the children and by reflecting on the transcripts, I will get valuable insights into
my practice. You and they are my research collaborators in this study and have a right to
read the transcripts at any time.

Another part of my study will involve workshops for teachers to familiarise them with
‘Thinking Time". I may wish to use some of the videos and transcripts as demonstrations.

Be assured that all tapes will remain in my possession and will only ever be used in a
teaching situation. All tapes and scripts will be treated with the utmost respect. It is possible
that the results of this study will be published in a book. I would like your permission to
include transcripts — and again, the strictest confidentiality will be observed.

You have the right to refuse permission for your child to co-operate. Should you wish to do
so, I guarantee that your refusal will not in any way affect my relationship with you or your
child. Please feel free to come and chat with me about any queries you may have.

Thanking you for your co-operation,

Mary Roche, 19th March 2003

I give permission for my child to collaborate in this research project.

Signed: Parent/Guardian
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A.5.

Letter to parents of Junior Infants (26RQ03) accompanying sample

transcript (original sample transcript consisted of several pages)
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Dear Parents,

The following is a copy of a transcript of the discussion we had on a poem. (Copy of poem
attached). The children’s names have been deleted to preserve anonymity. Despite the fact that
this initial session was very teacher driven — a question and answer session— I think you’ll agree
that some of the responses are very imaginative and even lyrical. My aim'would be that, by the
end of this school year, the children would be able to sustain a discussion on a topic without
much intervention from me. Sometimes they will know the topic in advance. If you would like
to read other transcripts, as time goes on, I will be happy to make them available to you.

Please read the accompanying letter carefully. If you have any questio de come and talk to me.

Mary R -

Wednesday 30-01-02. 11.45am

Facilitation: Children had been to yard. Seated in a circle, tables pushed to both sides of room.
Good listening throughout. Poem had been read aloud twice on preceding days and was read
again when children were in circle prior to discussion. Girls and boys eontributed equally. Only
two children ‘passed’ consistently. Two children were absent. Three children who rarely speak
in class were remarkably animated in this discussion.

Transcript : Colours
From ‘First poems for thinking’ - Robert Fisher

Q1 What do the first lines mean when they say, “The colours live between black and white”?
-: Black is the first colour and white is the last and red is one of the last

-1 All the colours are in between black and white

Q3 What do you think the poet means by ‘knowing best isn’t everything’?

-: Cos some people are best too at different things

Q4 In what way do colours dance?

-: I think they have some legs

-: With paintbrushes — when you paint
-: They could flop around when someone makes play dough



A.6. Sample éttesto colleagues requesting-operation and participation
in aspects of myesearch

23] ovfos
o R

| am putting together a paper for ESAI conference on workplace learning. | need some

Dear Colleagues

evidence for my claim that | have influenced others educationally. | am using mainly stuff
about Thinking Time and how | have influenced others through workshops, disseminating
stuff, talking informally about Thinking Time etc....anything that illustrates my claim really.
For example | intend, with participants’ permission to relate some bits of conversation
where people have expressed to me how their own thinking has been affected. If you
can add anything at all, please do. Think about this over the weekend and let me have it
|Mon or Tues (paper has to be delivered to ESAI Wed)

Masr, Roche
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A7. Letter to participants in workshop requesting permission to use
evaluations.

Please take a few moments to read carefully through this sheet

‘Introduction to Thinking Time’
Dear Colleagues,

I am currently pursuing doctoral studies in the University of Limerick and to that end
I am carrying out a piece of research on my practice as a teacher. Ihave been
examining the effect that Thinking Time has in my classroom both for my students
and for myself. The focus of the research is my own practice and the learning that I
am gaining from doing Thinking Time. With the support of my principal and
colleagues, I have also been working on getting Thinking Time established
throughout our school. This, too, has been a huge learning experience for me. Now I
am focussing on the wider academic field, and it is my aim through this and
subsequent workshops, to facilitate other teachers in doing Thinking Time in their

own contexts. Again, it is my own practice that is under scrutiny.

I would be very grateful to have your permission to use any evaluation or feedback
that you might give me, as data for my research. I will guarantee total confidentiality
and promise not to reveal your name or the name of your school, should you have
chosen to sign the evaluation. Following this workshop, I will invite all participants
to fill out an evaluation sheet. If you wish to have your evaluation used, please select

the “Yes’ option at the top of the sheet; if not, select ‘No’.

Thank you for your co-operation.

/

Mary Roche
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A.8.

Letter to participants on summer course requesting permission to use

their evaluations

A.9.

Please take a few moments to read carefully through this sheet.

Thinking Time and the Revised Curriculum
Cork Education Support Centre,
July 1% to 5™ 2003

Dear Colleagues,

I am currently pursuing doctoral studies at the University of Limerick and to that end I
am carrying out some research on my practice as a teacher. Ihave been examining the
effect that ‘Thinking Time’ has in my own practice and the learning I gained from doing
it. With the support of my principal and colleagues, I have been working on getting
‘Thinking Time’ established throughout our school. Now I am looking at how I can

facilitate other teachers in doing ‘Thinking Time’ in their own contexts.

My research is in three phases
e Inmy classroom
e In my school context

e In the wider educational field

(In all these areas, it is my own practice that is under scrutiny).

I would be very grateful to have your permission to use any evaluation or feedback that
you might give me, as data for my research. I will guarantee total confidentiality and
promise not to reveal your name or the name of your school, should you choose to sign
the evaluation. Following this course all participants will be invited to fill out an
evaluation sheet. If you wish to give me permission to use your words in my data

archive, please select the “YES’ option attached to the sheet; if not, select ‘NO’.

Thank you for your co-operation.

Rt e

Mary Roche

Sample étter to parents requesting permission to include specific

photos in thesis document

Appendix A

Dear Parents

I am currently completing a postgrad thesis and may wish to include photos of classtroom
practice in it. Attached are the photos that relate to when your child was in 3" class with
me. I would be very grateful for your permission to include photos that have your child
in them. If you give your permission to have your child’s photo included, please indicate
below and return the permission slip to your child’s current teacher.

Best regards

To whom it may concern: I give my permission to have my child’s photo included
in Mary Roche’s thesis.

Signed. .. b e SR



A.10. Letters to principal (and reply) requesting permissiomtdude
specifc datain thesis document

10-04-07

Dear M

Please find attached herewith an excerpt from my draft thesis document outlining some
difficulties we mutually encountered when | was first putting my ideas into practice.
Please take time to read thecaunt. | would be grateful if you would sign the
permission slip if you are happy to have the extract included as it stands. If you are not

happy to have it included, | will delete it.

Regards
Mary

[TO NOTE: The attached text in question waattactt r om 6 Encountering
Di | e mma s-I66 qf ¢iraftj]l 6 3

To whom it may concern:

I agree that the data presented herewith represents an accurate and fair account of the events

described.
e T S c
il -
ST LI R, b
(Principal)
/@ « o
Date:..........é.....c.(;. ...........
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A.11. Letter to parents inviting them to view filmed classroom Thinking
Times and requesting permission to use video clips in thesis
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