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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
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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
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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

35



© Mary Roche 2007

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

45



© Mary Roche 2007

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)

57



© Mary Roche 2007

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

62

asked

C



© Mary Roche 2007

| 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)
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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.
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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)
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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.
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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.
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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 t hat children need
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 6édonedé or Onot

what exactly had been ¢dsanetinesincludngGlxs ar ou

of discussionsor photos of children working individually and collaboratively, as
illustrated inFigures5.2 and 5.»elow.

Figure 5-2: Photos of my students researching together
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