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Concluding chapter: The end is a new beginning

The next chapter, Chapter 9, concludes my reselchment. However, it is neither
the end of my story nor the end of my epistemolagmurney. In a sense when | end
this chapter | begin a new phase of my practicdnat of living faithfully to my

articulated values and continuing to reflect on immprove what | do.
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Chapter 9

Conclusion
The potential significance of my research

In this final chapter | outline what | claim to leachieved, and what | know | have
learned. | also state what | believe is the sigaifce of my practice, at a practical and a

theoretical level.
| am claiming to have achieved the following atagtical level:

| have begun to live my values of care, freedom jastice more fully in my

practice

| have encouraged and supported my students tseaetieir capacity for

originality and critical engagement

| have contributed to the improved subject knowkedgthe children that | have
taught

| have contributed to the transformation of myitmgon through transforming

my practice

| have attempted to realise some of the principfaie 1999 Curriculum in my

practice
| know | have learned the following at a theordtlesel:

| have reconceptualised my own practice, and infled others to

reconceptualise theirs

| have developed my capacity to make judgementstabe quality of what |

am doing as a practitioner and a researcher, dilnemced others to do the same

| have improved myself as a person: having beguhitk about what ‘good’

means, | am now closer to realising the visiorhefgood teacher | wish to be.

249



© Mary Roche 2007

I now organise this chapter into two parts that deth the two aspects of my claims to

knowledge.

Chapter 9 Part |

| am claiming that | have realised my educatiorsligs in my practice. For example |
developed dialogic pedagogies that contributedhéoinproved subject knowledge of
the children. As | have shown throughout this aoent, developing these pedagogies
meant, that as | supported and encouraged myrgtuttethink for themselves, | also
increased my own critical awareness as | engagéd ideas about knowledge and
critiqued the growing technicisation underpinningam of the rationalisation of the

school day .

Releasing the Imagination

Borrowing from Greene (1995), | am claiming thdtalve contributed to the children’s
content knowledge through releasing their imagomsti Like Greene (2001), | have
tried to ensure that my students experience antheis education, a mode of
education intended to make possible informed, apwartcipation in works of art. This
is not, Greene contends, ‘the kind of undertakiegrgd to the transmission of pieces of
knowledge or specific skills to passive learneps110). | claim that through thoughtful
and critical pedagogies | have opened doors forcttieren to learn from artists and
their work. By visiting galleries; listening to sia and responding in pictures, dance,
drama, writing or verbally; by sitting outdoors deaw from observation the children
have unlocked new perspectives for themselvesdardified new alternatives. | claim
that by employing dialogical pedagogies | relatemy students as thinking human
beings who can make meaning for themselves andgengamultiple vantage points.
By giving my children the space and opportuniteshgage in silent dialogue with
themselves as they gaze at a piece of art or Miiter® as they explore art together, |
embody my values of care, freedom and justice,cantimunicate those values through
my practice. | show the realisation of these valodke following photos. In Figure 9.1
the children are silent, but from the expressiamsheir faces it is clear that they are in
communion with themselves, and thinking deeply,levim Figures 9.2, 9.3 and 9.4

they are engaged with each other.
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Figure 9-3: Photo of two children in one-to-one dilbgue about art

| believe that in teaching the way | now do, | thabpen the world for a child’
(Macdonald 1995, cited in Whitehead and McNiff 2@082). | have faith in my own
capacity to nurture dialogical ways of knowing teagble my students and myself to

be aware of how we learn to think for ourselvesyree with Greene when she says:
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It may be our interest in imagination, as much asimterest in active learning,
which makes us so eager to encourage a sense mdyagenong those with
whom we work. By that | mean consciousness of thego to choose and to
act upon what is chosen ... a willingness to tak&atives, to pose critical
questions, to play an authentic part in ongoindpdizes ...

(Green®2(®.110)

The dialogic pedagogies that | have now put inez@lin my classroom find resonance
in Bakhtin’s ideas about the creation of knowledgelquist (2002) suggests that for

Bakhtin, nothings in itself.

Existence [for Bakhtin] is sobytie sobytiya, theeetof co-being; it is a vast
web of interconnections each and all of which &rkeld as participants in an
event whose totality is so immense that no onesotan ever know it. That
event manifests itself in the form of a constaagseless creation and exchange
of meaning.

(HolquiX202 p.41)

This idea makes sense to me. In relation to myesiisd learning, and as Bakhtin
suggested, there was possibly ‘a constant ceasgkestion and exchange of meaning’
(Holquist 2002 p.41). When the children were busdgearching information for their
projects, it seemed to me that they were engageleirco-creation of knowledge in
dialogue with each other or with their own thoughi#hat matters most is that, in all
these learning situations, the children have oppidirés to think for themselves and are

not just relying on received wisdom from textbooks.

Figure 9-4: Photo of children in dialogue about sdptures in a gallery
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When a child is in dialogue with others in a kniticircle,(Video Link: dialogue and

knitting) or in conversation with a man who has come inemahstrate his love for the
feel of wood under his hands, or who, having spgEné engaging with works by
Picasso or Miro, has responded with a drawing obkaen (Figures 9.5a, and 9.5b), she
has not been told what to say, do, or think. Shesrenstead on her own originality of

mind and capacity for critical engagement.

Figure 9-5a: Photo of students’ responses to Picass

Figure 9-5b: Photos of students’ responses to Miro

Included also in my data is a video clip showing thildren engaged in dialogue as
they collaborate on filling out some Halloween waitgets and worksheets based on the
human skeleton and another clip that follows, shgvthe children cooperating with
each other on a creative writing exercise baseBraeghel’s ‘Hunter in the snow’ and

‘Winter landscape'(Video Link: worksheet collaborations and creatwsting). In

Appendix E. there are also several examples ohipke level of individual creative

responses of the children to the music and artwbrithers. Several research reports
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into Irish classrooms decry the dominance of waoeksh and workbooks (Greaney and
Close 1989, Government of Ireland 2005a, Murphy4200

The classroom approach and methodology appeasriaim teacher-directed
and focused, with pupil activity consisting of thalespread use of worksheets
and textbooks ... rather than on guided discovenyigc...
(Murphy 2Dp.256)
There is an understanding amongst such reportswibdibooks and worksheets are
employed as passive and mindless drills. My videows how even worksheets, if
employed dialogically with several children exphaitogether, can in fact be rich

opportunities for exploration and dialogue.

It mattered little to me that my students’ learnifrgm their various dialogical

experiences was not quantifiable empirically asmgrmonthly progress reports (see
Chapter 5). What was significant, | felt, was timgt students were learning in ways that
were life affirming, and the learning opportunitie®re appropriate to each child’s
unique way of knowing. | was delighted that theldriein learned that often situations
occur for which no right answers are to be found #at learning needs to be
problematic. | felt that | had found pedagogies #r@couraged them to problematise
content knowledge as well as their own learningc@sses. Thus their main subject

knowledge became knowledge of their own capacitgdam and to think critically.

The next episode demonstrates this clearly. It shinat the children learned to reflect
on their own thinking and evaluate it in the liglithew thinking. On 22-11-05 | gave
them ‘booklets’ composed of the transcripts fromrf@hinking Times dating from
early September 2005 to the end of October 2008dd and discuss. In my diary |
recorded that

The children were immediately engrossed and spleet first few
minutes quickly scanning the pages for their owntrdoutions. When
they found their own name they read their own doutions several
times and eagerly showed them each other. Only ¢l they reac
through the transcripts.

The children then evaluated their own thinking.

C: Actually it's kind of good to read these againwouldn’t say what |
said there again now though, because when youwhatlother peopls
said you'd kind of get different feelings about wiasay.

\1%4
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K: I think the discussion on Yellow Bird was pretigod. I'm kind of
amazed at myself...at what | said. It's actuallytgusort of ...
grownup.

J: I remember after doing that Thinking Time | képhking about my
feelings and my mind and my soul and wondering ailicand stuff. |
like what | said here. I'd still agree with it.

P: | still agree with whalt said. It often strikes me when we’re on about
what the frog said and the toad said and the smd&r and...lookK
they’re not human! Why are we getting so excitbdua them? —
They’re animals for God’s sake! ...not even real aign.they’re made
up for a story!

J: Yeah but P... the point is what's it about ... whdkie author trying
to tell us? ... We don'’t believe the stories, we.nlthabout what the
point is. (RD 22-11-05)

174

| believe the data clearly demonstrate that thil@n can be critical about their own
critical thinking. The data suggest that the aleifdrespect the discussions and take
them seriously. P’s contribution is very true ¢onfi: he regularly shows that he is one
of the deepest and most lateral thinkers in thescland he often states after some time
in discussion that the suspension of belief he eg¢nl go along with a fiction story has
just collapsed. For example: ‘Il mean ... he’s a to&dhy would he need a swimsuit?

Frogs don’'t wear swimsuits(Video Link: | mean... he’s a toad!) In the actual
transcript of the ‘Yellow Bird, Black Spider’ stotArcher and Archer 2004) he had

said

P: 1 don't know why we’re all feeing so shockedabthe bird eatin
the spider. That's what birds do...all the time! yheat spiders an
worms and cute things like ladybirds. So what'sstaordinary about
eating a spider? 1 think it's because we're logkat that bird as if he’
human. He’s &ird! (RD excerpt from transcript of Yellow Bird Black
Spider 12-10-05; Appendix C.9.)

P recognises that children’s fiction is steepednthropomorphic imagery. And he is
not a fan of the genre. However, J's responserny &s they evaluated the transcripts,
shows that J has grasped that the exercise insgisgusuch stories is an exercise in

thinking critically.

Reflection 1

The episode shows me the significance of carryumgresearch in my
own context.

255



© Mary Roche 2007

As the teacher-researcher, | am in a position &duete what happens at
a different level to that of an outside researcmat can learn from it sp
as to improve what | do in a caring and just way.

I know my children in a way that | doubt an outsideuld. We share a
‘communicative past’ (Mercer 199561).

| ‘know’ their ‘communicative history’ as well abeir ‘communicative
present’ (op cit).

| knew how P disliked fictional stories, and soaim effort to be caring
and just to him and to other children who did nogage with fictional
material well, 1 ensured that we also discussednsific concepts an
history and mathematics — topics he chose and ichwhe engage
deeply. (RD 22-11-05)

|y -

| offer the data above as evidence that the chldrave reached a high level of
metacognition as well as critical awareness. These and my theorising of them also
contribute to my arguments about the power of teaphactitioner self study as a

methodology for generating a living theory of preet(see Chapter 3).

The children also demonstrated critical awarenessna day-to-day school issues: for
example, when the children’s creative writing raertime, or when they didn’t want to
stop researching because the clock said 10.30aadnit was time for something else,
they were demonstrating critical engagement. Thegfimed to interrupt the flow of
knowing of which Bohm (1998) spoke, or to break BaKs (1981) idea of the
‘wholeness’ of the learning situation. Through wogkwith the children, | also came to
see my teaching as a holistic practice, and | drikés with my values of care, freedom
and justice. Csikszentmihalyi (1990) refers to figwling of absorption in creativity as

‘flow’ while Pirsig (1974) calls it ‘wholeness’ arlohks it to care:

When you're not dominated by feelings of separasniom what you're

working on, then you can be said to ‘care’ abouatwou're doing. That is

what caring really is: ‘a feeling of identificatiavith what one’s doing.’
(Pirsig§74 p.290)

The idea of wholeness also permeates the philosoptigrpinning the living nature of
the theory | am generating. Bohm'’s (2004) ideahefwhole world as ‘shades merging
into one’ (p.10) also has resonance for my metlogol because a living form of
research involves a flow of inclusional and diabadi practices. Practitioner-

researchers like me can take a long time to redtisethere is no template, no ‘set
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menu’ for the methodology — in fact no reified ‘imetlology’. They learn to go with

the flow of a living practice in relation with otise

In developing my living theory of practice, withine context of my institution, | had to
learn to allow dialogical practices and the tecAhrationality of my existing school

system to coexist. | had to learn to live with catimy epistemological logics. | cannot,
and should not, change institutional structuregroght. For example, it is not within

my power to have an open-ended arrangement abimgt e computer lab or the PE
hall. These resources have to be fairly dividedwbeh classes. | have had to
incorporate the logistics of everyday school Iiéimy practice, in the interests of a

caring and just level of access for all, to limitedources.

Neither can | adopt a maverick approach to wheneming support, language support
and resource teachers can work in my room witrstbdents who need help. In terms
of assessing my practice for planning and progrgssrts, | also had to be resourceful
in developing inclusive ways of showing what | vaesng, and hope that there would
be adequate evidence of learning taking placelibeatately developed creative ways of
showing children involved in dialogical practicds) including CDs and photos of

different class-based activities with my progresgsorts to the principal.

My children and | learned much from the work of oofleagues in my university study
group. From M’s sharing of her work on ‘travel bieki and East-West projects (Glenn
2006) | got the idea of setting up pen pal actsitior my students with children in two
schools in Arizona (2004/5; 2005/6), and in Podladregon (2006/7). Figure 9.6

provides a flavour of what happened when letterseat.

Figure 9-6: Photos of students reading & sharing Upen pal letters
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A cheer goes up when the letters arrive. Firstcthitelren are quiet as
they absorb their own letters, and then a buzzksreat as they share
letters. (RD 16-10-04)

The pen pal project was a huge success. As welhesocial learning involved in
communicating with each other and with childrennfrother cultures, my children
learned about geography, through an investigatitm the topography and climate of
Arizona, and, more critically, about the fact thiair Irish reality was very different to
that of the children in Arizona. For example, myd&nts wrote about Gaelic football
and hurling, assuming that their pen pals wouldvwknehat they were talking about.
They also learned about the differences in langwagke meaning between American

English and Irish English:

S: My pen friend thought “hurling” meant being \eatly sick.
M: God! Look at this. She thinks we all live in tages on a hillside!
CM: My pen pal asked me if | ever saw a leprechaun!

G: The Saguaro cactus flower is the national floafeArizona: what'’s
ours? (RD 16-10-04)

Likewise the children in the USA laughed at someh& assumptions my students
made about life in a desert region. When the Araerichildren told my students that
they were doing a ‘big project’ on early Americdemeentary schooling (Figure 9.7),

my children were anxious to do a history projed, tand they decided to do one that

would demonstrate the antiquity of Irish culture.

Figure 9-7: Photo of Arizona pen pals' schooldaysrpject
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We are about to wrap up the ‘Pioneer Schooldaysérence and wil
send a group picture in our pioneer clothes intfadrthe first territorial
governor’'s “mansion”-- a 3-room log cabin about }&@rs old. That's
ancient for us white folks out here! (RD email fromacher: P.ALaF 21
01-05)

My students linked their history project with theligion programme and investigated
the effect of the arrival of Christianity orf'&entury pagan Celtic Ireland. As part of
this project E constructed a church (Figures 9Hr work was meticulous and led to a
significant learning episode for me and a challeggince again of how children are
often failed by an education system that does eabgnise their multi faceted
intelligences (Gardner 1983). Other children thieHowed her example and
constructed a monastic Round Tower, some toilét\iing raiders, a Viking long

ship, a Norman castle and some Tudor toilet rotldand ladies.

Figure 9-8: Photo of E's church with 'action man' $ Patrick

E paid incredible attention to interior detail amet finished church was a considerable
demonstration of her architectural, constructior artistic skills. With her permission,
some children then decided to add electric lightthe church, which was inaccurate

chronologically and historically, but their effogisoved informative for me, as the next
excerpt shows:
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A group of children who were good at physics askedf they could
‘electrify’ the church. They set to work with thieetricity kit. They had
great fun stripping and cutting wires and arguibgua what bulb and
battery should go where. But after half a day twesre no neare
providing light in the church although they had dree expert wire;
strippers.

=

| asked E to help them. After all it was her chur@he was not strong at
physics but | knew she was a good manager of peojle excellent
organisational skills and tactful interpersonatligence. She allocated
tasks, organised the tidying up of the kit boxgedated a team to clear
the floor and work area, and within an hour théobwlere lighting. (RO
17-02-05)

E is a child who attained a low score in both Esigland Maths standardised tests.
According to the technical rational logics of tlests, she is a ‘slow’ learner. However,
by my criteria, grounded in my inclusional logiasdabased on my observation of her
real-life abilities, she is a superb artist, actancer, architect, engineer, manager,
communicator and a sociable, popular student. Inatalone in recognising this. It
must be noted that E has been fortunate: her rtaultipelligences (Gardner 1983) have
flourished throughout her career in our school. Kieds of pedagogies | was
developing were built on the recognition that ataldlike E must have opportunities to
demonstrate their critical intellectual strengtiifiese pedagogies thereby contribute to

a more just and inclusional form of educationatpca.

Two children (C in my class and V in Arizona) dicc@operative science experiment
comparing the quality of wild water and tap waterdork with that in Arizona. The
experiment was entered in the Arizona State SciEage

V's teacher here. We have just made a video ofclass science fair
projects and we are so pleased with how V and @eg has turned
out. What's even better is that our principal -foamer high schoo
science teacher -- has told me it is one of the¢ jegects he's seen |n
years. V made this great "stacking" graph showing differences
between the tap water sources and the "wild" wsterces for each
country.

Looking at the graph, we see that the boys' hygttheas correct -
Arizona's wild water sources are very differentiravhat comes out O
the tap. Cork's tap water -- when taken as a whatevery similar to its
wild water sources. We will be sending you all tiahas written anc
displayed and | will take pictures of his board anadhil them to you.

—n

As a teacher, this kind of learning really is exgt (RD email
correspondence from Arizona teacher P.ALaF 20-02-05
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Considerable critical awareness was generatedvisa my students grappled with the
multicultural reality of why the American childresaid ‘Happy holidays’ instead of
‘Happy Christmas’ and why, despite their multi-etitly, they did not have to learn a
compulsory second language like Irish. The ArizG@oak communication culminated
in the teacher of the™®grade class spending two days in my classrooninshaer

knowledge about life with scorpions, snakes anti aaé\rizona with the children.

| can be at your school on that Thursday or Fridaam so very, ver
excited. We are sending to you this week: a woadedel of a scorpio
for your class to put together, scorpion informativandouts for al
students to read and color, and step-by-step direscfor drawing a
accurate model of these creepy arachnids. Is #fat would be glad t
help students put together the model. (Extract fraamail
correspondence with P.ALaF 25-05-05)

Almost three years after the initial correspondelmegan some of the students are still
corresponding with their pen pals.

From C, a colleague involved in researching hectmga with children who have

Specific Learning Disabilities (Dyslexia), | becamare of the possibilities of asking
children to become critical of their own learnifgoDonagh 2000, 2002, 2007). This
resulted in several projects whereby | encouraggdtondents to present their learning
to others. On different occasions, they explaimedgrinciples behind the phenomenon
of ‘dancing raisins’ to an Infant class, discus#ieel possible existence of aliens, and

demonstrated butter making and magnetic car de@tgyures 9.9 to 9.12 below.)

Figure 9-9: Photos students presenting creative wing & science experiment
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Figure 9-10: Photos of bridges made by students dung science

Figure 9-11: Photos of bridges demonstrated by stwhts for science open day

The students also demonstrated their learningeio plarents and to children from other

classes at a science open day as shown in thespbelton: Figure 9.12.

Figure 9-12: Photos of students demonstrating buttemaking & magnetic cars
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These are some of the ways in which | have been tabtontribute to the children’s
content knowledge. Significantly, they and | havame to an understanding that
content knowledge is related to individual processelearning. Occasionally they are
able to articulate this, as in many of the excelgtave included throughout. | have
definitely learned how to articulate this, and itmportance of doing so. | am critically
aware of my own processes of learning, and | emgaumy students to develop this

capacity also.

| am also claiming that | have enabled my studeotexercise their capacity for
originality and critical engagement. As well as@uraging them to exercise critical
awareness in relation to the subject areas indtrecalum, | have, through focussing on
making time available for discrete classroom dismrs also encouraged them to be
aware of their capacity for originality and criicengagement, and to articulate this

awareness.

&N

My 3rd class and | had a discussion on animal sight27-02-06: | rea
‘Oil Get off our train’ (Burningham 1991) and ‘Zo(Browne 1992) and
then asked the children to discuss their thoudhasittanimals’ rights.

Me: Should all animals have the same rights? Famgse should rat
and Labrador guide dogs deserve the same rights?

)

A: Well, the guide dog is doing a job and he’sfukso I'd put him in a
different group to the rat 'cos they are just tlegsbme and if you get |a
bite of a lady rat you can die ...

A: | think all animals should have the right toddem, like us. The)
shouldn’t have to stay in cages for their wholesivAt least we get le
out free at 18.

=

Sh: I've been thinking about rights and | doninththat every single
animal should have rights. Some should have rigids,rats, snakes,
crocodiles, maybe not wasps. If you made a linegeud put those o
one side, because they have sharp teeth and thdyiteayou. Then on
the other side you could put lions and tigers amwiscand dogs and cats
and rabbits and bears. They deserve rights, theyod. (RD 27-02
06, Appendix C.2.)

—

Here are two excerpts: both following a readingltie Story of Anne Frank’ with two

3 classes
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B: I was thinking ... well ... the way we all thinkrtabe forced on us
... like we might think it's right to be Catholics towe couldn’'tmake
someonebe a Catholic, we could bring them to the church imet
couldn’t force them to believe. You havelde one to really believe ...
and you can’'t make anyone else one unless ... they believe ... for
themselves (RD excerpt from transcript of Anne kr@86-02-06 with
SB'’s class, Appendix C.3.)

K: | agree with T that freedom would mean doingrgthing you want
even the bad. Well, do you know when you were readhe story
[Anne Frank]? Well, you said the Americans joinethvBritain to help
them against the Germans. Well, in a certain wayAimericans when
they joined in, they were helping England with ttes, but then that
means that they were ... against ... they were stopfegnany’s
freedom ...if you take sides ... it means that samesiyou are stopping
someone’s freedom ... well ... a bit ...

P: | disagree with some people and | agree witkersthwho said that
freedom is doing whatever you want, but only inaw You can only
have freedom if you're alone. Because if you wesaly free to think
what you like and say what you like and do what ifke it and there
were other people around, it could be the baddwst) tever for then
because you might want to do all bad things witlhirytseedom ..
Freedom could be sometimes gobdt sometimes it could be the
baddest thing ever(RD: transcript of ‘freedom’ 07-02-06; Appendix
C.6.).

The children demonstrate here, | believe, that tleese grasped fundamental aspects of
freedom, and they have begun to be aware of thelaf@went of their own ideas. Like
Berlin (2002), P has come to see for himself th&dl tpositive freedom could be ‘the
baddest thing ever'. The children recognise tregdom means having choices but that
one person’s freedom should not impinge or takenfemother’s, and they recognise

that freedom, like faith and critical thought, cahhe forced upon people.

| did not teach the children about freedom, nor digach them how to use their
capacity for originality and critical engagemente&d them an abridged version of the
story of Anne Frank and invited them to discussdtoey. Their comments in the full
transcripts (Appendix C.3. and C.6.) show considlerdiversity in sophistication. Here
| have chosen those that | felt were particulathkiag in their simple and heartfelt
wisdom. The children involved are aged eight oenyears old. They arrived at these
explanations of what freedom means for themselibs. significance of my practice

here is that, by providing opportunities for cnitég | believe | have created a critical
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community of enquiry within a caring, free and jpsactice in my classroom, and that

this is evidenced by the children’s words.

My educational influence in my workplace and in the wider domain

| am claiming that | have contributed to the transfation of my institution through
transforming my practice. | did not set out toetdkis aspect as a core feature of my
research. It became a value-added aspect, inhhaigh my educative influence, |

transformation of my institution.

As reported earlier from my appointment in 2001alsvinvolved in providing in-house

professional development in the area of teachimgnfiproved critical thinking in my

institution. 1 now expand on what | wrote earliahout how | engaged colleagues in
informal conversation about my classroom discussiand how my enthusiasm
seemed to have influenced others to try the peadtc themselves. Thirteen out of
fourteen colleagues responded to me when | askedevimence that | had been
invitational in my approach to helping them trysdeoom discussion for themselves.

Testimonies included the following:

Thinking Time has been a foundation stone for etitucal policy in our
school since 2001. Mary habanged my way of thinking as a teacher
Thinking Time permeates the school day. It encasachildren and
teachers to think, communicate and interact in feerdnt way. (RD
Extract from letter from SO’L 28-02-05)

It is my belief that because of Mary's educativéluence on the
majority of the staff of fourteen teachers, theyendeen imbued witl
enthusiasm for the spirit and culture of thinkingé ... | lecture part;
time in a third level institution ... because Mfry’s influence | now
give two lectures out of a series of ten on critiqaestioning ang
thinking (RD extract from letter from MC dated 22-02-04)

—

You don’t push your views on anyone: you speak wiikious pleasur
and enthusiasm and share your delight in your @nld ideas. (RO
comment by DW 18-02-04 (see further examples inehpices B.1. a.
B.1.m.)

D

Gradually, as the school grew, | was obliged to pugfessional development in
Thinking Time on a more formal footing and | begn provide workshops and
presentations for colleagues in my own school amwdaf neighbouring school. My
approach was largely invitational, conversationadl amon-coercive (see evaluations
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below). | began by articulating my values aboutoadion and | showed videos of
discussions, and then spoke about my own experiencéassroom practice. | read
simple stories such as ‘Something Else’ (Cave amdddl 1995) and invited
comments. Colleagues who experienced this provideditive (and sometimes
poignant) feedback:

| wish I'd heard this long ago, when | could hawae something about
it. (RD comment by BD during summer in-service sauduly 2004).

| have been teaching all my life: | am ready toreetWhy am | only|
learning this now? This way of encouraging childrepeople!!! — to
think would have made such a difference to my teach.. it's so
simple and so powerful. (RD extract from conveatwith MR
following workshop Aug 2004)

On 16-11-02 | was invited by the local Educationp@rt Centre to conduct a
workshop for teachers (Roche 2002d). | presentedleas about Thinking Time in my
usual way, through video and participation in akhg circle (using the story ‘Zoo’

Browne 1992). The participating teachers completeduation sheets in which one of

the questions was:

Q3. Which aspect of this workshop most appealgat?

The answers | received included:

"2

The practical experience of a thinking time was&él by the video
which gave insight into the process. You have aelipvnatural
communication style — you are concerned for yobjest, the children
and your audience of teachers who need your easasand support.

| like the idea of allowing the teacher to be a thild’s level in the
discussion and the idea of the teacher and alptipés listening to one
child and that child isn’t wrong.

| loved the spirit of openness and willingness #otipipate which was
evident in the group. (RD 16-11-02; Appendices.&.40 B.4.c. and
B.5.a. to B.5.g.).

These responses were encouraging and affirmingsiamged me that, like me, many
teachers seek ways to encourage children to be pawtieipative in classrooms. The
evaluations in general show an awareness by teadfatifferent ages and levels of

experience of the need for more dialogue in school.
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| also provided a workshop for colleagues from nmpRtudy group and members of
the University of Limerick Department of Educatiand Professional Studies (Roche

2002c). Colleagues agreed that the experiencedawpowerful learning:

| was amazed at how powerful an activity the thagktime circle is a
promoting a depth of engagement ... | can only imadime huge
potential within philosophising with children fohitdren’s personal and
social development ... | believe that the environmgot create is
critical to the richness of thinking and engagement believe also that
you are, through your thinking time, a mediator agateway to
children’s innate knowledge and understanding. @mail from MG
18-10-02)

I would have loved thinking time when | was a chllevas a non-sporty
child, always thinking and pondering. This wouldvéabeen sq
liberating and so wonderful for the ‘me’ | was babtlen: to have th
space to explore feelings, thoughts, ideas — bat tieed was ng
appreciated at that time. (RD comment by TG, Umsitgistaff membe
12-10-02)

D

—

The weekly practice of classroom discussion is rewmbedded in school policy.
Teachers joining our staff receive professionakttgyment in the form of being invited
to sit in on my classroom discussions and thoseth@r teachers. | provide support in
the form of workshops, a file of ideas and a bahkesources of stories, poems, and
pictures. Teachers evaluate their discussions bpikg transcripts of what the children
say, and adding their own observations and/or iegifinom the discussion.

ML, a teaching colleague, organised her weekly Rihin Time discussion with hef™4

class around the topic ‘What did friendship weekaméo you?’ on 16-02-07. She
knew | was finishing my thesis and offered me aycop her evaluation from her

monthly progress records file, because she sagl éittivity was so significant for me
and 1 think the evaluation might be useful for yd&D 05-04-07). Her complete
document is included in Appendix D.2. as an exaropleow colleagues now use their
evaluations of Thinking Times as opportunities feflective practice. Her actions
showed me that my studies are respected and argnised as having relevance for

others in my institution. In her evaluation ML hadtten:

Very occasionally you experience a ‘moment’ in teag that you know
you’ll always remember. This has got to be on¢hoke times for me.
(RD 05-04-07 written evaluation by ML; Appendix D.2
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Evidence of my influence sometimes occurs wheagdtlexpect it. Corridor discussions
with colleagues have been a rich source of datdesamding for me. | now concur with

Adger (2002) that ‘professional talk is not icingy dhe cake of professional

development. It is the cake.’ (p.28)

In the corridor today R said, ‘I ended up havingoaversation aboyt
feminism with Junior Infants! We started out tatkimbout wearin
summer clothes ... and next thing | knew we were @thiscussion o
feminism?!’

S. replied, ‘That's what | don’t get: how do youdkmwhen to interrup
the discussion ... and go with the new idea?’

R. replied, ‘I don’t know really: | suppose fronstiening to Mary. I'v
heard her say so many times: go with your hunchgss recognise
‘good topic’ when you hearit ... ... Mary often speak®ut the need t
look beneath the surface and the giverigRD 12-05-03)

Today MK gave me some transcripts from her eiglar y@ds. | wa
very struck and heartened by the examples in #mseript that show th
children recognising multiple viewpoints ... (RD 15-04)

At a staff meeting today the principal spoke puplabout his delight ir
reading Thinking Time transcripts from the teachsteff. He referred to
a teacher’'s comment in her evaluation that ‘theudision represented
one of those rare teaching moments that only happece or twice in
career.” (RD 20-03-07; Appendix.2.)

52

| outlined earlier how | have also presented mykwtorteachers from outside of my
own institution at workshops, in-service days anthmer professional development
courses and how teachers have been encouragey Thibking Time in their own
contexts. A young trainee teacher recently spemeseeeks in my classroom as part of
her teaching practice. During this time she pauétad in several classroom discussions

and was impressed with what she witnessed. Shenatée:

| have picked up loads of ideas during my teaclpragtice ... | liked
your classroom discussions most of all though acahlt wait to have a
class of my own to do that ...

=

| like the way they listen so nicely to each othrd the way they buil
up on each other’s ideas ... they don’t get upsedllaivhen peoplé
disagree with their ideas. They seem to sort gf $ammm — she
disagrees with what | said ... maybe she has a pdirt:He thinks that|
and I think this ... that’s interesting.’
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| also like the way that the teacher and the childare sort of on the
same level of importance in the discussion andethame no right
answers or wrong answers. It's very fair, and w@gynocratic ... they
really are thinking in those discussions.

I've been amazed at some of the thoughts they\a drad | found
myself thinking ‘that’s an interesting angle ... ddit see that myself’
(RD extract from transcript of conversation from &RD 08-12-06;
Appendix B.1. j.).

In an email (received on 05-02-07) she subsequemdte:

| am starting my last placement after midterm bredkam so looking
forward to trying out a thinking time with the ctad have even been
telling my own class in college of how well it wark Hopefully the
class teacher will be open to me trying it tod. K#ep you informeg
about how well it goes. (RD personal corresponddérama SC 05-02-
07)

The following is an extract from an evaluation venit by a colleague who, some years
ago, was influenced by my practice to try ThinkiFigne in her own context in a school
that shared a campus with my former school. In@dknown that | had influenced her
practice or that she had continued with the metloggyoof classroom discussion to
which | had introduced her, until she related asident that occurred recently during
her new status as a postgraduate student. Shegsidogly agreed to write about the

incident and gave me permission to use it in mgithe

I am currently studying for an M.Ed and was regeasiked in a seminar
run by Dr --- to describe a powerful learning expece. | immediately
thought of the first time | used Mary’s versionatdssroom discussion.

... I have used this format of classroom discussiane that first ‘try-

out’ over ten years ago. | have found it to be emmiching and
empowering way of ‘being’ with my pupils and onlysiv | had known
of it much earlier in my teaching career.

This version of classroom discussion has, in myniopi had a
significant, positive effect on the dynamics in olgssroom. It fosters ja
warm, respectful and supportive relationship betwie children and
between the child and myself.

The children, | think, learn to think for themsedvand blossom in
classroom climate that encourages ‘free’ thinkimgl @on-teacher-le
discussion. (RD excerpt from written evaluationNd§’S 02-10-06 full
evaluation in Appendix B.2.)

oW
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The data presented here demonstrate that one teachbhave an influence for good in
the living practices of others. | can now clain, iftstance, that my educative influence
has influenced the practice of MO’S (above) andt thlae is now educatively
influencing her students. Drawing on the work ohitéhead & McNiff (2006) |
believe that in sharing my enthusiasm for and beli@lialogical practices | have had
an educative influence in the learning of othéFbe others have not been coerced into
adopting ‘my’ practice. They have not ‘applied’ msactice to their contexts. They
have chosen to use the learning from my influeaaéate their own living practices in

ways that are appropriate for them.

Chapter 9 Part 2
My claims to knowledge at the level of theory

| am offering new understandings that will conttiéto the development of educational
research and educational theory. | begin with exijplg how | have reconceptualised
my practice, and enabled others to reconceptualrs. This capacity for

reconceptualisation has emerged through the prooésdoing my research and

generating my living theory of critical practice.
My reconceptualisation of practice has taken aeaidorms.

Reconceptualising my relationship with my students

I now understand my relationships with my studdat®e grounded in our common
humanity. The relationships are dynamic and cotigtavolving. | have no way of
knowing, when | sit into a circle for a discussibow the conversation will evolve. | do
know that our interaction will be spontaneous, tivea and life-affirming for all
(Figure 9.13)
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Figure 9-13: Photos video still from discussions Wi 3rd classes

| have no planned responses when | talk with mglesits, other than to allow them to
critique and discuss whatever story, poem, picturdopic has been chosen. Our
interactions evolve dialogically in response to tlieas and the spontaneous
contributions of each member of the group. Thered seeking of closure or right
answers. | do know, however, that if | were to dtantside the group and direct or
control it from without, in an authoritarian manneand seek a product called
‘knowledge’ which could then be turned into ‘acti@s’ that my children call ‘school
work’, it would not work. It ‘works’ because | am the circle, as one-in-relation-with-
my-students, enjoying the exciting co-creation déas, sharing our knowledge with
each other, and just ‘thinking with one big headu(ris 2000 p.262).

Shor (1992) explains that traditionally, school Wiexlge is assumed to be produced
separate from students, who are asked only to meenavhat the teacher orders.
Consequently, the act of knowing is often reducai ia transference of existing
knowledge, with the teacher as specialist in tlaisdference. In this way the qualities of
critical reflection, problematising, and uncertgjmivhich are all qualities needed for
learning, are ignored in favour of absorbing othkrowledge. | believe that | have
produced evidence to show that in my classroom keabye is vibrant, organic and in
constant creation and re-creation and co-creatfomy students dialogue with each

other and with me (see Figures 9.14 and 9.15 below)
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Figure 9-14: Photos of students in dialogue with e other

Figure 9-15: Video still of me in one-to-one discs#on with a student

Like Noddings, | now see education in its wideshsge as being central to the
cultivation of a caring society. Noddings (2002jiies education as ‘a constellation of
encounters, both planned and unplanned, that peogroith through the acquisition
of knowledge, skills, understanding and appreati(p.283). The orientation of
schooling systems in most advanced capitalist c@snt Noddings argues, is a
functionalist one with an emphasis on skilling wfif the future needs of business and
the economy, whereas, she posits the view, as thdd,school needs to be about
learning to live in relationship with others. | shder concern and her commitments.
Relationships are what make life pleasurable othdy are in turmoil, unbearable.
While some attention is paid in the Irish Primamyr@ulum to personal, social and life
education (for example in the Social Personal aadltH Education syllabus) it seems

inadequate when set against the demands of Noddimegsy of care. She has argued
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that education from a care perspective has fourckayponents: modelling, dialogue,
practice and confirmation. When 1 look at my evickenl see that | am demonstrating

all four concepts in action

My improved self-understanding

When | began problematising my practice duringdasdy part of this study, | came to
realise that | was a living contradiction (WhitetleE89a), in that | held values that
were systematically being denied by the structofethe institution | worked in. My
commitments were to a form of educational inclusirerein | value each person as a
uniqgue and ‘concrete other’ (Benhabib 1987) andreihel see myself as one-in-
relation with others (Bateson 1972, McNiff and Véhitkad 2006, Whitehead and
McNiff 2006). This meant that | felt uncomfortable with the idefasilent children
listening passively as | ‘delivered’ lessons andrged my pedagogy accordingly to fit
more closely with the values | held (see for exapbure 9.16 where children can be

seen collaborating with enjoyment as they comgatassignment).

Figure 9-16: Photo of a group in dialogue as they ovk in pairs on an assignment

I now believe that | understand my practice at epde level. | see the relationship
between my practice and the ‘creation of good $aciders’ (McNiff and Whitehead
2006 p.255).

Drawing again on the work of Korczak, whose practs an educator embodied his
deeply held humanitarian values, Efron (2005 p.) $t#ies that Korczak wrote

“Thanks to theory | know, thanks to practice | feéheory enriches the
intellect; practice colours feelings, trains thdl'wiKorczak 1924/2001 p. 47)

... Armed with knowledge of one’s own specific circgtances, the educator
picks and chooses the particular practice that astrappropriate. This is a
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personal and professional process, Korczak asséntechich the practitioner
is distrustful of both others’ and his or her owpirton. “I don’t know, |
search, | ask questions ... By deepening | complicatEvery ‘elsewise’ is a
new stimulus for the efforts of thought” (Korcza®2u/2001 p. 48).

(cited in Efron 200.124)

Efron also suggests that Korczak’s work is reledantcurrent thinking about the role

of the practitioner researcher in current educatidiscourse:

In many ways, Korczak’s concept of the role of ticacin forming a teacher’s
personal theory of teaching was a precursor tacthieent notion of teacher’s
knowledge ... [he] valued teachers’ personal, egpgal, situational, and
relational knowledge. His belief in the personahgiical knowledge (see
Clandinin & Connelly, 1995) draws on the teach&p\wn knowledge, passion,
beliefs and in accordance to the specific contéxtimeumstances in which one
has to act” (Korczak, 1978, p. 305) and was thetistp point for his
educational body of thought.
(Efron(Dp. 147)

This has relevance for my work. By becoming aitienough to challenge uncritiqued
norms and to encourage others through my educafivence also to do so, | now see
that interrogating my practice so as to form aspeal theory of teaching’ (Efron op cit
p.147) influences what | do at the micro level of practice, and also has potential for
influencing macro or global social order. | undanst, as McNiff and Whitehead (2006)
point out that the future begins ‘here and now2§d), and that, by living my values, |

am beginning to improve my classroom practice amglitutional practices. | also

believe that | am influencing the education of eshgith whom | am in relation, just as
they are influencing me and others. | also undedstmore about my values and,
through trying to put them into practice, and jiystig them to critical friends, | have

begun to reconceptualise both my practice and ndenstanding of the conceptual

frameworks of my study.

Self-understanding deepens when professional a&cteme articulated and
defended with colleagues and research participants.
(O’'HanloAB p.99)

Reconceptualising my understanding of freedom

Rather than saying my students should be toethink for themselves | deliberately
frame the freedom involved as freeddraom the constraints of not being afforded

opportunities to do so. | consider that there asuas of power and powerlessness
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involved in the frequent asymmetrical relationshipgween students and authority

figures.

| do not believe that | ‘confer’ freedom on my statk. | do believe that unless | as a
teacher exercise care and justice in my relatigssiand refrain from restricting
opportunities for students to talk in classroomg, children cannot exercise their
positive freedom in developing their capacities tlinking for themselves. Negative
freedom from restrictions to autonomous criticahking precedes the positive freedom
to think for oneself. By deliberately developingldgical pedagogies | have begun to

live those ideas in practice.

My living theory of practice has evolved to the mgowhere | now have balance and
equilibrium between my authority role as teachey, ratational role as caring adult and
my democratic role as ‘just another person in taestoom’ (Figure 9.17).

Figure 9-17: Video still of a student & | relatingto each other through dialogue

| used to see my role as deliverer of a curriculemajuator of how well | had delivered
it, and assessor of how well the children had weckit. Because of the nature of the
syllabus and the number of children in the clagsrobsaw myself as chief talker,
manager and authority figure. | saw my role as mgkihildren conform. | spent a lot
of time organising children and preparing workstektvas uncritical about what kind

of learning this would encourage and what sorbefadising was taking place.

My values of care and freedom and justice told mewas not a right way to teach, but
| had no strategies until | began to articulate vajues take action. Winter (1998)
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suggests that action research is about seekingice Wweith which to speak one’s
experience and one’s ability to learn from that exignce’ (p53). | have been
empowered through my research to reconceptualisielemity as a critical practitioner
and | have learned to speak with a confident vditave critigued and problematised
my role and | have made changes to how | taughihgrise to the kinds of dialogical

pedagogies described throughout.

This has involved reconceptualising my own phildsopf education, moving from a
focus on denial to enablement. This for me is gp@ttice. | now understand that in
order to live a moral life | have to try to do wker is possible to enable my students
to realise the greatest amount of freedom to esertheir capacity to think for
themselves. This is a just and democratic form dafcation, rooted in care for my
students. | have also had to look at whether tiseircompatibility between my values
of freedom and justice. | have had to examine wdretlam setting my students up for
tension with the Irish secondary system which, ating to many commentators,

discourages critical engagement. | bear Holmqu{096) warning in mind:

As ... students this week dutifully regurgitate théormation they have been
told to memorise, it may be a mistake to equate With learning. Straying
from the point, asking too many questions and ekpjcalternative avenues of
thought aren’t rewarded with high points ... whatdgvarded is the ability to
do well in exams. There is a danger that by progmarg students with a
predetermined curriculum, students are learning twoparrot not to learn. This
makes them vulnerable to letting others tell thehatmo think on a whole
range of philosophical, moral and ethical questions

(Holmquist, Irish Times 09-06-06 p.15)

Reconceptualising my ideas about care

I ask myself, am | exhibiting care for my studemwtsen | teach in a way that honours
their freedom to think for themselves? | believaam. My data base contains evidence
that students who do a weekly discussion prografmased on Thinking Time by and

large exhibit self-control and dignity, demonstratéical awareness, show care and
respect for each other and for their teachersttaadcas been validated by observers of

discussions and by parents. (Appendix B.)
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‘One of the things that amazed me [about the videad the fact that
children | would have thought of as timid were adijuwell able to
speak their mind, but they did so with respect kimdiness for each
other. All the children acted really responsiblwéods each other, even
when they were disagreeing with others. And theaglieed so nicely
with you too and it didn't sound cheeky!” (RD exgerfrom
conversation with H’s mother following Thinking Tenwvideo 06-06-06

‘C watched as | put up a bathroom shelf. She sad’ that's far tog
high.” | said it was for medicines so it had to ligh. She looked m
right in the eye and said very politely, “I disagrevith you, Dad
because it's actually too high even for Mum.” ...vilas amazed at |a
four-year-old using this language and it didn’'t sduude or anything. |l
wish | had learned to speak up for myself in schinterviews | go
all embarrassed and clam up. If I'd been givencti@nce to speak lik
C in school, who knows where I'd be now? (RD extefrom
conversation with CD’s father during parent-teacmereting February
03)

D

[¢7)

Reconceptualising my practice as an exercise in jus tice

Without developing dialogical pedagogies, | woultt have learned how intelligent E
was, how articulate A was and how sensitive C Wdrddren like Eo might never have
had the opportunity to challenge norms such agybtrbnes and Ao might never have
known that she was critically aware enough to ‘tjaasthe answer’. Children like R
might never have realised he loved music enougtatece and roar like a mountain
king; C would not have been exposed to the thfilhaving his hypothesis about the
comparisons between Cork’s and Arizona’s wateritgutdsted and submitted to the
Regional finals of the State Science Fairs. Théden might never have looked
critically at their experiences of Irish sport anigh Catholicism and questioned if the
reality of lived experience of children in othemodries was similar. | am claiming that,
while | have not been directly responsible for ¢hashievements, | have played a part

somewhere.

| have developed my capacity to make judgementstahe quality of what | am doing

as a practitioner and a researcher, and enabledsdthdo the same.

This now brings me to speaking about my capacitynfaking judgements. If | am
making claims of the kind above, | need to demanstthat | am capable of making
judgements, and to test these claims against feehstandards of judgement which

inform my evidence base. This becomes the foctiseofiext section.

277



© Mary Roche 2007

Judging the quality of my practice and my research

In this section | show how | have learned to jutlge quality of my practice and my
research, and | explain that | use the same stasddrjudgement for both domains
(Whitehead and Whitehead 2007).

Throughout, | have stated that my ontological velokcare and regard for the other act
as my living standards of judgement. These are ahyesg, that is, what | value, so |
regard them as good. | therefore judge my praaticerms of what | hold to be good,
because my values reflect my commitment to who bachhow | understand myself in
the world (see also Whitehead and McNiff 2006 p.&he of the most profound
personal significances of my study has been irtioeldo how | now understand the
relationship between my practice and my valuegalise more clearly that | am in
relation with others, experiencing a sense of mmrmon humanity and life on this

planet.

As | endeavour to make meaning of this relationsaipmyself, | try to hold myself
accountable for my actions. | try to ensure thatpractice is informed by my moral

standards and by my values of care, freedom atidgus
Like Benhabib (1992), | believe that

... each [individual]is entitled to expect and towass from the other forms of
behavior through which the other feels recognizetl @nfirmed as a concrete,
individual being with specific needs, talents angacities.

(Benhabi®29.159)

| have come to a new understanding of my role ailifating classroom discussion in
that | now see it as a moral undertaking that alome to see my students as co-

participants, co-researchers and the people wittmwhwork and share my classroom.

| believe that my early teaching practice was lagkin fulfilment of these values,
because | had not examined my practice reflectivaty checked if | was living in a
way that was commensurate with my values. Oncel Isdi | came to see that | was
dominating my classroom with teacher-talk in aroefto deliver a content-based

syllabus to my students.

Through engaging with literatures of classroomraxtgon (Barnes 1992, Burns and
Myhill 2004, Haworth 2001, Mercer 1995, Norman 1992ells 1999, Wood 1992) |
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have learned that | was far from unusual in allgymy linguistic competence (Wood
1992) to occupy the space my students need to rexgheir own thinking through

dialogue so as ‘to impose their own relevance’ Haw®001 p. 382).

Because of the teacher’s claim to prior knowledbée subject content, and
right to control the pacing and sequencing of igs$mission, pupils rarely
managed to impose their own relevance outside #aehers’ frame of
reference ... resulting in very low level of pupil eptions ... and pupil

statements.
(Haworth20p.382)

I have reflected in this document on episodes &t jpaactice that reveal my best
teaching self and | hope to project that self finttnire teaching situations (McDermott
and Richardson 2005 p.31). | have also reflectecemaodes where | failed to live
towards my values or where | experienced myse# lgng contradiction (Whitehead
1989a). Through reflection and meta-reflectionavér come to see the learning
potential of such episodes for transforming intpraved practice. | believe that | have
transformed my practice insofar as | now live miuéy in a relational and dialogical
way. The evidence | have produced throughout tiesis supports this claim. | have
not taught my students what to think nor tried hargye their thinking. 1 have not tried
to impose closure on their thinking or confine at lieing a subject called ‘critical
thinking’. | have learned to ‘let the other be’ aeslplore how | can best provide
contexts where they can exercise their imaginatnet creative abilities dialogically as
they learn to be critical thinkers, and make judgets on their own capacity for critical
engagement. The samples of children’s work in AdperE and the samples of
transcripts in Appendix C show, by their varietydamiqueness, how my students
demonstrate a significant capacity for critical asrdative thinking. The children’s
voices as they sit in their discussion circles mteyperhaps, the strongest evidence of
all (Video Link: the children’s voices)(Figures 9.18 to 9.20).

C: Yeah, maybe, cos like, if you're always justdaling other people
like, without thinking for yourself, and just doinghat they want you t(
do... you could end up in trouble. (RD 12-10-05 froviellow Bird
Black Spider’ (Archer and Archer, 2004); Appendix C

A=)

E: You need to think your own thoughts just likeuyoeed to be
yourself. You need to have fun too though. Thigkin a circle with
your friends is fun. It helps you to be betterttabking on your own
afterwards. (RD 12-10-05 Comment by E during cosaton abou
doing Thinking Time following ‘Yellow Bird, Black fider’ discussion)
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S: If you didn’t ever get to use your imaginatitver your life would be
so boring and sad. (RD 04-10-05 ‘Once upon an argischool day
(McNaughton 2004); Appendix 3.7.)

Figure 9-18: Video still of a student enjoying herslf as she voices her thoughts

Attentiveness in dialogue

As | have learned how to encourage children toktHor themselves, | see that an
important practice is to be respectful and attentivwhat my students are saying and to
develop a just and caring relationship with therhisThas meant adopting an ethical
stance. Listening is itself an ethical stance towidwe other, according to Bingham
(2006 p.337). Many data transcripts and videosutjinout this document incorporate
evidence of my attentiveness to my students’ thtsughd voices. Observers of these

videos and discussions have attested to this aspect

| was struck by the relationship you have withe¢hédren in the circle —+
there’s no strong teacher role visible, no disoglor control. | mean
you are in control but it's not obvious, it's molike you're friends
talking and listening to each other and enjoying finocess into th
bargain! (RD 11-11-05 O’s comment following obsagva discussion)

D
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Figure 9-19: Video still of attentiveness in dialoge

Following the viewing of some Thinking Time videlog my students and their parents

on different occasions, several parents commeitedtany practice:

| don't think a teacher ever really talked to meagserson when | was in
school. That's one of the most surprising thinga gtruck me about the
video — you're really listening and talking to the¥ou’re notteaching
them ... well, not like the teachers in our day!' (RRtract from
conversation with TMcC 25-05-06)

| invited parents to write their evaluations of wtihey had experienced as they

watched their children take part in discussionse @arent wrote:

The videos of your classroom discussions were alaBon into the
mind of a child in today’s world ...How much thingaue changed fron
the formal ‘shut-up and listen, repeat after maicess which was, as
often as not, followed by corporal punishment falure to achieve. Th
rigidity of my time in education in primary was ometh some dou
teachers and iron discipline with little or no atten to life study
...features of your classroom discussions greatlyrésged me: th
freedom of the children to behave as individuaseguals, with you, i
a group discussion ... the fact that the childrenewieze to participats
in, to discuss and expound, to disagree with otfiacduding teacher
and even change their minds was fascinating torebse

-

D

D=

The democracy of the group discussion allowed opsio be presented
without reserve or embarrassment which can onlythadchildren ... |
feel that this concept should be broadly acceptedthe primary
educational system and form a necessary part otuhgculum. (RD
correspondence from P.L 06-06-06; Appendix B. ¥. b.
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Parents who viewed videos of my children parti¢gigain discussions used words such
as ‘equality’, ‘democracy’ and ‘freedom’ (see ApdenB.7. a. — B.7. f.) and said that
these qualities were visible in our discussionisaw the children behaved towards each
other (see Figure 9.20).

Figure 9-20: Video stills of students listening tpeers

Their testimonies are evidence that the childrahlare ‘concrete’ others to each other

in the discussions and treat each other with réfspattentiveness.

Developing my own critical awareness

From a position where | understood education, ligegice, learning and teaching in
propositional terms, | have come to view my pracas a dialogical engagement with
others, with knowledge, with the literatures, arnithwnyself. | cannot disentangle who
I am from what | do, and | now understand thatrinrea change others, nor do | want to
try. This was not always the case. | may have @etioomprove my students. Gradually
| have come to realise that | can only change rhysel

As | became familiar with the literatures of crticpedagogy | initially adopted a
polemical stance and rejected all technical ratigna’hen | saw that this stance was
itself a form of closing down thinking. Through therticulation of their critical

awareness, my children helped me to see that ladlapting a too narrow perspective
and had to re-evaluate my stance. | now see tha toclusive | need to incorporate all

forms in my thinking, though not necessarily in prgctice.
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Beginning to realise the potential of my researcha s contributing to social
betterment

My early draft writing aimed to communicate how rifluence children to think

critically in the interests of contributing to sakcbetterment. In 2005, as | reflected on
my data, | saw my practice from a different angleegan to see that what | wanted to
do was to contribute to social betterment, and wag to do that was through

encouraging children to think for themselves. Ir¢fiere had to establish the link
between what | was doing in class, and the soctdrol reasoned that if | wished to
contribute to the development of a good social prideeeded to be clear myself about

my meaning of ‘good’, and ensure that my practies good, on those terms.

| read the work of Russell, Popper and Alasdair fiece and saw how my work
resonated with some of their ideas. | recognised fiar the first time, how a living
theory of practice such as mine, as | hold mysmtbantable for my actions, could also
be seen as contributing to a more peaceful anduptivé world (Whitehead 2000). |
now recognised that my practice was about tryingetgure that any influence |
exercised in the lives of my students was educasind that | should be able to offer
my account of how | exercised (and judged) thdtuarfce for public critique, to show
how | hold myself accountable. This for me was hlosame to conceptualise my
‘good’. My practice could be deemed ‘good’ if | ¢dushow how | was living my
values of care, freedom and justice, and if | comldke the account of practice
available for public critique. My practice could bederstood as good if | showed how
| had struggled to improve it, and could now shawh had improved, bearing in mind
that | could improve even more if | tried (see aMoNiff 2007). | have produced
evidence throughout to show this struggle, andhlsteow how this has enabled me to
influence my students so that they, too, cheerfeligage in their own struggle to be

good.

My evidence resides in places where | have destribe gradual development in
critical thinking of my students from discussingyMHumpty Dumpty was sitting on a
wall, to the morality involved in Goldilocks’ actis, to whether or not Jack was a hero
and up to the point where Eo challenged school sdfiRoche 2004a p.6). | have
subjected my ideas to the critical scrutiny of eheand received feedback of the

following kind:
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What Mary is doing here is exactly what Russell39said was the work of

educators, that is, encouraging the developmertioking in young people,

the citizens of tomorrow, rather than producingspas obedient followers.
(MiEN2004 p.7)

| have been contacted by people from the west CQuaste USA and from Australia
who have read and been influenced by my MA dissenta

On 17-08-06 RS wrote: Hi Mary! ... Did you know thgbur
dissertation has been referenced on the P4C-hgt, internationa
discussion group? Congratulations! I'm forwardihg original to you
(RD email correspondence from RS 17-08-06).The d&oted original
had been sent on 16-08-06:

| am currently enrolled in a PhD program at the v@rsity of
Queensland. | want to train some teachers in Riplogthen track their
progress and any change in pedagogy over 12-18hswont So far |
have only been successful in uncovering three relsgaojects looking
at change in pedagogy following implementation bilddophy [One of
which is] Roche, M. (2000). How can | improve myagiice so as to
help my students philosophise? Masters thesis Biiyeof West
England Bristol, available at

http://www.jeanmcniff.com/maryrochema.pdf 14/5/0Gextract from
email from RS 16-08-06)

DK wrote from Washington State USA: | am working iy doctoral
dissertation proposal on Inquiry Dialogue in thed@rgarten. | intend
to do action research this spring to investigat® hoan best implemer
a classroom context for inquiry dialogue with kirghatners ... My
research will in some regards be a continuatiothefwork by Mary
Roche (2000). (RD email from J 31-01-05)

—

| offer these extracts as evidence for my clainhawe influenced people in the wider

academic field.

My potential contributions to new forms of educatio nal theory

Whitehead and McNiff (2006) say that ‘research lisags undertaken with social
intent’ (p.45). When | began my studies, my ‘soamént’ was narrow and primarily
focussed on my own classroom. Through developingdess in practice and reflecting
on them, and engaging with literatures of critaadl radical pedagogues, | have grown
into a more confident critical researcher voice. dilgry records the moment when this

dawned on me:
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Reflection 1

| read Marge Piercy’s (1971) poem ‘Unlearning td sppeak’ last night
and | recognised how all my life | have been aerllbut I've never
really understood until now, that | have a voicd parhaps | have nev
really used my ‘I' voice to try to make a differenn how educatior
might be a liberating and profoundly caring endesyanstead of g
technical system for categorising people into @sccorrals. (RD 05
06-03)

-~ = (D

| began to experience some satisfaction as evidgrese to show that my work had
begun to influence others institutionally and ie thider domain. Citing Polanyi (1958
p.381) who worked towards encouraging people toktim ways which centuries of
technical rational thinking had ‘taught them totdist and who worked towards
understanding the world from his own point of vies a person claiming originality
and exercising his judgement responsibly with uisiaeintent’ (Polanyi 1958 p.327),
Whitehead and McNiff (2006) suggest that it isearhing to engage in lively dialogue
‘where they test their own living theories of edima and test those theories against
the critical responses of others’ (pp.45-6) thaeagchers engage in the generation of
new knowledge, and can use their influence to ehg# the repressive canon that often

transforms into a technology of control.

| believe that | have demonstrated that througteNi dialogue’ | have begun the
process of testing my own story as my living theofrgducation (see McNiff 2007). |
am showing through this account the live procefisaishave enabled me to generate
and test the validity of my own living educatiotfa¢ory of dialogical practice. | cannot
say my study is over, because in a sense | hawe jost begun the process of
examining my practice and my values through writipgthis thesis. | believe that my
understanding of my practice will develop throughimy working life as | continue to

examine what | do, why I do it and how | can dodtter.

Mary Roche

31st May 2007
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